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SUMMARY

The inclusive provision of quality basic education opportunities to all children is at the core of
the global free and compulsory basic education agenda. As a UN member state, Ethiopia
vowed to adhere to international agreements in this regard, and developed local policies
pertaining to free and compulsory basic education. However, in practice this ideal has fallen
short. Rather, the government’s policy of urban expansion to surrounding farm communities
is in conflict with an attempt to include children from these households into basic education.
In the current policy praxis of urban encroachment in Ethiopia, peri-urban farm households
are evicted without proper compensation for their farm plots. The entire family livelihood and
educational needs of the children had been based on access to this land. As a result, children
who are included in urban centres by this process appear to be excluded from the provision
of basic education. This has been observed in the surroundings of all rapidly expanding towns,
including Wolayta Soddo. This issue has long been of a concern of mine. Informed by my belief
that the strength of a community lies in its people, | investigated ways of how available
societal structures could be used to support the provision of inclusive basic education in

vulnerable urbanised settings.

The research was theoretically located within social realism, and was also influenced by the
philosophical thinking of pragmatism. It took the stance that even in a vulnerable society,
reliable solutions for the problem can be achieved through resilience and the inner potential
of structures already existing in the society. Based on a mixed methods design, | employed
both qualitative and quantitative methods of data collection and analysis. The literature
study enabled me to derive a framework guiding my data analysis, while also informing me
on the conceptualisation of inclusive basic education, the human rights dimension of basic
education, the praxis of societal participation in basic education, and the link between

livelihood and the educational needs of children for inclusive basic education.

Based on the notion that the relevant policies are subject to influence, and may also be
influenced, in advancing the inclusive basic education agenda in vulnerable urbanised
settings, | employed critical policy analysis to understand what the existing policy frameworks
can contribute to the provision of inclusive basic education in the setting being studied. In
light of this, relevant policy documents were selected and critically analysed. Specifically,

these comprised sections on inclusive basic education in the Ethiopian Education and Training



Policy (ETP 1994) (along with its series of five-year Education Sector Development Programs

(ESDPs)) and the National Special Needs/Inclusive Education Strategy (2012).

A survey provided some understanding of the views of community members on the extent of
inclusion, and the actual and potential involvement of structures in society in the
implementation of basic education. The survey involved 300 participants and was
administered using a survey questionnaire recorded by a trained enumerator. This was
followed up by a qualitative study to explore the understanding of role-players in basic
education regarding inclusiveness, and the role of societal structures in supporting it. The
study found that the structures can be used to support inclusive basic education in the
vulnerable urbanised setting of Wolayta Soddo, Ethiopia. The participants believed in
unleashing the potential of societal structure to improve the provision of inclusive basic
education provision through livelihood support, topping up school expenses and
strengthening participation in school management processes. The participants further
believed that the educational inclusion of every child should concern the community. They
would therefore put maximum efforts into realising this through networking and partnership

with other stakeholders. Thus, the policy should also respond productively to this.

Key Words

Inclusive basic education, societal structures, vulnerable urbanised communities, critical

policy analysis, social realism, pragmatism, livelihood pressure, household destitution



PI°CI°4 TP LHT

Tl PAD-T 0N TPUCT (o-t-APeE AN ARLTET% A0 112G ANIAETT BP9°C TLLN FNT° AdS
eTUCT AETS ATAC VAN et Atk QLAY ATIC ATEEP P3A a¥nd-T AOA AIC (19PWPS,
NPUCT HCE AR ANC-APE 024 APPRT ATTHOC A hovat QFIC A1C APSE L7700 APNPT
24 AILLYITT avlBPT (LeoPANEI® ovsl AR PAM®- vk 17 185 ANIAE Q0T T9°UCT APCNT
NANFT  adh 15 1906E ATRATELT LmEIIA:: ATEPD-I° (P10 N HOTE AP (LOTO- LT
ACO ALC a3LET NM0d4T £18 a¥ivT oL HA@- PAT T 0L APNR, v-N-hPeE @LNT TIUCT
ARYT NOIPLA FAI® IC POLITE ooy et @4 A Avd OA@ Ph-heT 090449 770l APMeE, N-hqoF
6P 0T ACOA-ARCT PAE T9PUCTS PooA (LAl ANAT +C POTETO- (IFT ovalT Pio- evg PA ¢
ha N30T APLSPA L1880 NPPR® (AT 27T VLT @FL N1 PFmPAt: &7 ACO-ALC (WEAN
VST hFeUCT NPT AaInAd 24P LPSh:: £Y ATI14Y @ALS (27 mI°C NETH APtnd4-
0T v-ae9® PATEEP DT 148 POLATPA UP NootPr Tk DAN $2:1:4:: (T209° PATS: VN&AA
TThé h@-am- PTLavheR FQ8CFTF Nt ARG 0718 (HAEYT Povg T ANEE 1@ P01 £99A A9°YT
NANT @ARS A& NOHLPEL- PNt aopddet OC +PRH v-h-h®q lNT TeUCT NANFT v-id Av-(9°
1074 W18 08C PO 10C TWNEE APLNT PPET 0§ lovdTH eA@T (TLFANT vid AL LUTT AL
oCI°C ATINEL OATH-::

2V TGl M1LL-VAN Aed vt PoLhA@- PATE TUNLAN LATEAA AT"P T-AME AP h&ThT PILAT
AN SPANI® PAN-PANN arherC P (1FFem9é ARTE TOC -FIL 9PAT FLCT POAL PANT APMer,
R0 AGPIPNC $-F PAPT ATIGST ETEPT AR 10+ P7LA VAR AZL9°J QHAD- T4 197-LH.9°
FANEGI® OFT 10-:: avPrg® WL hed AT NL&VTT AC PU1L5C ™UNAN HIE® s9°C ATICT HA®
g, PTTO NOIUNLAN POAT TINGS STt ATSU-9° TOA PULavTR (PE ATY 10 P9LA
@O R AT AL PFIRLLL FPCIPC 1 NFPCTCC HE, 418 LNAP (MAYINNG BAEAS A¥h-bka
Tt PrLIORT REPT AT AL PMavs) fovlE TAOANLLS +rhS @ VI&EY AM9RE tadar(lddv-::
AFPCIRC MATYF PPANAND- avlB ATIPPC AFLLOTAY NFL7Le (0T N4 OC 1H TS PP TSI E
AT 4P -FF AMUELADE T YANTS ovlZBP T390 ALL BT PAU-::

af (1§ FrUCT Ou-te-A$E vAh AG0 APT0%d QT Phhe? ANOLPT AT840 P7LELD T+ (hovFF
P 0LAL TP0PE AC NPt TAT PAA ATLILLLCT vt Z0LA@ AT PANT NPT &t 7LD AT8L10
aogq PPNTeT APT ATLILTA 2004 AP ALY TST ATL A8 Ten1é SThET RPN, mAP PA
P70l A0 PhEeh aP? 2ATIO-9° huT fd- AL PAD- PaLNT FPUCT 7oL N HPT (HAPE ong4-T
AA0 APE ADALPT  NAPLNT PW0LAN ASLEERT NP 9H pid@F APADT ATLELLID- TLT
NANF R 029" APIFRr PTLeAPTLm@- P70 TIPS ATAA APLST - eHEY (harAndt
NAD-CTRET ASMMC 1994 T1LLT PATTEE (AG) CTPUCTS OAMS Z70Lh A1e OC (IFH86T vi--
APq @LNT TIUCT APCOVTF IC THITEYE PAT@- °04-2T6 NHE A8 AL PheIms AP0k ThiJe
PFPUCT AhrC £ AL909° aCYINCT ATS09° NAC-CTRLr 2012 PTHHIE PATEAP AR L0869
AN T TPUCT aavs e 1T NTAPT TLTAPA::

NETC AdT ok A0OLPT HCHC aemed Navar-Ad ehat40T Sad QAL vNZ1aN HIE Pareng
TUCT ANSTrE kA e TUNLAN ArLNT PEET TPUCT Av-te 171840 VET AL PAUTS @LLT
+aTETF@y (FerAnt P0SCT F0AT AT 917 N PPy AYHE  (he@ylJ~LQ) oveB  hi4Th
LT (1TRRI° PaPPET ZATM-G ANT QALCAPT ARhIT @f0F TUCT APCOT he)TFo-75
M GFO-7 eraralt 4 P0G (7 PA-PAAN ThUL@- 08 alBEPT b+ Ph:: NTInPALT® v-h-hde
@PNF TIUCT OHAPL-ALN%4 QAD- AL 0L N hEaeT AALTETE 1794 ATI84N PLLL TLT
AaLNT PrUNLAN @PEET T1H AILTLTA 0TS E AL %A NFL14 T Aavahtd:: 0Tk aval-t



@PPCE CLMGPET PrC PFS (LTI PFUCT @ NarLI9°S AT (PUCT ANPASC VET
PAT@ PATE NE (7984 ROT PTUTAT TV 1S ATATLGETO PI°Gh:: (PeRTI69™ v-(-hPs
TPUCT ARPTETE URT NEA OFC Om$AR PANALE®: TIUNLAN 142 oY (790 AHL-T°
NLoeANFF@ v IC AOCIFFDIS TILITFOT MALD NILTLFAT ALV AOTFE  07°(LA. FPATIT®
ANLATL OPPFT TGk ALIIDA::

AT PAT

ANgF aofF FUCTE AeLNG TTWNER ALLERTE (HLPL PhrhqvT aopgdeli TAP 2700 TGTE
AN ST TR PRANSS ATPRE PR POTS HI4CTE  hold ol S CahrtA@- Phe SUr



ETHICAL CLEARANCE

UF=-UW

L]
Vb1 0

Faculty of Education
12-Apr-2017

Dear Mr Medhin Dollebo
Ethics Clearance: Using Community Stroctares to Sopport Inclusive Basic Education in Urbanised Volnerable
Setting in Wolayta Soddo, Ethiopia
Principal Investizgator: Mr Medhin Dollebo
Department: School of Education Studies (Bloemfontein Campns)
APPLICATTON AFFROVED

With refetence to you application for ethical clearance with the Facalty of Education, I am pleased to inform you on behalf
of the Ethics Board of the faculty that youn have been pramted ethical clearance for your research.

Your ethical clearance number, to be used in all comespondence is: UFS-HSDZO16/1530

This ethical clearance mimber is valid for research conducted for one year from issnance. Should you require more tme to
complete this research, please apply for an extension.

We request that any changes that may take place during the course of your research project be submitted to the ethics office
to ensure we are kept up to date with your progress and any ethical implications that may arise.

Thank you for submitting this proposal for ethical clearance and we wish you every success with your research
Yours faithfully

%
f::;.- -3

Dr. MM Nkoane
Chairperson: Ethics Committes

Office of the Dean: Education “i
T: +27 (0)51 401 9683 F: +27 (0)56 546 1113 | E: MeoansMMgnfs ac.za 5
Winkie Direke Building | P.0. Boxw/Posbus 339 | Bloemfontein 9300 | South Africa e
WWRILE AC.ZA

Vi



LETTER FROM LANGUAGE EDITOR

To whom it may concern

This is to state that the Ph.D. dissertation by Medhin Marcho Dollebo Using Community
Structures to Support Inclusive Basic Education Provision in Urbanised Vulnerable Settings:
the Case in Wolayta Soddo, South Ethiopia has been language edited by me, according to the

tenets of academic discourse.

Annamarie du Preez
B.Bibl.; B.A. Hons. (English)

22-02-2020

Vii



ACKNOWLEDGEMENTS

First of all, | humbly thank God for providing me with the opportunity to do this study, and for

giving me the strength and wisdom to persist.

This work has involved the efforts of many people, and | am grateful to everybody who

participated, both officially and unofficially. In particular my gratitude is forwarded to:

My promoter, Prof Lynette Jacobs, for believing in me from the start, and wholeheartedly
devoting her time to mentor, support and guide me though this study. Her sustained
kindness, encouragement and motivation, her great insights into technical details, her
wonderful statistics ability and even her impressive formatting skills of the final report -
all of these are the building blocks for this research. She was also there for helping me in
seeking funds throughout the research, and all this was done during a period which was a
very trying time for her personally. | am very grateful to her.

Dr. Frans Kruger my co-promoter, who was very supportive, understanding and friendly
in every sense.

All my family members who have been remembering me in their prayers and giving me
support and encouragement throughout the work.

All the structure leaders who allowed and assisted me to conduct research at their
respective community structures and who were also my interviewees for the thesis - |
thank you honestly.

Members of the structures who devoted their time and completed the questionnaire — |
thank you abundantly.

Other interviewees for the thesis — deputy mayor of Soddo town and the community
organisation expert in the town’s administration- | gratefully thank you both.

Dr. Glen Taylor and the Directorate of Research Development at the University of the Free
State for his very kind consideration and understanding to offer financial support during
a pressing financial need in the final year of the research.

My colleagues who were very encouraging throughout- especially Dr. Berhane Haile
Iqubay at UFS, South Africa and Dr. Temesgen Daniel at Hawassa University, Ethiopia.
My language editor, Ms Annamarie du Preez, for her dedication to complete the editing
during her busy schedule.

| sincerely thank you all and appreciate your contributions to the success of this research in

one way or the other. God bless you.

viii



DEDICATION

This piece of work is dedicated to the following people:

To my little baby Elnathan Medhin, who was six months old when | left him behind at
home while travelling to the University of Free State after data collection, and whom |
could only meet again after one solid year.

To my late parents dear mom Saldide Tessema and dad Marcho Dollebo who supported
me financially in all my educational endeavors before this PhD. You were the reason for
my success at this level.

To my siblings Abaynesh Marcho and Mengistu Marcho, whose support to my educational
foundation and its contribution to my success at this level is enormous.



TABLE OF CONTENTS

Chapter 1 : Overview of the study........cccceuuiiiiiinnniiiiiinnniiiiine. 1
00t R [ 01 1 o To [¥ ot o [ o P PO PP OPR PR 1
1.2 Rationale and statement of the problem ..o, 6

1.2.1  ReSEarch QUESTIONS .......eiiiuiieiiiieiiiee ettt ettt e as 8
1.3 Research aim and ObjJECTIVES.......cciviiiiiiiee e 9
1.4  Research methodolOgY .......cooiiiiiiiiiiiei e e aa e e 10

1.4.1  Theoretical frameWOrk ........cooiiiiiiiiiie e 10

1.4.2 Research design and approach .......cccecuiiii i 12

1.4.3  ReSearch Methods .......c.cooiiiiiiiiiiieee e 13

1.4.3.1  Literature StUAY ...cccueeei ettt ettt s e e e s sare e e s sate e e e sateeessntaeeesanes 13
1.4.3.2  POlICY @NAIYSIS weeiiiiiiiiiiiiiiee ettt e e et e e e et e e e e saraeeeenes 13
0 . T U N 14
I T S [ o) (=T VA= £ PUNN 14
1.4.3.5  PartiCiPants coeeeeeeeiiieiie et e e s e e e e s et ea e e e e e s e ssanreee 15
1.5 Demarcation of the StUAY ......ccueeiiiiiiiiee e 15

1.5.1  Scientific demarcation .........ccoouiiriiiiiie e 15

1.5.2  Geographical demarcation .......cccccvveeieeiiiiiciiiieeeee e e e 16
1.6 LayoUt Of the STUAY ..o e e e e e e e e e e e e enanes 18
A YU [ 0 1 o =Y St 19

Chapter 2 : Review of related literature........ccceveeerreeirieireecirencireceeencrennenenn 20
2.1 INEFOAUCTION. .ottt e 20
2.2 The concept of basic edUCALION .....c..eviiiiiiiee e 20
2.3 Concept of inclusion in basic education..........ccccuviiiieiii i, 23
2.4  Global Collective frameworks in support of inclusion ..........ccceeveeiieicciiiieeeee s 25
2.5  Approaches to iNCIUSION .......ueiiiiii it e e e e e e e errre e e e e e e e e eenanes 27

2.5.1 Medical model VS iNCIUSIVILY ..eceeeeeeiiiiieee e 28

T A - 1 (=Y ={ =Rt 29

2.5.3 Inclusivity focusing on accommodating intrinsic barriers to learning............... 31

2.5.4 Inclusivity focusing also on external barriers ........cccccccveeviiveeeeeiee e, 32

2.5.5 Inclusivity focusing on access, retention and SUCCESS .......ccvvvveeeeeeeeeicrreveeeeeeenn. 33
2.6 Factors affecting inclusion in basic education ........ccccceeveeiiiiieeeie e, 33



2.6.1  Internal barriers tO I@arNiNG......couvciiiieeiee i 34

2.6.2  External barriers to @dUucCation .........ccceeeviiieiiiiiiieeieece e 34
2.6.2.1 Access to pre-primary edUCAtioN ........cccecvieiieiiiiieceee e 34
2.6.2.2  POVEITY i e e e e e e e e e e e e e e e e e e e e e e e e e e e e aaaaaaaeenns 35
2.6.2.3 Displacement and urbanisation .........cccoecuieiiiiiiiiiiiie e 36
2.6.2.4  Cultural marginalisSatioN .......coccuiiiieciiee e 36

2.7  Factors in the Ethiopian basic education SeCtOr......cccccevveeciiiieei e, 37

2.7.1  The role of the state in basic education provision in Ethiopia ..........ccccueeeneeee. 38

2.7.2  Non-state actors and the COMMUNILY......ccoooviiiiiiieiiii e, 39

2.7.3  Therole of international and local non-governmental organisations............... 39

2.7.4  Community and its STrUCTUIES ....ccueeeiiieeeeeee e 40

2.8 Discovering local potential for community development: asset-based community

(o LEAVZ= [T o Lo g =T oL =T o] o] f o - o] o TR PSSP 41
D28 R o] o Vol 11 o] o TSRO SRUPRRNE 44
Chapter 3 : Research methodology .......cccceeeiiiirrreiiiiiirinciiiiiiieciinniinnnsinnnnnne. 45
70/ R [ 01 1 o Yo [0 £ o T DU O PP PPO R OPPPPRROPPPPRNt 45
K I A S Y - To | T={ 3 o HO PP PP PP PPPPROPPPRRNt 47
3.2.1  SOCIAl FEAIISIM e 48

R N A o V=1 0 0 1= 1 A ] o  J 49
3.3  Research approach: Mixed methods .........coooviiiiieei e 51
3.4 ReSEarch Methods. ...t e e s e e e 53
3.4.1 Quantitative MethodS.......ooo i 54
R S R T | o V= Y U U TR 55
3.4.1.2  The QUESTIONNGAITE ....uviiieciiiieeecieee ettt e et e et e e et e e e s e tbe e e eeabaeeeeensbeeesannseeanan 55
I 0 T I o Tl o - o 4 (ol o T= g £ SPPN 56

TR I o[-l oYY o U1 - 4 [ o PP UPR 56

o TR I o T Y- T o o o 1P 57
3.4.1.4 Administrating the survey qUEStIONNAIIe .......ccceiveeciiiiiieee e 59
I R O F- | = = Yo - 11V TSP 60
3.4.1.6 Reliability and validity of quantitative research .........cccccoceeiviiiieiiiciee e, 61
3.4.2 Qualitative Methods ........oovuiiiiiiieiie e 62
I B At R oY [ otV [ F=1 AV -SSR 63
3.42.2  Semi-Structured iNTEIVIEW .......c.cieiiiiiiieeiie e 64
3.4.2.3 Focus group and individual intervieWs ..........ceeeeeieeciiiiiieie e 64
3.4.2.4  PartiCiPants coeeeeeeeeeeeeeeeeeeeeeeeeeeeeee e e e e e e e e e e e a e e e s e s e e e e e e e e e eaaaenenenas 64



RN R b F- | - = Yo ¥ |V 1SRN 67

3.4.2.6 Trustworthiness of qualitative research ........ccccceeveiieeiecciee e 67

3.5 ETRICAIISSUES et 67
3.5.1  Protection from harm ......cooiiiiiiie e 68
3.5.2  Voluntary and informed CONSENT.......cccoviiiiiiiiiiiieicie e 68
3.5.3  RiINE O PriVACY cooueiiieietiee ettt e e e s e e e e e 69
3.5.4  Internal review boards..........coooiiiiiiiiiiiii e 69
3.5 S HON ST e 70
3.6 CONCIUSION .ot 70

Chapter 4 : Critical analysis of policy documents impacting inclusive basic

education in vulnerable urbanisation areas in Ethiopia.......cccccceeveerecrrennnnnee. 71
ot N VoY o o [F o1 [ o T PR 71
4.2  Definitions (PUDIC) POLICY .ccciuriiiiiiiiee et 72
4.3 Critical POlICY @NAlYSiS....uuiiiiiiiiie it 73

4.3.1 Definition and some theoretical background...........ccccooveeiiviiiiiiniiiiei e, 74
4.3.2  Context of the Ethiopian Education and Training Policy .......ccccceeevveeiiniinennnnns 76
V52 0020 N W Tor- |l o 115y o o] I ol ] o} < AR 76
V0 0 2 A W Vot |l 1= ==Y ol Yo - SRR 78
4.3.2.3  Global 188l CONTEXL ...uevieiieiiiecie ettt bee e s e e ae e s te e esbaeesnbeeenns 80
4.3.3  Policy texts for critical @nalysSis ........oocuieeieiiiiiiiiiiieee e 81
4.3.4 Frameworks derived for guiding critical policy analysis........ccccccvveeeeeiicnnnnneen. 82
4.3.5 Content analysis of the Education and Training Policy (1994).......cccccoeeveuennen. 83
4.3.5.1 Doesthe ETP (1994) respond to the provision of pre-primary foundation?............ 83
4.3.5.2 Does the ETP (1994) define nationwide age structure of school children?.............. 83
4.3.53 Does the ETP (1994) stipule free and compulsory basic education provision?........ 84

4.3.5.4 Does the ETP (1994) stipulate children’s right to education as uncompromising
Fodo XV d a1 e g YTl - 1= L= oo I SRR 84

4.3.5.5 Doesthe ETP (1994) have tracking mechanisms to ensure schooling is imparting
relevant knowledge and skills appropriate to the age level in order to develop learner
[ T=T 8T g F- | 11 AV USSR 85

4.3.5.6 Does the ETP (1994) have system of tracking to monitor learners’ progressive
attendance and concentration throughout the level? ..., 86

4.3.5.7 Does the ETP (1994) indicate options of support for livelihood and school expenses
for children to maintain learner iNCIUSION? .......coociiiriiiiiiiiiiee e 86

4.3.5.8 Does the ETP (1994) consider actively engaging key stakeholders to support the
Lol gL o] 1T aY = o] o Lol Ty SRR 87

4.3.6 The Education Sector Development Programs (ESDP 1-V).......cccceccuvieeeeiineeeenns 87

Xii



4.3.7 The Special Needs/Inclusive Education strategy (2012)......ccccceeeeerveeeeeireeeeens 88

4.3.8  Inter-textual MisSmatChes........ccooiiiiiiiiiii e 91

A4 CONCIUSION .ottt e s e s e s sbe e e s e e 92
Chapter 5 : Survey ResUItS.......ccciiiieeiiiiiieniiiiiiniiiiiisinessessninesseene 94
5.1 INEFrOAUCTION. ..ttt ettt e st e s bt e e e e e st e e eanee s 94
5.2 The availability of inclusive basic education provision ..........cccceecveeeericieeeinsiiieeenns 95
5.3 The effect of urbanisation on inclusive basic education opportunities................... 97
5.4  Inclusive basic education as a human right of a child..........cccccoeviiiiiiniieiniis 98
5.5 Government’s efforts to provide inclusive basic education opportunities............. 100
5.6 The need for policy to support inclusive basic education opportunities ............... 102

5.7 The potential of community structures to overcome challenges surrounding inclusive
oF: [ (ol =Te [ Tor= 4 Lo 1P SPPR 104

5.8 The importance of individual efforts to overcome challenges surrounding inclusive

DASIC EAUCATION ..eiiiiiiiii it e e st e s et e e e s abee e e s saraeeeeanns 109
SIS I B 11T ol V1] (o] o WO 111
5.9.1 Trends based on the detail regarding the perceptions .......cccccceevevccivveennnnnn. 111
5.9.2  Trends with regard to groups amongst the respondents.......cccccceeeuurvveeennnnn. 113
5.9.3  Perceptions of community members on inclusive basic education and the
involvement of SOCIietal STTUCTUIES ......eeviiiiiiieieieee e 118
5.10 CONCIUSION ettt e e s st e s sttt e e e st ae e e s saabaeeeesnbaeeeas 120
Chapter 6 : Analysis of qualitative data.......cccceereerierieeiireecirieeccereecereennenn. 121
6.1 INEFOAUCTION. ...ttt e st e st e e st e e e e e 121
6.2  Realities of urbanised families ........coociiiiii i 122
6.2.1  Reckless process in rural-urban transition .........cccccceeeveeciiieeeeee e, 122
6.2.2  The struggles of parents following dispossession .........ccccvveveeeeeeeeiiciinvveeeeeenn. 125
6.3  Barriers to education experienced by children of urbanised families.................... 127

6.3.1 Procedural considerations to safeguard inclusive education in the face of

vulnerable urbanisation were not satisfactory.........ccccceee e, 127
6.3.2  Lacking inclusive pre-primary foundation opportunities ...........cccceeevvvevereeenn. 128
6.3.3  Long distances to schools act as @ barrier ......cccveeeeeeeiiecciineeeee e 132
6.3.4 Late entry and early dropoUL.......ccccvveeeeeeeieiiciiiieeeee e 132
6.3.5  Eviction, challenge of working children and meaningful learning................... 136

6.3.6  Difference between the children from non-farming communities and those
from previous farming COMMUNILIES .......uviiieiiii i 139



6.3.7 Require a rehabilitation Programme ........cccceevuvveieieieiiiiiiieeeee e 143
6.4  Involvement of community structures to support inclusive basic education ........ 146
6.4.1 Alignment of structures’ involvement in basic education with policy ............ 149
6.4.2  On-going community schemes to support inclusive basic education.............. 149
T 0. T Vo LYo Yo T oY AR 151
6.4.4  Cooperation and li@iSON ........ceii i e 152
6.4.5 Contributing financially to inclusive basic education? .........ccccccceeeeivieeeenneen. 155
6.4.6  Mobilising and cashing out their latent potential assets ......cccccceeecrvvveeeennnn. 158
I A © o -1 11T o T~ =R 159
6.5 DISCUSSION ..eiiiiiiiiiiiitiie et e e s 161
6.5.1 Understanding the state of inclusive basic education in the setting .............. 161
6.5.2  Provisions to safeguard inclusive basic education ..........ccccccceeeviieiciiiiennnn. 163
6.5.3  Vulnerable urbanisation vis-a-vis inclusive basic education ...........cccccceceenee. 163
6.5.4  Prospect of involving structures to support inclusive basic education........... 164
6.6 CONCIUSION ..ttt ettt st e s bt e e st e e s e e e s eeeans 165
Chapter 7 : Conclusions and recommendations......c..cccecereeierencrrnncrenncrennenes 166
7.1 INEFOAUCTION. .ottt 166
7.2 Overview Of the stUdY ....c..eeeriieeeee e 167
7.3 Inclusive education in the context of this study ......cccccceeiieicciiii e, 168
/285 20 N o = o T T = 1 V2N o1 o 1VZ 1] o T 169
7.3.2  Free primary @dUCAtION .....ccoeii i i et e e e a e e 169
7.3.3  Inclusion of @ll |€arNers .........cooiiiiiiiiiiiiee e 170
7.3.4  Age-appropriate access, retention and SUCCESS .....cccceveecviiiieeeeeeeeciciiiieeeeee e, 171
7.3.5 Perceptions of children’s right to inclusive basic education vis-a-vis
BOVEIMMENT'S TOl@.cueiiiiiii ittt e et e e e e e e e e s etarreeeeeeeesesnstrareeeaeeeeesnnnnes 171

7.4 How can community structures and their members support inclusive basic

[<To [ Tor: | Ao TP P PR PR RN 171
7.4.1 Adopting and validating fundamental strengths in the policy ........cccccueeeee... 173
7.4.2  Consolidating critical gaps for consolidation in the policy .....cccooveuvriieenee.in. 174
7.4.3  Critical silence observed in the policy pertaining to the study .........c........... 174
7.4.4  Ambiguities needing clarification .......ccccveeeeeiiiiiiiiiieeee e, 175
7.4.5 Inter-textual contradictions and misalignment needs to be addressed ......... 176
7.4.6  Societal structures should be included as a role-player to support the provision

(o) I ol [N RS AVZN o= R (ol =Y LU [ot= 1 { oY TP 176



R S = = 10 1 1=,V 1 <R 177

7.6  Limitations of the study and areas of further research........cccccceeeeiveeeeiciieeeennen, 181
7.6.1  Knowledge area limitations ........ccooeveciiiieiee e 181
7.6.2  Methodological limitations.......ccccceeeeciiiiiiiee e 182
7.6.3  Participant-related limitationsS.......ccccuvviiiiee i 182
7.6.4  Researcher-related limitations ........ccccoevviiiiiiiiiiiii e 182

7.7 CONCIUSION .ttt e s e e 183

211 0] [Te = T o1 o 185
Addenda......ccooviiiiiiiiiiiiiiiiii e 206

Addendum A: Letters of permission and consent in English..........ccccoveiiiiiiiiiiniiiene e, 206

Addendum B: Letters of permission in AMNariC.......ccccceeeiieciciiiieee e, 215

Addendum C: SUIVEY QUESTIONNAINE ......uuiiieieee et ee e e e e e e e e e e e s cvere e e e e e e e s e eneeeaeeas 219

Addendum D: INtervieWw qUESTIONS .......uuviiieiee ettt e e e e e e e e e e e e e e eneaeeeees 230

XV



LIST OF TABLES

Table 3-1: Demographic details of participants in the sUrVey........ccccecciveeeecciiee e, 59
Table 3-2: Demographic details of the interview participants........ccccocveeeivicieninciieeecsieeen 66
Table 5-1: The availability of inclusive basic education opportunities..........cccceeeeecveeeencnnnennn. 95

Table 5-2: Difference between groups regarding the availability of inclusive basic education

o] o] o Jo T AU | a1 A =F 3PP 96
Table 5-3: The effect of urbanisation on inclusive basic education opportunities.................. 97

Table 5-4: Differences between two groups’ perceptions with regard to the effect of

U1 o= oV E-7= 1 [ o TP SRS 98
Table 5-5: Children’s right to inclusive basic education ........ccccccovvviveeiiiiiciiciiee e, 99

Table 5-6: Differences between two groups with regard to the right of the child to inclusive

(o T Tl =T [0 or=) 4o o ISR 99
Table 5-7: Government’s efforts to provide inclusive basic education opportunities.......... 100

Table 5-8: Differences between the groups’ perceptions about the government’s efforts to

provide inclusive basic education opportuNities.........ccccceveee e, 101
Table 5-9: The importance of policy supporting inclusive basic education opportunities ...102

Table 5-10: Group’s perceptions regarding the importance of policy to support the provision

of inclusive basic education OpPOrtUNILIES .....c..evviiiiiiee e 103

Table 5-11: Potential of community structures to overcome challenges surrounding the

provision of opportunities of inclusive basic education.........cccccuvviveieiiiiiccci e, 105

Table 5-12: Differences between the groups’ perception regarding the potential of
community structures to overcome challenges with regard to the provision of inclusive basic

Yo [¥]or=) d o] W o] oo a £ gL =TT ST PR 107

Table 5-13: The importance of individual efforts to overcome challenges with regard to the

provision of inclusive basic @dUCAtION ......c..uveeeiiiiiiice e 110

Table 5-14: Differences between the groups’ perceptions regarding the importance of
individual efforts to overcome challenges with regard to the provision of inclusive basic

(Yo [¥]or=) d o] W] o] oo 4 £V [ g L1 =TT TP 110

XVi



Table 5-15: Perceptions of community members on issues pertaining to the provision of

inclusive basic @dUCation (IBE).......coccuiiiiiieiiiii ettt e e e e e s e e snee e 111
Table 5-16: Comparing the perspectives of female and male respondents ......................... 114

Table 5-17: Comparing the perceptions of respondents differing in terms of how long it has

been since their holding was engulfed by urbanisation..........cccccovieiiiiiii e, 115

Table 5-18: Comparing perceptions of respondents differing in terms of how long they have

been involved in cOMMUNILY SEFUCTUIES ......vviiiiiiiiee e e 116

LIST OF FIGURES

Figure 1-1: Map of South Ethiopia Regional State Showing Wolayta Zone .......cccccccoecuuunneeen. 18
Figure 1-2: Administrative Map of Wolayta zone & the location of Soddo town................... 18
Figure 7-1: The situation of involvement of different sectors..........cccoecvveeieciieeecccciee e, 179

Figure 7-2: Proposed Inclusive Basic Education Support Framework in Urbanised Vulnerable

BT NS i, 180

XVii



Chapter 1: Overview

CHAPTER 1: OVERVIEW OF THE STUDY

1.1 INTRODUCTION

Ethiopia is a large land-locked developing country in the Horn of Africa, with a population of
over 94 million, based on the 2007 national census projection ! (Population Census
Commission of Ethiopia, 2008:9 & 11). More than 80% of its population lives in rural areas,
making their living from traditional agricultural practices (Central Intelligence Agency, 2016).
The country’s economy and livelihood of the population is highly dependent on agriculture,
which in turn is dependent on rainfall. The country is increasingly experiencing issues that
put livelihoods at risk, such as alarming population growth, unchecked urban expansion,
recurring drought and internal migration. All of these hinder efforts to ensure educational

opportunities.

The country’s gross national income per capita was indicated as $410 US in 2012 (UNICEF,
2013), and for 2018 it was indicated as $790 US (World Bank, 2019). To put this into
perspective: the same World Bank platform indicates that South Africa’s per capita GNI for
2018 was S5 750 US, and that of Zimbabwe was $1 790 US. While there seems to have been
a notable rise in Ethiopia’s GNI since 2012, people on average are clearly living in immense
poverty. This deprives access of most of the community to public goods. UNICEF (2013)
specifically notes that poverty in Ethiopia has hindered access to inclusive and sustainable
education for a large proportion of children, who constitute approximately 50% of the
population. UNICEF also revealed other worrying facts and figures concerning the education
sector in the country. The country’s adult literacy rate was indicated as 49.03% in 2015
(compared to South Africa’s adult literacy rate of 94.4 %) (Knoema, n.d.). Moreover, retention
of children to the last primary school grade in percentage is as low as 40.7% (UNICEF, 2013).
Although there has been an improvement in gross enrolment numbers at primary school
level, there is a high dropout level. This trend is not uncommon in other parts of the so-called
developing world (e.g. Nigeria, Bangladesh, Lesotho, India, and South Africa) (Jacobs,

2016:13-15). UNICEF (2013) furthermore suggests that the quality of education is

1 The 2019 population of 114 million was announced at the time of my submission for examination,
although | was not able to find official documentation at this time.
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compromised heavily by the pupil to teacher ratios at primary level (66:1), and because most

of the children and their parents are under pressure of livelihood worries.

There have been global concerns to bring about transformation in the education sector in
order to effectively fight poverty. Major milestones in this regard comprise the Education for
All initiative in two principal international conferences of UNESCO. The first was in 1990 in
Jomtien, and the second in 2000 in Dakar (UNESCO, 2000:8). Following this, the provision of
quality basic education has become a primary educational agenda at global level, to which
Ethiopia as a member state of the United Nations (UN) has pledged its commitment. Indeed
the focus of the several of the Sustainable Development Goals (SDGs) focus on eradicating
poverty and hunger, though inclusive and quality education (United Nations, 2015).
Irrespective of expressions of commitments, however, at local level, many factors of exclusion
and poor quality of basic education for millions of children still prevail in Ethiopia and other

poor countries (Verspoor, 2005:9).

The factors that hinder effective provision of education to the citizens in Ethiopia are mostly
socioeconomic in nature. High levels of poverty, lack of parental involvement and support in
the learning process, and unaffordable indirect costs of formal schooling are a few of these
(UNICEF/UNESCO, 2007:54). Additional factors mentioned include low prioritisation of
education within families, and the fact that most of the children are unable to fully
concentrate on their schooling because they need to work in order to support household
earning. Each of these, in turn, appears to significantly affect dimensions of education

provision such as inclusion, equity, quality and sustainability.

The Education Statistical Annual Abstract explains that the majority of Ethiopian children have
had no preschool experience. This makes it hard for them to easily adapt to the school
environment when they start primary school (Federal Ministry of Education, Ethiopia,
2016:28). It further states that the dropout rate particularly at Grade 1 level is as high as 19%.
Moreover, the survival rate at Grade 4 is below 56%, and the completion rate of the primary
level at Grade 8 is below 52% (Federal Ministry of Education, Ethiopia, 2016:53-56). In rural
areas long distances to school affect retention rates, particularly in the early grades. Other
factors deterring survival include displacement of families in search of better livelihood
options, conflict between parents and children, inability to cover the indirect costs of

education, and the disintegration and loss of families.
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Achieving sustainable development in 2030 as a global commitment requires the worldwide
promotion of effective learning opportunities in the education sector. All member countries
of the UN, including Ethiopia, have committed themselves to this global development agenda
(ISSC, 2015:29). However, ensuring inclusive quality learning opportunities in vulnerable
urbanised settings, in particular, appears to presuppose knowledge about the experiences of
societies in precarious settings who manage to sustain the education system. These societies

are often quite socially resilient.

The provision of basic education embraces the delivery of effective and meaningful learning
(Knapper, 2006:3-4; Lewin, 2007:30), and should ensure longer-term viability and stability of
educational opportunities (Dholakia, King & Baraniuk, 2006:2). Inclusive basic education
provision is fundamentally a core principle of the world declaration on Education for All,
adopted in Jomtien, Thailand in 1990, and it underscores the process of capacity
enhancement of educational systems to reach out to all children in every social setting
(UNESCO, 2009:9). In Goal 4 of the UN 2030 Agenda for Sustainable Development, effective
education further necessitates equity of learning opportunities, and the inclusion of every
learner irrespective of locations and circumstances (ISSC, 2015:29). This global expectation of
inclusive basic education is far from reality in many developing countries, where a good

number of children of school age are still excluded from meaningful learning opportunities.

A review of the literature shows that certain scholars tend to associate inclusion in education
with practices of supporting learners with physical and mental difficulties to realise their
potential to learn (Winter, 2010:13; UNESCO, 2009:9). Inclusion in this regard inclines to
merely focusing on responding to problems of exclusion in education due to learner disability.
However, there are circumstances in which a lack of inclusion in the educational process
resides under factors other than learners’ mental and physical impairments (Stubbs, 2008:82;
Jacobs, 2016:11-12). These constitute systemic and structural barriers that push an individual

or group of learners out of the learning process.

The reasons that constrain the effective provisioning of inclusive basic education vary in
different societal settings (UNESCO, 2015:9; Verspoor, 2005:17-18). In some social contexts,
inclusive basic education is hindered by reasons such as the destitution and displacement of
families, child labour practices, conflict between parents and children, and livelihood crises in
a household associated with the disintegration and loss of families, leading to an inability to

cover the indirect costs of education (CCEM, 2006:11-12; Jacobs, 2016:12; Lewin, 2007:22).
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Parents experiencing poor economic conditions are often unable to provide the requisite
livelihood needs and learning input vital for the future livelihood resilience of their children
(Bird, Higgins & McKay, 2011:12). In some cases they even appear to encourage their children
to become involved in petty money-raising activities in order to subsidise the household’s
earnings. This in turn obstructs meaningful inclusion of learners from poor families in the

educational process.

In the context of livelihood insecurity that presumably leads to the exclusion of a number of
children from basic education, there is a need to explore possible remedies to deal with the
problem. A widely tried approach as a quick fix to livelihood-related barriers for inclusion to
basic education provision is a humanitarian intervention referred to as education in
emergencies (Price, 2011:5). Education in emergency programmes are characterised by
mobilising resources and efforts, mostly from donors, to put learners experiencing livelihood
crises back into the learning process (INEE, 2004:18). There is overdependence on donor
resources in such programmes, as the community usually has very little capacity to contribute
to efforts to improve the situation. There is however a growing debate that structural and
systemic problems are presumably managed better with system-wide responses, and that the
involvement of the community leads to higher resilience than with only external aid and

agencies (UNESCO-UIS, 2015:40; ADB, 2011:2; NOAA, 2009:45; Lee, 2016:253).

Involvement of community members and structures in educational programmes can take
different forms. This may include mobilising efforts and locally available resources to set up
new educational infrastructure, or to rehabilitate and renovate dilapidated establishments in
order to support formal basic education processes (Onwu & Augustine, 2010:81). A
community and its structures can be meaningfully engaged in improving the management
efficiency of educational undertakings of the formal basic education system (Manninen,
Liveng & Arnason, and 2012:30). Structures in the community can even independently
participate in shorter non-formal and preschool educational programmes, as has been
observed in cases of church and mosque school undertakings in Ethiopian informal basic

education.

There have been other instances of attempting to manage the challenges associated with
meaningful provisions of basic education with the support of community (or its structures) in
vulnerable contexts. In Ethiopia, community involvement in education was observed in

connection with the implementation of the Alternative Basic Education (ABE) programme to
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out-of-school children. The ABE programme was characterised by increased participation of
the society in issues such as discussing the school timetable, the selection of learning centre
sites, decisions regarding content, the school management process and resource mobilisation
(Onwu & Augustine, 2010:81-82). Another sub-Saharan country, the Democratic Republic of
the Congo (DRC), has been embroiled in an on-going conflict situation. This has constrained
investment in education from the government’s side, and so the education system relies
mostly on household funding driven by high public demand to deliver basic education (Nicolai
& Hine, 2015:55). In Syria, following an outbreak of political conflict, certain NGOs shifted
their focus from direct intervention in the form of education in emergencies to a community
mobilisation approach in order to address the educational needs of children affected by the
conflict, and this lead to enhanced capacity and synergy in dealing with the challenge (INEE,
2014:7). In Colombia, non-government stakeholders joined hands to launch safety net
programs, which were thought to mitigate the acute livelihood vulnerability of households
who were struggling to cover education costs for uniforms, school fees, books and other
materials. This was done to allow children to return to school and to retain them (UNICEF and
UlS, 2012). In my own context, the ABE program in Ethiopia witnessed a rapid increase in its
acceptance by the community, and reports showed that it significantly raised learners’
absorption into the programme (Onwu & Augustine, 2010:83). With reference to cases in the
countries mentioned above, each undertaking evidently showed that projects which call for
the support and ownership by community, and combining maximum involvement of non-

state actors, have a greater chance of success.

Interventions that involve the community and their structures seem to be crucial to deal
specifically with a range of community problems in vulnerable settings. It also seems that in
each of the above situations, successes have been achieved by expanding the existing
potential in communities to some degree. Each undertaking had to deal with very scant
financial capacity of the local community, and in some cases with very fragile security
circumstances. Yet, the involvement of the communities contributed more than external
agencies. This leads one to conclude that the major factor in the success of the mentioned

cases was the reliance on the potential that resides within communities and their structures.

Lessons from the mentioned cases suggest that the projects helped to create learning
opportunities for children living in vulnerable settings. The ABE in Ethiopia contributed to

learning opportunities for over half a million children across the country in the year 2006-
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2007 (Onwu & Augustine, 2010:78-79). The case of the DRC equally indicated that the public
was able to assist primary school learners to complete their schooling with the help of public
funding (Nicolai & Hine, 2015:55). Community participation and coordination has been the
engine in a large scale multi-sectorial humanitarian intervention aimed at creating learning
opportunities for over 2 million children in Syria (INEE, 2014:19). Colombia’s safety net
programmes could attract many children from families with unsecured livelihoods, and
maintain them in school (UNICEF and UIS, 2012). In summary, therefore, the reviewed cases
affirm that interventions engaging communities in educational undertakings could address
challenges in basic education provision to children in vulnerable settings. Such lessons and
experiences should inspire the investigation of possibilities to maximise community
involvement in supporting inclusive basic education in vulnerable contexts. One place where
this might benefit learners is in the urbanised setting of Wolayta where the livelihood

prospects of the community are threatened by forced urbanisation.

1.2 RATIONALE AND STATEMENT OF THE PROBLEM

Effective provisioning of inclusive basic education has become part of the global primary
educational agenda following the UN decree (Article 28) that underscored that every child,
across the globe, has the right to quality education (UN General Assembly, 1989:8). This is
necessary for their full growth to adulthood, attaining vital knowledge, skills and attitudes to
help them become productive to the benefit of themselves and society (UNICEF, 2000:4).
However, livelihood is one of the major determinants in the process of basic education
provision. In a situation where livelihood is unsecured, learner inclusion and provision of
meaningful education is hard to perceive (Bird, et al., 2011:13; Gelsdorf, Maxwell &
Mazurana, 2012:22). In many developing countries like Ethiopia, the greatest proportions of
the population lead their lives in vulnerability, and are affected by poverty, demographic
predicaments and administrative and policy-related flaws. Amid such instances, a family
losing their means of livelihood and inherent exclusion from effective basic education is

rampant.

One example of this type of exclusion from basic education widely prevails in Ethiopia in
vulnerable urbanised areas. This situation exists in the newly submerged urban proportion of
major towns where a number of households, until very recently leading a rural way of life as
farm communities, have been swiftly engulfed into encroaching towns. As a result,

households find themselves forced to adopt an urban way of living, losing their landholdings
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and being left with just a small urban plot on which to build a family residence (Sayeh,
2014:10-11; Gebregziabher, Yiadom & Asfaw, 2014:130). Children from these households are
incorporated into an urban setting which is often perceived to have improved provision of
basic education opportunities, and better access as compared to their former rural settings,
where learners have to cover long distances on the way to school. In reality, however, | have
observed that these learners are excluded from the learning process, as their parents have
lost their means of livelihood due to an improperly managed urbanisation process (Dollebo,

2015:56).

This possible exclusion from basic education in vulnerable urbanised settings is immense in
the outskirts of many swiftly expanding urban centres in Ethiopia, including Wolayta Soddo.
This issue has grabbed my attention as an academic and researcher concerned with social
dilemmas. A review of local studies provided me with evidence that urban expansion is
negatively impacting the livelihood of many previous members of farm communities in urban
areas, by forcefully assimilating them into townships (Gebregziabher, et al., 2014:130; Gizaw,
2009: 843; Sayeh, 2014:10-11;). Close observation of the situation and a review of related
studies inspired me to conduct further analysis on the effects of urban expansion on the
livelihoods of forcefully assimilated farm community members, specifically in the Wolayta
Soddo area. The findings of this revealed that the effect of urbanisation on newly urbanised
households of farm community origin in this town is similarly adverse than those in previously

studied towns in the country (Dollebo, 2015:56).

In addition to this, for a brief period of time, | worked as an education programme manager
of an non-government organisation (NGO) in basic education in the Wolayta district in South
Ethiopia. Fieldwork opportunities in this regard helped me to note the existence of broad-
based community structures with public trust and engagement in the area. This allowed me
to anticipate the possibility of linking myself with institutions and structures that are likely to

participate in and potentially contribute to the success of the study’s objectives.

Being both an academic and field practitioner in education, | have an understanding of the
livelihood-related impediments obstructing inclusive education in vulnerable urbanised
contexts such as the outskirt of Wolayta Soddo. Despite its apparent unpopularity with the
community, the process of urbanisation is obstinately defended by the government. There
are however community structures with a range of interests and involvement in societal

matters. Community structures in Ethiopia refer to community-based and informal social,
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religious, cultural and administrative groups (International Communication Association ,
2017:2). These are self-initiated self-help social support groups, often organised at
neighborhood level. Sometimes a structure has membership in hundreds of household-heads
living in a wider area of residential blocks. It can even be based on religious, workplace,
ethnicity etc. groupings. A given community structure often has a single foundational
purpose, in which context it is specifically supposed to serve its members. For example, a
societal structure called Edir, a cultural funeral association, has its principal purpose of
providing funeral services to the member households (Selamu et al., 2015:1). It exists in
almost every community, so a household-head residing in a particular location for a year or
longer is customarily presumed to associate him/herself either with a religious or
neighborhood-based funeral association, or both. When | refer to community or societal
structures it therefore incudes for example church and mosque groups, cultural funeral
associations or Edir, and other non-formal organisations that arose from the community to

provide a voice and agreed-upon societal services to their members.

These societal structures, although often limited in their scope, yet provides support for the
vulnerable ommunities, in a variety of ways. As there are so little resources available in these
communities, | comtemplated whether these structures could play a role to improve
education opportunities for the children of their members. While to an outsider, it might be
a strange idea, in is not unusual for businesses in a community to support education. So while
these structures take more of the form of a stokvel or a club, instead of a business, | premised
that they could contribute on one way or another, as at least structures of some standing

within the communities.

In this study, | therefore investigated ways of making use of such available community
structures to support inclusive basic education to children in vulnerable urbanised settings in

Wolayta Soddo in South Ethiopia.

1.2.1 RESEARCH QUESTIONS

The main question of this study was: how can societal structures be used to support inclusive
basic education provision in the vulnerable urbanised setting of Wolayta Soddo, Ethiopia? In
order to address the main question, the study attempted to answer the following specific

research questions:



Chapter 1: Overview

What framework on the involvement of societal structures in inclusive basic education
in vulnerable urbanised settings can be derived from existing literature to guide my

analysis?

What direction do Ethiopian and international policy frameworks provide in the light
of societal structures’ involvement to influence inclusive provision of basic education

in vulnerable urbanised settings?

What are the perceptions of community members in Wolayta Soddo, of the extent of
inclusion and the actual and potential societal structures’ involvement in the

implementation of basic education provision in vulnerable urbanised settings?

How do role-players in Wolayta Soddo understand the state of inclusiveness in basic
education, and the roles of social structures in supporting it in vulnerable urbanised

areas?

What recommendations can be made to support inclusive basic education using

societal structures in vulnerable urbanised settings?

1.3 RESEARCH AIM AND OBJECTIVES

The purpose of the research was to deal with the challenges surrounding the provision of

inclusive basic education provision in urbanised vulnerable settings. The study was designed

to provide insight on how a society in destitution and livelihood vulnerability due to poorly

managed urbanisation can stretch its potential in order to support inclusion in basic education

through social resilience.

The aim was to find ways to support inclusive basic education provision using societal

structures in vulnerable urbanised area of Wolayta Soddo, South Ethiopia.

The specific objectives of the study, which would lead to the achievement of the general

objective, were to:

review literature to derive a framework guiding my analysis on the involvement of

societal structures in inclusive basic education in vulnerable urbanised settings
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2. analyse the direction in Ethiopian and international policy frameworks in the light of
societal structures’ involvement to influence the provision of inclusive basic education

in vulnerable urbanised settings

3. investigate perceptions of community members in Wolayta Soddo on the extent of
inclusion and the actual and potential involvement of societal structures in the

implementation of basic education provision in vulnerable urbanised settings

4. explore role-players’ understanding of the state of inclusiveness in basic education
and their understanding about roles of social structures in supporting inclusive basic

education in vulnerable urbanised areas in Wolayta Soddo.

5. suggest a strategy to improve inclusive basic education provisions using societal

structures in vulnerable urbanised settings.

1.4 RESEARCH METHODOLOGY

Research methodology refers to the foundations of how one can know (Mertens, 2010: 11),
and in the case of this study, will consider how | can know about how the societal structures
can support education. | therefore first discussed the lens that | used to know about this
phenomenon, and then explain the mixed-methods design that involved both qualitative and

guantitative methods, and the procedures and multiple tools.

1.4.1 THEORETICAL FRAMEWORK

Pragmatism as a philosophical paradigm is employed to consider solutions to a given problem,
and encourages a focus on conceivable practical consequences of actions (Cherryholmes,
1992:13; Creswell, 2003:12-13). It explains the world in the light of actions, situations, and
consequences (Creswell, 2014:39). Pragmatism characteristically allows the understanding of
knowledge as being socially constructed, based on how we experience and live in the world
(Johnson & Onwuegbuzie, 2004:16). Pragmatism focuses on the consequences of
phenomena, and not on their antecedents. In a pragmatist worldview, different actions and
actors appear important in different circumstances to deal with social problems, and a given
idea has to be of practical value (Kloppenberg, 1996:101). This philosophical worldview
allows conceptualising more of the potential roles of structures to contribute to the

consequence regardless of the antecedence. Pragmatism as a philosophy has a

10
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transformative orientation, and it helps to embrace or accommodate mixed-methods
approaches, different worldviews, and different assumptions (Creswell, 2014:39). | aligned
myself with pragmatism in order to investigate the marginalised community, and the

potential of society to solve its problems, by changing how they live in their circumstances.

The study also gave prominence to the worldview of social realism in terms of its
understanding of a society, individuals and structures within it (Archer, 1995:1). The defining
feature of social reality comprises aspects of understanding a community in such a way that
the state of affairs in a society depends on its activities, and that the society is
characteristically transformable (Archer, 1995:1). This way of thinking encourages
understanding that what the society is like at any time depends on what society members are
doing, and its consequences. Social realism views a society as inalienably at the helm of its
own destinies, and therefore also capable of re-making its social environment to suit human
needs. The theorisation in this manner allows for viewing a community and its members as
human beings who think and act in order to discover the inner power of lifting oneself out
from unfavourable circumstances. In this respect, the theorisation is believed to appropriately
guide the research, which is motivated towards investigating ways of finding solutions to
context-specific community problem by using already existing but underutilised community

structures in the study setting.

The research focused on examining concerns related to policy and the social context, that are
capable of supporting inclusion in the provision of basic education. Inclusive basic education
opportunities embrace the delivery of qualitatively meaningful learning (Knapper, 2006:3;
Lewin, 2007:30), and should ensure longer-term viability and stability of such opportunities
(Dholakia, King & Baraniuk, 2006:2). In Goal 4 of the UN’s 2030 Agenda for Sustainable
Development, effective education entails equity regarding learning opportunities, and the
inclusiveness of every learner irrespective of location and circumstances (ISSC, 2015:29).
Fundamentally, community structures constitute major components of the educational
context, which were analysed by this study. Achieving inclusive basic education is a core
concept in the discipline of education, and it complements global efforts of advancing basic
education opportunities (UNICEF, 2000; UN General Assembly, 1989). In terms of conceptual
construct, solutions for the problem could be achieved by harnessing the inner potential of
existing societal structures, and that even a society in destitution can stretch its potential to

ensure basic education inclusion through social resilience.

11
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The value of this research is on a multidisciplinary level. It investigated social experiences,
which could enable education opportunities in circumstances where livelihood prospects are
not properly addressed. Ultimately, it could contribute to the global social science body of
knowledge in terms of finding solutions to community problems related to the provision of
basic public services in other sectors as well. Findings regarding the support of basic education
in vulnerable urbanised settings, by utilising the power that resides within communities, could
be applicable to efforts when dealing with gaps in other service sectors such as community
health. In summary, this study embraced the theorisation of a society as part of a scientific
solution to a context-specific community problem. It is fitting for scholarly pursuits to find
solutions for problems under the Sustainable Development and Education for All global

agenda.

With this conceptual orientation in mind, the study investigated ways of improving societal
responses to the exclusion from basic education. Emphasis was placed on the role of
community structures in the urbanised setting in order to support social transformation,

regardless of prevailing vulnerable situations.

1.4.2 RESEARCH DESIGN AND APPROACH

In mixed methods research, embracing a pragmatist philosophical orientation allows the
researcher to use multiple methods, different worldviews, assumptions and data gathering
tools and procedures (Creswell, 2003:13). Mixed methods research as an approach suited for
inquiries involving collecting and using both qualitative and quantitative data (Creswell,
2014:32). This study was therefore framed to involve both qualitative and quantitative
methods. This helped me to integrate both types of data so that the combination could
provide more complete and valid findings than using a single approach. Similarly, Molina-
Azorin (2011:8-9) states that methodological pluralism enhances the research quality as this
allows the researcher to combine the strengths of both methods. It also minimises some of
the problems associated with using either of the approaches in isolation. The reason for this
is that the use of combined methods can contribute to a better understanding of research
problems and complex phenomena. Johnson and Onwuegbuzie (2004:14) further showed
that a mixed methods approach is eclectic in nature, which frequently helps it to bring about
superior results compared to research based on a single method. Among the reasons for this
are that it provides opportunities to triangulate or cross-check the consistency of information

generated through different methods. It also helps to develop the information gathered
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during research, as the results obtained from one method can be explained by using another

method (Molina-Azorin, 2011:9; Niglas, 2004:5).

Itis also implied in Creswell (2014:43) that the mixed methods approach allows assuming the
advantages of two methods for this research. Quantitative information has the advantage of
including a large number of participants, incorporating statistical trends, achieving more
efficient data analysis, controlling bias and demonstrating the relationships between
variables more vividly. On the other hand, qualitative stories have the advantage of studying
societal issues with the help of more detailed data built from the perspective of the
participants. Using a combination of the two approaches provides a broader framework from
within which to better understand the problem. This in turn leads to more reliable findings

(Johnson & Onwuegbuzie, 2004:14; Molina-Azorin, 2011:8-9; Creswell, 2014:43).

1.4.3 RESEARCH METHODS

This study made use of mixed methods research, which employs rigorous procedures to
gather both qualitative and quantitative information from different sources. It used multiple

approaches and data gathering tools, and these are detailed in the following subsections.

1.4.3.1 LITERATURE STUDY

Thoroughly reviewing the literature closely related to the research topic constituted one of
the methods of building a scientific body of knowledge in this research. A literature study is
important to achieve different interrelated objectives. It helps to justify the study in terms of
its value, to provide a context to the research and to show its novelty (Boote & Beile, 2005:3).
It helped me to learn from earlier studies, and showed where and how the study relates itself
to the existing body of knowledge. A review helps to identify an appropriate theoretical basis
and orientation to guide the research (Creswell, 2014:60; Hofstee, 2006). In the light of these
advantages, a rigorous review of related literature was conducted to incorporate relevant

related knowledge into the study.

1.4.3.2 POLICY ANALYSIS

The existing national educational policy document of Ethiopia was closely reviewed to further
understand the gaps, policy atmosphere of the setting, possibility of societal structures’
involvement to support inclusive education, and the prospect of sustainability of such a

societal support as emerging solution to the problem. Policy is one of the crucial components
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to provide enabling situations for other factors of in a given educational programme to
improve access and inclusion (Lewin, 2007:34; Tikly, 2010:14). Hence, analysing a policy

document was included as one of the tools to augment the findings of the study.

1.4.3.3 SURVEY

Quantitative data was gathered using predetermined questionnaire items, on a self-
constructed questionnaire. In the case of this study the survey assisted in exploring the major
constraints and their causes of inclusion in the provision of basic education in the area. It also
helped to assess attitudes, opinions and the level of trust of the community towards existing
structures to participate and support the provision of inclusive basic education. Data gathered
in this way produced information regarding the stance, role and potential contributions of
societal structures with reference to improving the provision of inclusive education in the area
under study. Surveys are fundamentally important to generate a large amount of quantitative
data (Zohrabi, 2013:254-255) from participants sampled from the community at large.
Besides, quantitative data gathered using a survey method allows compiling broad
information regarding areas of potential performance and the engagement of societal

structures in solving community problems.

1.4.3.4 INTERVIEWS

Interviews were conducted with selected key informants from the community and societal
structures to gather detailed qualitative information. Information generated through this
technique helped me to understand the prospects, capacity, and potential of existing
structures to deal with the challenge of inclusion in basic education. Interviews are important
as they help to generate detailed data in the form of in-depth realistic stories (Zohrabi,
2013:255-256; Creswell, 2014:45). Stories compiled in this way helped me to explain
opportunities and threats associated with the policy and legal frameworks capable of
influencing societal structures that are presumed to support inclusive basic education
provision. Information from this angle also helped in the substantiation and augmentation of

information generated through quantitative tools and techniques.

Interviews allow participants a level of spontaneity when answering structured and open-
ended questions (Creswell, 2003:19). Accordingly it is useful in gathering as much as possible
spontaneous but crucial data in a study. Qualitative information is used to triangulate with

the quantitative data. Triangulation is sought to supplement and augment the evidence
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obtained through two forms of data gathering, and to strengthen validity of the study result

through a more complete understanding of the problem (Yeasmin & Rahman, 2012:159).

1.4.3.5 PARTICIPANTS

Participants in this study constitutes three sets of people. Firstly a survey was done amongst
heads of households in the vulnerable communities that the study focus on. 327 of copies of
the questionnaire were completed either in person or via an assistant. The reason why in
some cases it was not completed in person, was because of the high level of illiteracy in the
community, and thus the questions were read to the participant, and the responses indicated
on the printed copy. The data was entered on Excel, and 27 incomplete, self-administered
copies from literate participants were rejected because it was mostly not completed. This the

final sample for the survey was 300. Details of these are available in 3.4.1.4.

In addition to the survey, interviews were conducted with senior municipal personnel (two
participants) and executives of three community structures (13 participants). Details of these

are provided in 3.4.2.4.

1.5 DEMARCATION OF THE STUDY

1.5.1 SCIENTIFIC DEMARCATION

Inclusive basic education is a central concept in the discipline of education. Education in a
proper sense refers to learning that develops the overall capacity of children to effectively
deal with environmental challenges throughout their entire lifetimes (UNICEF, 2000:10-12).
As such, every child universally needs access to basic education (UN General Assembly,
1989:8-9). Exploring strategies of ensuring the provision of inclusive education to every child

places the study at the centre of scientific pursuits being done in the field of basic education.

This research will contribute to the subfield of policy studies in education. Ozga (2000:2)
explains that she sees “policy as a process rather than a product, involving negotiation,
contestation or struggle between different groups who may lie outside the formal machinery
of official policy making”. Close examination of social involvement in education helps to
clearly understand and enhance the social foundation of education. It also supports the
inclusion of education, with self-initiated societal involvement as immediate solution in

certain contexts. This can often happen outside the traditional structures of policy-making.
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Instilling this approach into the formal policy adoption process will hopefully be a long term
outcome. In the light of this, parallel to investigating ways of inclusion in vulnerable urbanised
settings by utilising societal support, it will contribute to provide evidence-based
recommendations for policy adaption in the long run. The reason is that adapting or creating
and implementing effective education policies require close examination of the social and
historical foundations of education (Haddad & Demsky, 1995:24). This study therefore makes
a crucial contribution to the subfield of policy studies under the main discipline of the study

of basic education.

1.5.2 GEOGRAPHICAL DEMARCATION

The research was done in Wolayta Soddo in South Ethiopia, which is a principal urban centre
in the Wolayta province. Geographically, it is located at 390 km on the Addis-Shashemen
route, or 329 km on the Addis-Hosaena route to the south from Addis Ababa. It is found at 6°
49' N latitude and 39° 47' E longitude, and at an altitude of about 2050 m above sea level. It
is roughly a geometrical centre of all zones (provinces) in the South Nations and Nationalities

Regional State (SNNPR?).

A bulletin® published by the town’s communication department in April 2014 stated that the
town is administratively structured in three sub-cities and eleven lower level constituents
termed “kebeles”. Until recently, it had a total area of 3000 hectares but the area has
expanded to have 8300 hectares by expropriating farmland in the surrounding areas. This
study focused on the recently expropriated 5300 hectares out of the total 8300 hectares of

the town.

Based on the 2007 census?* conducted by the country’s Central Statistical Agency, this town
has a total population of 76 050. Of this, 40 140 are male and 35 910 are female (Population
Census Commission of Ethiopia, 2008:78). It has a 4.8% growth rate per year, and based on
this, supposedly up-to-date population data (April 2014) from the communication office of

the town’s administration is 110 659, of which 58 407 are male and 52 252 are female. The

2 SNNPR is one of the federal regional states of Ethiopia. The Federal Democratic Republic of Ethiopia
comprises SNNPR and other eight federal regions along with two city administrations.

This is a special publication produced by the communication department of the town’s administration in
April 2014 to promote investment in the town.

4 Ethiopia has so far conducted and published three Population and Housing Censuses (PHC), namely in
1984, 1994, and 2007. The fourth census was due in 2019, but has not taken place yet.
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town is an administrative capital of the zone (province) and one of the major towns in the
South National Region. The same publication suggests that the town was founded in 1895,
and this makes it one of the oldest towns in the region. Despite this, 65% of the population is

quite young and in their reproductive years.

As explained above, the community in the recently urbanised portion of Wolayta Soddo town
constituted the population of this study. This area has been a rural settlement until recently,
but has been engulfed by the encroaching town limits. As a result, the people were farm-
community members in the area who lost their landholdings. This farmland used to be the
basis of their livelihood. However, following vulnerable urbanisation, now they were left with

just an urban plot of land for residential building.

The samples were drawn from community members in this portion of the town, and existing
formal and informal community structures in the area participated in the study. Sampling
started with a consideration to include all major available community structures in the study
area. The ultimate participants were randomly selected for the survey. Moreover, key
informants such as heads of community structures were purposively sampled for qualitative
data and were contacted for interviews and focus group discussions. Attention was given to

maintain representation in terms of gender and age.
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Figure 1-2: Administrative Map of Wolayta zone & the location of Soddo town

1.6 LAYOUT OF THE STUDY

The whole study is organised in six major chapters. The first chapter highlights the general

background, problem statement, rationale, aim and theoretical framework of the study. It
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also discusses the research methodology, demarcation as well as the layout of the research.
The second chapter deals with the literature review and under this section relevant literature
will be rigorously reviewed. The third chapter presents the methodology, and chapter four
provide a detailed analysis of the policy framework that guides basic education in Ethiopia.
The fifth chapter summarises the views of the community members surveyed in the study
setting regarding the actual and potential roles of societal structures in supporting the
provision of basic education. The sixth chapter presents the realities, challenges and strengths
of societal structures in supporting the provision of basic education for learners in the
vulnerable urbanised context of Wolayta Soddo, South Ethiopia. Finally, the last chapter
provides evidence based remarks on how societal structures can be used to support
education provision to learners in the vulnerable urbanised context of Wolayta Soddo, South

Ethiopia.

1.7 SUMMARY

This study focused on experiences leading to make inclusion in basic education possible using
societal structures in circumstances where the livelihood prospects of households are
jeopardised due to a poorly managed urbanisation process. The setting of the study was
Wolayta Soddo town in South Ethiopia. It employed a mixed-methods approach that allows
rigorous procedures and multiple tools. Data was gathered through a survey from selected
community members in a recently extended urban proportion of the town. A number of
households who had formerly been members of farming communities now have to get used
to an urban way of life with no clear livelihood prospects. | engaged with roleplayers from
community structures in the area through interviews. An analysis of policy and the context
guiding basic education provision in the country was also done. | hope that the findings of the
study will help to shed light on the potential contributions of community structures in terms
of supporting inclusive basic education provision in vulnerable urbanised settings such as
Wolayta Soddo. The findings may also offer important inputs for policy adaption with
reference to inclusion of basic education provision in areas of urban encroachment and other

livelihood vulnerability settings.
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CHAPTER 2: REVIEW OF RELATED
LITERATURE

2.1 INTRODUCTION

In the previous chapter | gave an overview of my study. | briefly explained the challenges with
regard to the provision of basic education in communities that had once been able to sustain
themselves through farming, but have now been engulfed by urbanisation. In the current
policy praxis of urban encroachment in Ethiopia, peri-urban farming households are evicted
from their farm plots on which the fate of the entire family livelihood and the educational
needs of the children had been based, without sufficient compensation. As a result, children
who are now included in urban centres through this process seem to be excluded from basic
education. | have argued that one should look to the communities for a solution of this issue,
in order to ensure sustainability, and this is what my study set out to do. Larey (2018:161)

points out that:

“Schools and communities ... have to work together, from the inside and the outside
of communities, to build on renewed relationships to create environments [so that]

learners could benefit ... to ultimately achieve academic success.”

In this chapter, | provide an overview of the current body of knowledge on inclusive basic
education in order to derive a framework guiding my analysis on the involvement of societal

structures in inclusive basic education in vulnerable urbanised settings.

2.2 THE CONCEPT OF BASIC EDUCATION

From the literature it seems that three important issues come to the fore when discussing
basic education. These refer to 1) the goal or intent of basic education, 2) the mode or system
of delivery in basic education, and 3) the duration. In other words, definitions usually refer to
one or a combination of the three. Definitions focusing on the mode of delivery use terms
that may imply the inherent educational arrangement of the programme as either formal or
non-formal. Definitions which focus on the intention tend to provide an explanation based on
the goal of basic education programmes. The following paragraphs provide a review of some

definitions of the concept basic education, as found in different sources.
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Steer and Wathne (2009:1), as an example, define basic education in terms of a combination
of two issues. Along with pointing to the goal of basic education as an activity to help people
acquire basic learning needs, this definition mentions the duration that the basic education
process may take. The authors explain it as formal instructional learning activities in schools
for the first nine of the twelve levels, intended to provide in the learner’s basic learning needs.
In their definition there is mention of the mode or system of delivery, by pointing out that the
focus is on children in the formal school setting. The definition further signals that basic
education is often provided in a structured learning and teaching process which may take
placein levels from early childhood care and development, but then continues to primary and

junior secondary levels of schooling.

Another definition of basic education worth reviewing is presented in the document of the
World Declaration on Education for All. This definition focuses on the purpose of the
educational programme. In this instance basic education is conceptualised as action designed
to meet basic learning needs (UNESCO, 1990:37). This distinguishes it from technical and
vocational training, which usually takes place once a learner has acquired the requisite basic
learning needs. The document then mentions that the programme is meant for both children
and adults. Accordingly, actions designed to meet basic learning needs to children are often
referred to as elementary or primary education. Complementarily, actions designed to
address the minimum standard or basic learning needs of adults and youth are termed as
fundamental education (UNESCO, 2000:98). Hence, according to this definition, basic
education may refer to either the primary or elementary education of children, or the

fundamental education of youths and adults.

These two categories of basic education, namely fundamental education on the one hand and
primary education, or elementary education, on the other, have further connotations relating
to the mode of delivery of education. Primarily, the provision of basic education has its origins
in Article 26 of the United Nations Universal Declaration of Human Rights (United Nations
1949:7; Uinted Nations, 2015:54). This statement entitles every individual the right to
fundamental education. It further advocates that elementary education should be free and
compulsory. This has implications for the national policy frameworks of countries, to consider
if they meet this standard of free and universally available primary level. So besides being

free, basic education should also be compulsory for every citizen.
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On the other hand, the system of delivery of so-called fundamental education, i.e. basic
education to adults and youths, may not necessarily involve free and compulsory provision of
the basic learning needs (UNESCO, 2000:97-98; UNESCO, 2007:6). Plainly stated, the
objectives of fundamental education are as desirable to adults and youth as the objectives of
primary education are to school children. While there are as many policy implications
regarding the provision of free and compulsory elementary education to children, the case
does not seem to be quite so urgent for fundamental education. This triggers further inherent
distinctions associated with the mode of delivery between formal and non-formal educational
practices, such as compulsory school attendance, evaluation of educational outcomes, and

the acquisition of a level of education at the successful completion of the course.

The review presented in the above three paragraphs may generate conceptual confusion on
the use of other closely related adjectives, namely fundamental, elementary and primary, in
using each to explain the term basic in basic education. Evidentially, it is seen that efforts to
sort out ambiguity and establish linguistic consistency in the use of these terms have received
paramount attention since the inception dates of the Education for All campaigns (UNESCO,
2007:13). Following the Universal Declaration of Human Rights, the initial term used to instil
eligible claims from citizens for the provision of free and compulsory education was primary
education. However, members of the drafting committee of Education for All proposed either
elementary or fundamental education, as it was felt that these better convey the notion of

basic education (UNESCO, 2000:98).

In summary, taking into account vital constitutive concepts mentioned in different definitions
on education as discussed above, basic education captures the following essence. It can be
understood as a first level, formally structured educational undertaking that effectively
provides individuals with meaningful and requisite knowledge and skills to help them cope
with environmental challenges, and to lead their lives effectively. Therefore, as working
definition in this study, basic education refers to the first level of formally structured
education designed to help learners acquire the necessary knowledge and skills to develop
their full capacity, to live and work in dignity, to make informed decisions, to improve the

quality of their lives, to fully participate in development, and to continue learning.
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2.3 CONCEPT OF INCLUSION IN BASIC EDUCATION

The concept inclusion in basic education refers to realising learning opportunities for all
individuals. It involves removing every barrier keeping a learner away from educational
processes through a wisely devised support system to help every learner meet his or her
learning needs (Stainback & Stainback, 1996:xi). Similarly, Swart and Pettinger (2005:4) point
to the possibility of diverse learning needs among learners in almost every learning setting.
They define inclusion as a school’s response in action to fairly address such diverse learning
needs. Here, inclusion is presented to describe practices in learning management processes
that involve not just equal delivery but also equitable provision, in order to help every learner
to get the most out of what the school offers, without missing these on account of external
obstructions. Sands et al (2000:5) further state that the concept of inclusive education sparks

a broad intention in education to realise this very global pursuit of education for all.

Inclusion in education is regarded by some as a concept embracing the fundamental concern
to build productive individual people, and also society. In the light of this, there is a global
urge that school-going child should have access to education (UNESCO, 2009:8). The urge rises
from the belief that education is a fundamental right of every child in order to develop his or
her knowledge and life skills to tackle the challenges of the world. Furthermore, inclusive
education is a key approach to achieve acceptable standard of quality education for all
learners, irrespective of those barriers residing within an individual which might prevent him
or her from fully utilising the learning opportunity. This inclusivity eventually leads to the
development of a more inclusive and competent global society. Inclusiveness in this regard
addresses every perceivable learner barrier, be it gender, nationality, race, or level of
educational achievement due to disability, language, socio-economic background, cultural
origin and religion (Jacobs, 2016:12; Swart & Pettinger, 2005:4). It also calls for inclusion in

the face of societal challenges, including war and conflict (Jacobs, 2016:12)

Some scholars, however, present the concept of inclusive basic education as much broader
than the above, and having relevance beyond the discipline of education. Barton equates
inclusion in education as a symbolic gesture illustrative of a human rights approach in social
relationships and conditions (Barton, 2003:59). Inclusion in basic education is further seen as
a planning and management system of education, attempting to ensure equitable and quality
learning in the education process. This has strong relevance to other broader principles such

as building democratic society (Swart & Pettinger, 2005:4). In a related discussion, Sands et al
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(2000) remarked that achieving inclusion in education is tantamount to creating a school
which functions on a democratic foundation, and governed by the principles of social justice.
Inclusive basic education in this sense implies the process of instilling a non-discriminatory
and fair schooling platform through introducing relevant support systems in order to enable
every learner to achieve the learning objectives initially intended by the school. As a reflective
notion, the concept embodies values of parity, justice and democracy, which are all relevant
to humanity in a broad sense. Inclusion in education in general, and in basic education in
particular, broadly envisages creating an all-encompassing community and a system realising
social justice, equity and democracy, while meaningfully and equitably offering these values
in the learning process as well. | align myself with this broader understanding of inclusive basic

education and position my study within this.

The way in which most modern-day scholars describe inclusion in education has a conceptual
connotation making it appear inseparable from the so-called “mainstream” school
programme. While the terms spark controversy in its possible suggestion that children should
adapt to the so-called “mainstream”, | use the term to rather suggest that the education of
some children is not in a different space as that of other children. In other words, scholarly
discussions regarding the defining of the concept, often seems to connote with realising
effective and meaningful education for all learners in the conventional education setting
(Reiser, 2003:174; Sands, 2000:5; Stainback & Stainback, 1996:xi). From the above it can be
derived that inclusive education as a concept is comprehensive in scope, but specific to the
context in which mainstream schools operate. In turn, this tends to signal that the pursuit of
inclusion at its best calls for an in-depth understanding of mainstream schools’ internal and

external environments, to consider if it indeed makes inclusivity possible.

Inclusivity in education means that no special or discriminatory criteria for access to learning
experiences and facilities exist. In specific terms, in inclusive circumstances, all learners are
supposed to have equal rights to access the mainstream curriculum of their society as integral
valued members of age-appropriate mainstream classrooms, irrespective of their intellectual,
physical, sensory or other differences. It is also implied that inclusion takes into account
diversity over assimilation, so it accommodates minority experiences as part of the
mainstream mode of thoughts and actions. This implies that learners should be included
despite external barriers such as the economic circumstances of the family, the vicinity of the

school, safety and security realities, and so forth (Dyson, 2000:3; Jacobs, 2016:12). In light of
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this, inclusive education refers to realising an equitable learning setting where meaningful
learning in terms of shaping every learner personality can effectively take place, overcoming

barriers which might obstruct the learner’s endeavour.

In conclusion, merging the notion inclusive education with the concept of basic education (cf.
section 2.1 above) helps to formulate a working definition of inclusive basic education as a
broader concept. With this logic, | will use inclusive basic education in this research in the

sense of my working definition, which | conceptualise as follows:

Inclusive basic education is the first formal level of the educational system, starting with
the pre-primary foundation, and including primary and junior secondary school, designed
with attention to equitably help all learners to effectively acquire the necessary knowledge
and skills to develop their full capacities, to live and work in dignity, to make informed
decisions, to improve their quality of life, to fully participate in development and to

continue learning, despite barriers that could obstruct the process.

This conceptualisation is not divorced from the international understanding of how education
should be, as can be seen in a number of international statements and actions, some of which

| have already mentioned briefly.

2.4 GLOBAL COLLECTIVE FRAMEWORKS IN SUPPORT OF INCLUSION

A global consciousness regarding the provision of basic education as a human right is seen in
Article 26 of the United Nations Universal Declaration of Human Rights in 1948 (United
Nations, 1949:7; United Nations, 2015:54). In fact, this achievement itself is built on its
precursor, the UNESCO constitution of 1945, which loudly voiced an appeal to advance
information exchange and knowledge expansion (UNESCO, 2002:7-9). Later, this was
explicitly affirmed in Article 28 in the Convention to the Rights of the Child (OHCHR, 1996:8),
which stipulates free and compulsory access to basic education for children of school-going
age across the globe. This sends a message that nations should develop policy frameworks to
ensure the provisions of free education at the primary level. The same article further implies
that besides being free, nations should see the provision of basic education as a compulsory

educational undertaking that every citizen has to mandatorily be part of.

Stipulating free and compulsory primary education in the Convention of the Rights of the Child
and its ratification by the UN General Assembly in 1989 to entry into force in 1990 (OHCHR,
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1996:1), conjured up a sense of urgency to move ahead for its realisation. Importantly, it
brought about a series of significant milestones in advancing the notion of providing
indiscriminate learning opportunities. The most fundamental in this regard was the World
Conference on Education for All in Jomtien, Thailand, in 1990 (UNESCO, 1990:3). The
conference highlighted the importance of basic education, and a rekindled commitment to
make basic education available to all. It also had objectives of forging a global consensus on
a “framework for action to meet the basic learning needs of children, youth and adults, and
to provide a forum for sharing experiences” in order to inter alia showcase its achievements.
At the closure of the conference a number of key decisions were passed, and two important
working documents were made available, namely the World Declaration on Education for All
and the Framework for Action to Meet Basic Learning Needs. The content of these documents
is loud and clear as a landmark in conceptualising the provision of inclusive education in the

sense that it is used today.

The other important milestone in the process of advancing the provision of inclusive basic
education is the so-called Dakar Forum. In April 2000 over 1 100 participants from 164
countries gathered in Dakar, Senegal (UNESCO, 2000:7). This was 10 years after the Jomtien
conference, so the World Education Forum was held in Dakar to assess the progress and
challenges regarding the goal of Education for All that had been projected in Jomtien a decade
earlier. The forum noted that while progress had been made in some contexts, many
countries were far from achieving the Education for All goals. Accordingly, participants in the
Dakar Forum reaffirmed their pledge to work harder towards achieving Education for All in
fifteen years, i.e. in 2015. Moreover, six specific goals were established in the Dakar
Framework for Action and Education for All to be collectively pursued, both as national and
global commitments. These are: expand early childhood care and education; provide free and
compulsory primary education for all, promote learning and life skills for young people and
adults; increase adult literacy by 50%; achieve gender parity by 2005; gender equality by 2015,
and improve the quality of education (UNESCO, 2000:43-45). Along with setting specific goals,
the forum envisaged fairly detailed strategies to lead toward achieving these goals. Moreover,
emphasis on the provision of free and compulsory education for all as a second important
goal in the Dakar framework for action, namely that it has brought about the discussion of
inclusive education for learners with special educational needs in a more explicit sense than

ever before.
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Following the Dakar Forum of Education for All, a summary of its major goals specified for
action in the framework constituted one of the eight goals of the millennium development
project® to address extreme poverty. Specifically, Goal two of the Millennium Development
Project was focused on achieving universal access to primary education. Its aim was to ensure
that by the year 2015, children everywhere in the world, “boys and girls alike”, would be able
to “complete a full course of primary schooling” up to at least the level of grade 5. The target
set out to reach every child irrespective of gender or location. Goal two of the Millennium
Development project is one of the main drivers to advance the provision of inclusive basic

education.

Apart from these global milestones embracing the non-discriminatory provision of basic
education, there are many other legal frameworks in support of inclusion in education which
nations have to uphold. Member states of the United Nations are expected to ensure the
provision of education without discrimination, as stipulated by the 1960 Convention against
Discrimination in Education (UNESCO, 1960:19). The 1989 Convention on the Rights of the
Child is another legal instrument which requires nations to implement policies regarding non-
discriminatory action toward al children in every sense (OHCHR, 1996:1). Other global legal
instruments supporting inclusion are the Convention on the Elimination of All Forms of
Discrimination against Women of 1979, the 1965 International Convention on the Elimination
of All Forms of Racial Discrimination and the Convention on the Rights of Persons with
Disabilities of 2006 (Petres, 2004:32). There are many international agreements and
provisions to support advocacy and practices of advancing inclusion in education globally. This

leads us to consider what an inclusive education programme would look like.

2.5 APPROACHES TO INCLUSION

Although | briefly touched upon the concept of inclusive basic education in section 2.3, it is
important to know that there is no unified view of this concept. In this section | will therefore
provide an outline of the major viewpoints and then also discuss strategies regarding inclusive
basic education. As indicated in section 2.3, inclusion is fundamentally characterised by its
explicit semantic notion of absorbing learners into the learning process regardless of their

physical, intellectual, social, emotional, linguistic or other barriers in order to help an effective

5 It refers to the Millennium Development Goals that come from the Millennium Declaration signed by 189
countries in September 2000 (www.un.org/documents/ga/res/55/a55r002.pdf - A/RES/55/2)
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achievement of intended change in behaviour as learning outcome (Swart, 2005:8; UNESCO,
1994:6). The accommodation of varying learning needs in turn appears to call for at least a
slightly distinct educational arrangement. In other words, the processes appears to call for
characteristically differing school arrangements, partner engagements, school management
and community awareness and so on, which are all perceptive enough of dealing with barriers
to obstruct the learning needs of individuals in the school (Jacobs, 2005: 140-155; Larey, 2018:
152-161).

2.5.1 MEDICAL MODEL VS INCLUSIVITY

An inclusive programme targets an individual or a group who is at risk of exclusion or
marginalisation. This is usually dealt with in a variety of ways. Firstly, there are attempts to
realise the learning needs of a learner either by helping her/him to function outside the
conventional programme, or by involving the learner in the regular programme (UNESCO,
2003:3). A more preferred approach is to accommodate the diverse learning needs of
learners while keeping every learner in the mainstream. Another approach is when a learner’s
learning needs are realised with support to allow him/her to function in an educational
programme designed outside the mainstream. In other words, learner inclusion can be
perceived following two different approaches: either to function in the mainstream or
through a separate programme which employs specialised institution and specialist

educators.

The special programme’s approach resonates with what is seen in medicine. The medical
model implies a model of diagnosis and treatment to identify what is wrong with an individual,
with the intention to provide the support needed to fix the problem (Swart, 2005:5). This
model focuses on identifying a problem inside someone and fixing it with the requisite
support system in a separate setting. Applying this approach to education embraces, devising
a support system to an individual with a special problem in a separate context. The focus is
on the uniqueness of the learner with an assumption that he/she faces a special barrier, and

needs a special form of provision to deal with that barrier.

The social ecological approach is another model of inclusion discussed by Swart and Pettipher
as based on the medical model (Swart, 2005:6). According to these scholars, the social
ecological approach is a sort of paradigm shift from viewing a barrier as a factor residing inside

a child, to a problem that is likely situated in the community. In the light of this orientation,
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the social ecological approach argues that the medical model is less helpful when one is

working in social science, where the barriers are not only located inside an individual.

There is another point worth mentioning in a discussion of the medical and social ecological
model with regard to inclusion. The medical model proposes a special type of support, ideally
in a separate setting. The reason is that it views a barrier as located inside an individual, as a
medical deficit. On the other hand, the social ecological approach proposes the provision of
the support needed by an individual to bring about normalisation while she/he is in the
mainstream setting (Swart, 2005:5). Moreover, the social ecological approach uses two
important terms, namely mainstream and integration, as educational equivalent of the
normalisation principle. The approach proposes returning learners with disabilities to
mainstream education as much as possible alongside peers with no observable disability
(Stainback & Stainback, 1996:xi). Likewise, it proposes what is termed as integration in terms
of supporting the learner’s disability issue with reference to the social, political, humanitarian,

and civil rights dimensions of the matter.

2.5.2 STRATEGIES

A strategy to promote inclusion in education is generally in response to a specific type of
problem or factor of exclusion existing in a given setting. Some of the strategies to achieve
inclusive education tend to align with the strategies to ensure equity and access in education
(EFA FTI, 2010:12). Such a strategy to achieve inclusion is usually context specific. The
following paragraphs feature review of strategies to ensure inclusion in education which were

referred to in the literature.

Making the school inclusive is one of the strategies proposed by Sands et al (2000:188). The
authors state that to avoid exclusion and marginalisation in education, it is important to make
the school itself inclusive. Their remark appears a little broad and vague. It does however
point to the fact that achieving an inclusive school is the result of revisiting the classrooms,
school management, the curriculum etc. to accommodate diverse learning needs. This refers
to an inclusive mainstream school, where the diverse learning needs of learners have to be
accommodated. To this end, the suggestion is that such needs have to be identified and
addressed in classroom interactions, school management practices as well as in the

curriculum.
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Strategies to include learners with disabilities should be needs-specific, in order to
appropriately support the nature of disability (Smith, 2005:260). In this regard the strategy
should realise the inclusion of learners with some sort of disadvantage, which inhibits them
from benefitting from teaching and learning process. The strategy is expected to be as specific
as the impairment of each individual student (Smith, 2005:260-263). Hence, the strategy in
this category therefore refers to specific mechanisms set forth to help learners with physical
and mental impairments. As such, it can be provided either by placing learners, together with
their specialised support in special needs’ classes, or by arranging assistance for a specific

student in a conventional classroom.

For problems which exist outside of a learner’s physical and mental situation, the strategy for
inclusion tends to embrace non-academic dimensions (Prinsloo, 2005:27, 40-41). One such
strategy is financial support to attain and maintain the inclusion of learners from destitute
families (UNESCO, 2009:23). One can see that such strategies involve addressing the basic
need of a student in order to help him/her to achieve their learning needs. Such support
sometimes goes beyond purely assisting a single learner, and in certain instances it involves
supporting the guardian behind the educational and livelihood wellbeing of a child.
Ultimately, inclusive strategies in this type of scenario involve providing material and financial

support either to a child or his/her guardian in order to safeguard the inclusion of the learner.

Since 2000, Education in Emergencies has carried out interventions to support the provision
of basic education in vulnerable settings (Price, 2011:5-6). In most cases, Education in
Emergencies operates in areas of conflict, and as such it often appears concomitant with some
sort of social displacement. Their strategies are usually more comprehensive and integrated
with other livelihood supports to the learner and his/her parents or guardians (The Sphere
Project, 2004:27). From the perspectives of education, a detailed strategy of inclusion in this
regard chiefly embodies a host of practices ranging from establishing learning centres in areas
of social displacement to minor support packages designed to address key learning needs
such as the provision of learning materials (WVE, 2012:11). Based on the crisis level in a
particular setting, however, the Education in Emergencies programme may call for additional

strategies to support inclusion in education.

In recent years, complementing conventional formal basic education with a non-formal
system called Alternative Basic Education has also become a strategy to promote inclusion in

the provision of basic education. This programme is strategically placed to address problems
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of inclusion with reference to out-of-school children (Onwu, 2010:76). The programme is
characterised by an equivalently relevant special curriculum to certain groups of learnersin a
shorter period of time, with a flexible timetable. Learners attending this alternative are
expected to be admitted to the formal basic education programme. The intention is twofold
in that the programme would firstly help a group of out-of-school children to be included in
the educational system (Concern Ethiopia, 2006:9). Apart from this, the programme also helps
children older than the appropriate primary school age to compensate for some of the years

they had spent out of school.

Child sponsorship is a strategy which World Vision, an international charity in Ethiopia,
employs in supporting the inclusion of children in education (WVE, 2012:10-11). This
programme identifies needy children in the community and provides them with stationery,
school uniforms and motivates learners to attend school. The program also targets the
families and/or guardians of these children, and involves them in income-generating activities
to support the household livelihood and maintain educational inclusion of the sponsored

children.

2.5.3 INCLUSIVITY FOCUSING ON ACCOMMODATING INTRINSIC BARRIERS TO LEARNING

This school of thought views inclusive education as a system that includes learners with
intrinsic barriers such as physical impairments, and mental and cognitive challenges, in the
general education and training system, and where supports for those learners are put in
place. A more nuanced version of the same is where, depending on the level of support
required, learners are either included in general schools, in a school that offers slightly more
specialised support, or a separate school with specialised care and support. Such a system can
be found in South Africa, where general schools (for learners with small to moderate barriers
to learning), full-service schools (a general school with some specialised support), and then
special schools, which serve as resource centres, are found. Examples of the latter would be
schools for the blind, or a school for severely intellectually impaired children (RSA Department

of Education, 2001).

From the above some aspects of an inclusive education programme are apparent. For
instance, one can easily note the concern for inclusion regarding learners who need special
support due to certain physical impairments. The availability of physical facilities that takes

into account learners with physical impairments may signal that such a school has laid a
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cornerstone to build a complex support system. Still, these are indicative of the view that
inclusive education is meant to support learners with some sort of disability, who are unable
to benefit from regular school without special support (Janney &Snell, 2013:5; Salisbury,
2005:5; Schaffner, 1996:51). As has been mentioned earlier (cf. section 2.2), this resonates
with the conceptualisation of inclusion as actions designed to support barriers largely
associated with learners’ physical, mental or emotional problems, in other words internal

barriers.

2.5.4 INCLUSIVITY FOCUSING ALSO ON EXTERNAL BARRIERS

Inclusive schools value all the children in its feeder area, and also value their parents. As such
the school should welcome every child who attends it (Janney & Snell, 2013:5). A result of this
should be that the school population reflects and represents the composition of the
population in the broader community. As one for instance usually observes physically
noticeable impairments such as visual defects, articulatory problems and hearing
impairments in the broader community, one would expect to similarly observe these in an
inclusive school setting. However, it is important to point out that inclusive education is not
limited to physically observable impairments. Inclusive schools usually absorb learners with
all potential barriers, and all characteristics, in a proportional percentage, as these would exist

in the broader community outside the school.

Just as they welcome every child’s attendance, inclusive schools also value the engagement
of parents and the community with the school. Engaging parents and the community helps
the inclusive school programme to view the community as a strategic partner to deal with the
challenges of exclusion (Larey, 2018: 153-157; Rayner, 2007:3; Wanger, 2000:81).
Accordingly, an inclusive school often operates in close cooperation and consultation with the
parents of children with challenges, and the broader community. This helps the school to

identify and follow up the specific support needed by each child from the programme.

The concept of welcoming and supporting all children from the community to effectively
learn, irrespective of potential internal or external barriers, conjures up an additional feature
of inclusion that refers to the school setting, namely a commitment to offer the support
needed by all individual learners (Jacobs, 2005:149-150; Janney & Snell, 2013:5-6; Schaffner,
1996:50-53). The school setting refers to a range of issues, from a supportive peer

atmosphere and friendly physical environment, to a highly motivated management system
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and staff for the support of learners with special needs. All of these imply a need for long and
careful planning, and creating an enabling structure, in order to make a school’s physical and
human environment welcoming to every student, including those with some sort of disability.
It demands school management members with a strong sense of direction who can infuse
their core values, beliefs, and attitudes into building an inclusive culture in their school

(Jacobs, 2005:140-150; Salisbury, 2005:5).

2.5.5 INCLUSIVITY FOCUSING ON ACCESS, RETENTION AND SUCCESS

There are however situations in which even learners with no personal barriers are left behind,
and whose basic educational needs are failed to be addressed. One such an example, which
is prevalent in various parts of the world, is the case of children whose educational need is
either partly or fully obstructed by their socio-economic situation (Bird, et al., 2011:12). While
it is a universal problem, actions designed to include the learning needs of learners whose
education is at risk due to livelihood crises are mainly found in emergency learning settings
(Price, 2011:12), such as war zones. Guaranteeing inclusion in basic education is intricately
linked with socio-economic, sociocultural and learner-related factors that might prevent
learners from benefitting from the educational process. Factors threatening inclusion vary in

different contexts and sometimes even from learner to learner.

2.6 FACTORS AFFECTING INCLUSION IN BASIC EDUCATION

As was pointed out in the previous section, individuals or countries may perceive inclusion as
an educational approach to reach out to children with disabilities, with the aim of helping
them to cope within a regular educational setting. From a more international perspective,
however, it is more broadly seen as a reform that supports and welcomes diversity amongst
all learners (Canadian Ministry of Education, 2009:6; UNESCO, 2009:5). In this respect, there
are potential barriers, which constrain the chances of a learner to effectively benefit from
education in a given learning setting. When a learner’s opportunity for education is
obstructed in the face of such barriers, an urge for inclusion is evident. Therefore, the goal to
make educational opportunities inclusive appears vital when a learner is at risk of missing out

on an educational programme.

33



Chapter 2: Literature Review

2.6.1 INTERNAL BARRIERS TO LEARNING

Some learners are at risk of being excluded from basic education because of physical or
mental impairment. These have been referred to in the various sections of 2.5. A considerable
body of scholarly literature exists which discusses issues of inclusion in education. The content
of most of these is underpinned by supporting learners with physical and mental disabilities
(Stainback & Stainback, 1996:xi-xii; Giangreco, 2003:32). Learners with such impairments are
often prevented from easily and effectively benefitting from lessons conventionally designed
for the average cohort of learners in the mainstream school setting. Some of these barriers
are visible, such as visual and hearing impairments, and the inability to articulate. Some
internal barriers might, however, not be quite as visible. Some of these impairments include
limited cognitive ability, psychosocial challenges (e.g. schizophrenia), neurological problem
(e.g. epilepsy), and health challenges (e.g. tuberculosis, HIV/Aids) (Jacobs, 2005:2) All of
these barriers require special support so that learners can be included in the mainstream

school programme.

2.6.2 EXTERNAL BARRIERS TO EDUCATION

Although many children across the world experience internal (or intrinsic) barriers to learning,
external (or extrinsic) barriers to education are in abundance, and often affect large groups
of learners. Authors such as Jacobs (2016:11), Jacobs (2005:2), Haslip (2018:16), as well as
Lee and Jang (2017:171), allude to external barriers that prevent learners from meaningfully
benefitting from education opportunities. Such barriers include exclusionary polices, curricula
and practices, issues of safety ranging from unsafe buildings to war and conflict, socio-
economic issues affecting the family and community, and prejudice, to name a few. While
each of these could be discussed at length, in the section that follows | focus on external

barriers relevant to the context of my study.

2.6.2.1 ACCESS TO PRE-PRIMARY EDUCATION

A healthy start to primary education calls for pre-primary education as a foundation.
Literature suggests that pre-primary education prepares children for a smooth transition from
home to school (Britto, 2012:9-10). Pre-primary education helps children entering the school
system to acquire the necessary social and cognitive skills and competencies for their primary
education and beyond. The same source underlines that pre-primary education facilitates the

school readiness of a child. This relates to aspects such as success in primary and secondary
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school, and positive social and behavioural competencies in adulthood. A smooth transition
to school and the school environment is beneficial to the later success of the child in school
(Lillejor, 2017:7). Haslip (2018:14-15) indicates direct links with pre-school attendance and
performance in school. Lillejor (2017:7) states that in economically advanced societies, the
quest for pre-primary education has expanded to the extent of considering an independently
structured intermediary preparatory phase between kindergarten and primary school. The
same source mentions that pre-primary education embraces the emotional, social and

pedagogical inputs required for inclusion as a child transitions to the primary classes.

It is important to note that in many areas of the word, pre-school education does not form
part of state-funded education. In this regard, Lee and Joo (2017:181) found that in South
Korea, private provision of pre-school education favoured the more affluent societies. They
linked their study to studies with similar findings from Brennan and Fenech (2014) (USA) and
Havnes and Mogstad (2011) (Australia) who raise the concern that affordability, or lack
thereof, in preschool delivery negatively impacts on the future of the children who are

excluded from such an opportunity.

2.6.2.2 POVERTY

One of the most pervasive factors that obstructs learners’ schooling opportunities is poverty.
Children from poor families are often at risk of not completing their education (EFA FTI
Secretariat , 2010:5). Through the livelihood pressure it exerts on the household, poverty
induces the most common threat to learner enrolment and effective participation in
education. It is often observed in areas where households lead a life of destitution, with poor
parents who are hardly able to provide basic livelihood needs and learning input so that
children keep going to school (Bird, et al., 2011:12). In situations in which families are unable
to afford daily meals, parents struggle to send their children to school, and learner inclusion
is constrained. Circumstances like these push parents to ask their children to become
involved in petty money-raising activities to subsidise the household’s earnings instead of
attending school. This obviously also interferes with the school requirement of doing
homework (Pfeiffer, 2018:1). Homework is usually assigned to consolidate what was taught
during the class, or to supplement learners’ understanding of what was learnt. Learners in
families with household livelihood pressure use their time to generate money, and often
neglect to do their homework. They therefore miss out on these knowledge consolidation and

enrichment tasks.
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In many parts of the world, household economy is one of the major determinants for overall
performance in the basic education sector. Due to poor household economic conditions, a
good number of children who started with school find it difficult to be meaningfully included
in basic education (Lewin, 2007:22; Prinsloo, 2005:28). Children from poor households often
do not have the concentration levels to successfully complete their academic tasks. This might

make them despondent, leading to early dropout from the school.

2.6.2.3 DISPLACEMENT AND URBANISATION

Unplanned urbanisation is seen as one of the major problems affecting efforts of providing
education (Prinsloo, 2005:29). Reference is made to the situation in South Africa, in which the
unplanned process of urbanisation has led to the mushrooming of incidental informal
settlements around major cities, where the provision of education for all children is very
difficult. The result of unplanned urbanisation is more poor and unemployed people who are
unable to pay expenses of school fees, books, clothes and food for their children. Another
livelihood threat is when rural communities are unwillingly engulfed into towns without any
clear livelihood prospects, as observed in Ethiopia (Gebregziabher, et al., 2014:128).
Unmanaged urbanisation that causes either unintended conversion of rural households into
townships, or displacement, appears to affect the livelihood of households, and this is
reflected in the exclusion of children from schooling. Both unplanned urbanisation, as in
South Africa and unmanaged urbanisation, as in Ethiopia, call for a demand for inclusive basic

education in the settings.

Unplanned and poorly planned urbanisation constitute structural and system laden factors as
they are grounded in public policy. Often flaws in policy conflict with efforts to provide
inclusive education. Large-scale development initiatives at macro level run the risk of
displacing groups or individuals (The Oakland Institute, 2011:38). One such paradox is the
case in Ethiopia, where the government’s development programmes associated with rural
investment are causing mass evictions of farming communities. The practice is evident both
in peri-urban areas, due to government urbanisation programmes (Abdissa, 2005:63), and in

rural areas. This practice compromises the livelihoods of these households.

2.6.2.4 CULTURAL MARGINALISATION

A review of the literature provides evidence that inclusive basic education is affected by

cultural marginalisation of a group within a given community. A report by a London-based
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charity called ActionAid reveals that culture-built exclusion from basic education was
observed in the traditional Dawro society, where a minority group is culturally looked down
on, and segregated. A report on the minority group called the Manja in South West Ethiopia
indicates that for years members of this group in the area have been seriously disregarded
and segregated (ActionAid, 2014:18-20). Outside the Dawro society, some Manja lead life as
a minority in the neighbouring Keffa and Sheka society, and there again they are not socially
welcomed (Yoshida, 2013:8). This state of affairs has started to improve over the last two
decades, but children from this background are still not really welcomed in schools. This has
impacted negatively on effective inclusion in social interaction, including participation in

education.

Such examples of marginalisation are not uncommon. Jacobs (2016:13) highlights that in
many countries across the world, certain cultural groups are marginalised. One such an
example is the Roma children in Europe, as a study in Kosovo pointed out (European Roma
Rights Centre, 2011). Similarly Arouri, Ben-Youssef and Nguyen (2019:513) found that small
ethnic groups in Ethiopia, Peru and Vietnam are all marginalised, and end up with a lower
education attainment. Clearly this aspect needs to also be focused on when considering the

provision of inclusive education.

In summary, actions to support a learner in his/her attempts to basic education, may be
triggered either by an underlying disability or by socio-economic or other factors outside of
the learner, but which indirectly affect his/her educational process. Inclusion in response to
learner disability appears to receive more attention in literature related to inclusive
education. This refers to both physical and mental impairments associated with the learner,
and obstructing the learner’s chances to fully benefit from the regular schooling process. On
the other hand, in balance, socio-economic and cultural challenges impacting on the provision
of inclusive education tend to be less publicised in the global body of literature, compared to
those on learner disability. It is therefore important to note that both learner disability and
socio-economic and other factors, existing independently from a learner, can trigger action

to ensure inclusive education.

2.7 FACTORS IN THE ETHIOPIAN BASIC EDUCATION SECTOR

Notwithstanding worldwide efforts and commitments to make basic education inclusive, the

number of out-of-school children in Ethiopia is still very high (UNICEF Ethiopia, 2016). At this
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point, if one looks at the realities at ground level, it is very clear that giving every child the
opportunity of basic learning requires massive resources and far more effort than has been
tried to date. This again leads one to presume a need for more players and a synergy of efforts
and resources in the sector. Accordingly, under the subsections below, the involvement and

contributions of major actors in the sector of basic education are briefly reviewed.

2.7.1 THE ROLE OF THE STATE IN BASIC EDUCATION PROVISION IN ETHIOPIA

The state is the most prominent actor in providing basic education to the public. Following
the UN convention and other global protocols that underscore universal access to primary
education, every member state of the UN is expected to ensure free access to primary
education to all children of school-going age (United Nations (UN), 1949:7). Other global
declarations discussed earlier, to which Ethiopia is a signatory, such as the Dakar initiatives of
Education for All in Jomtien, Thailand (UNESCO, 2000) and the United Nations Convention on
Rights of the Child (OHCHR, 1996:8), emphasise the prominent place that state governments
have to play in order to ensure the provision of basic education to their citizens. In the light

of these global declarations, citizens have the right to claim this entitlement.

Evidence exists that the Ethiopian government has been playing its part as a frontline actor in
the provision of basic education. In response to international commitments to advance free
education, the government for instance produced a policy framework as a step forward to
guide its actions (Federal Democratic Government of Ethiopia, 1994). This general policy
document was designed in broad terms to be translated into shorter term policy programmes
providing direction to sectorial activities. Accordingly, its implementation was later aligned

with other subsequent global initiatives.

The government then developed the medium term Education and Training Policy that would
be relevant for twenty years. It could be reduced to shorter-term national programmes
(Ministry of Education, 2005:4). Later, as part of a twenty-year education sector indicative
roadmap, the plan was translated into a series of national education sector development
programmes of five year periods. This allowed for alignment with later global commitments
in the sector, such as the Dakar Framework for Action and the Millennium Development Goal

that enshrined specific targets to be achieved by 2015 in the sector of basic education.
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In 2015 the state reported its level of progress with reference to the achievement of the
millennium development goal in the education sector (Ministry of Education, 2015:14-16).
Despite serious effort, it fell short of its goal in terms of realising universal access to primary
education. The state therefore started to strengthen its efforts for further achievement, along
with committing to ensure Goal 4 of the Sustainable Development Goals, namely realising
inclusive and equitable quality education provision by 2030. From this, one can see that the
Ethiopian government is playing a considerable role as a principal actor in the provision of

basic education. In this regard UNICEF Ethiopia (2016) acknowledges the situation as follows:

Ethiopia has made remarkable progress in the past two decades towards universal
primary education. Primary school enrolment is up, and mobilization efforts are
enrolling school-age populations across all regions. However, the number of out-
of-school children remains high, and only just over half of all students who enter
grade one complete a full primary education cycle. The Government of Ethiopia
has continued its strong commitment to ensuring accessible, quality schooling for

all as captured in its Education Sector Development Plan 2015-2020.

2.7.2 NON-STATE ACTORS AND THE COMMUNITY

In the Ethiopian context, the aim of free basic education cannot only be realised by the state.
Non-state actors are expected to fill the gap when government falls short (Ministry of
Education, 2015:14). In this regard, the fifth Education Sector Development Program Action
Plan V (EDSP V) identifies potential non-state actors to step in to fill the gap. The major actors
identified comprised private investors, faith-based organisations, and international and local
charities. The document also welcome involvement from the community and its structures

(Ministry of Education, 2015:14).

2.7.3 THE ROLE OF INTERNATIONAL AND LOCAL NON-GOVERNMENTAL ORGANISATIONS

For most of its history, the Ethiopian political structure has been highly centralised with a
characteristic domination of the state in almost every aspect of life, and this domination still
prevails, even in the activities of NGOs (Miller-Grandvaux, 2002:7). And yet, the same report
affirms that there has been a growing involvement of many international NGOs within the
sector of basic education in Ethiopia. Rose (2009:228-229) points out that the role of NGOs in
contributing to the Ethiopian basic education sector seems less than what could ideally be

expected. It is stated that the involvement of NGOs has largely associated with non-formal
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education, particularly regarding alternative basic education to reach out-of-school children.
Even in this regard, their reach remain as low as just 2.5% of the school-aged population.
Furthermore, the involvement of NGOs takes different forms, such as financing the
construction of formal schools and assisting recruitment and capacity development in training
teachers (Actionaid, 2014; USAID, n.d.:8-9). They are also involved in providing financial
support to parents to cover learning materials, school uniforms and school fees. In addition,
they occasionally provide support in terms of feeding learners from vulnerable households in
times of emergency, in order to keep learners in the education system (Concern Ethiopia,

2006; WVE, 2012:10).

Although few in number, some NGOs collaborate with international organisations to
implement operations that relate to basic education in the country. For instance, a
partnership approach between an international NGO with its local counterpart is becoming
increasingly visible in basic education projects in Ethiopia (USAID, n.d.:9; Concern Ethiopia,
2006). In this partnership, the international NGO assumes the role of fully or partly funding
the project cost of the intervention, and the activity is implemented by the local partner. Such
a partnership approach of intervening in the provision of basic education is gaining popularity
on account of its perceived contribution to the sustainability of project activity (Kintz, 2011:2).
For instance, Concern Worldwide, an Irish charity in Ethiopia, and two local NGOs, namely the
Wolayta Development Association (WDA) and Wolayta Rural Development Association
(WRDA), work together. These local NGOs implemented education projects financed by
Concern Worldwide. The WRDA in particular initiated an Alternative Basic Education

Programme to out-of-school children in five rural localities in the Wolayta area.

2.7.4 COMMUNITY AND ITS STRUCTURES

The theoretical framework that guides my study is social realism. One of the assumptions
that support this theory is that the power to bring about change lies within the society itself.
Intuitively, then, the community has a role to play regarding the effective functioning of basic
education. Because schools are situated in communities, for the benefit of communities,
support from the community is crucial. Communities can participate by mobilising additional
resources for schooling through cost-sharing, signalling increased ownership through
resource allocation and decision-making, seeking increased accountability of and increased

efficiency in schools, and increased responsiveness of schools to local needs (Dunne,
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Akyempong & Humphreys, 2007:29-30), to name a few. These examples constitute just a very

few instances.

Although very limited literature is available on the topic, some of the consulted sources did
confirm that there is a low level of community participation in the basic education sector in
Ethiopia. Sometimes limited engagement occurs, such as parents meeting with with the
school administration (USID, 2003:12). There is some mention of community involvement in
collaboration with NGOs regarding labour and construction materials in cases where NGOs
have built alternative basic education learning centres (Concern Ethiopia, 2006). However,

nothing beyond these two examples could be found.

Still, community structures from an integral part of society in Ethiopia, but documented
information on these structures in the context of displaced farming communities hardly exist.
The problem with these structures is they started off with rural farming communities, with
mostly illiterate members. They are also more traditional in many ways, such as having no
system of formal record keeping in writing. Most of the members were illiterate when the
community structures were started as neighbourhood self-help groups. They therefore abide
by a few verbal accords, which they see as covenant. The very few literate members keep
record of member registration, monthly membership contributions, etc. As a result | had no

access to their bylaws or foundational documents in writing due this documentation problem.

This absolute deficit in the literature confirms my view that this study is addressing a gap
between what is published, and what is taking place in the communities. So in order to
consider the potential of the community structures, | will first consider the asset-based

community development approach as a theorised perspective of what might be.

2.8 DISCOVERING LOCAL POTENTIAL FOR COMMUNITY DEVELOPMENT:
ASSET-BASED COMMUNITY DEVELOPMENT APPROACH

One of the approaches that advocate the maximum level of community participation in affairs
of development is Asset-Based Community Development (abbreviated ABCD). The approach
evolved in the late 1960s as a research practice in the Community Study Program at the
Northwestern University in suburban Chicago (Canadian Broadcasting Corporation, 1994).
Soon afterwards, ABCD was established as a community development approach

concomitantly with the establishment of the ABCD Institute in 1988 at the Northwestern
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University (McKnight, 2017). Two faculty members of the Northwestern University, John
McKnight and Jody Kretzmann, were pioneers in founding the ABCD Institute as an urban
policy research centre, and since then their names remain closely associated both with the

centre and the approach.

These pioneers conceived the ABCD approach as an alternative to the traditional needs-based
approach. In this needs-based approach, both the starting point and focus of a given
development initiative have been on what the community does not have, and therefore
needs to secure (Hammerlink, n.d.; McKnight & Kretzmann, 1996:2). Alternatively, however,
the ABCD approach advocates for shifting the emphasis to what the community has to offer
in order to address its problems through self-initiation and intensive engagement, in a

resilient way.

As its name signifies, ABCD is a community-driven development approach. It focuses on the
fact that being driven from inside the community, the development initiative can more likely
be achieved and will probably also be more sustainable (Collaborative for Neighborhood
Transformation, n.d.). Proponents of the approach explain that to solve its own problems, a
community should not expect external funds and assistance. They also believe in community
involvement and in emphasising the capacity of the community, rather than on the traditional
need-oriented solution. This has to do with issues relating to project significance, ownership

and sustainability (McKnight & Kretzmann, 1996).

Supporters of the ABCD approach believe that a strong community-based project happens
when the project’s or organisation’s assets are combined with the community’s assets
(Kretzmann & McKnight, 2005:1-2). Strong community-based projects are also more
sustainable (Kretzmann & McKnight, 2005:3). The approach seriously focuses on community
assets in different forms that might contribute to the project. Five sets of community assets

have been identified.

Fundamentally, the five sets of community assets (sometimes six in the literature — also
including ‘stories’ as an important asset) are believed to create a productive neighbourhood
(McKnight, 2017). The first of these five categories is the individual residents’ capacity. This
refers to all residents and includes all of their skills, experience, goodwill to engage in
community services, and so on. These inherent resources contribute to the success of a given

community development project. The second community asset category is local (voluntary)
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associations such as clubs and networks (i.e. cultural, social and faith-based networks). In
addition to these, there are also institutions found in neighbourhoods, such as public schools
and police stations, which form a third category. Physical assets such as land and buildings
constitute the fourth asset. The principal community assets of the fifth category comprise
exchange trends between neighbours, i.e. existing cultures of sharing, giving, trading,
bartering, buying and selling. The sixth community asset category refers to stories of the
neighbourhood, which are also considered to be one of the core ingredients of the ABCD
practices to significantly contribute to a community project (Collaborative for Neighborhood

Transformation, n.d.; McKnight, 2017).

The approach advises having rigorous consultation sessions with the community to jointly
discover the capacity that the society and its members possess. Proponents of the approach
call such a planning process asset mapping. During asset mapping, therefore, an inventory of
all potential and actual capacities which might support the community project, are worked
out (McKnight & Kretzmann, 1996:17-19). Specifically, it refers to identifying and listing the
capacities the five community asset categories discussed earlier, with the purpose to identify
the “gifts” that individuals, associations, institutions and so on can offer or contribute to the
success of the project. In this regard, having intensive consultation sessions with the
community at the onset of the project is deemed an indispensable entry point, during which

every perceivably relevant and claimable gift or opportunity is brainstormed and inventoried.

An asset-based community development approach implicitly assumes that the organisations
in the community (such as cultural structures, neighbourhood associations and faith-based
groups) have dual roles to play in the process of adding their capacity to strengthen
community-based development projects. On one hand, the associations have the role of
inspiring, mobilising and organising their members in the process of discovering individuals’
capacity. On the other hand, the associations are also seen as a group capacity powerhouse
that has to drive itself and network for further impact by forming associations with other

organisations in the neighbourhood (McKnight, 2013:12-13).

In specific relation to education, ABCD approach founder Professor McKnight underscores the
need that a village community has to rejuvenate an old African saying: “It takes a village to
raise a child” (McKnight, 2016). It is all about creating an educating neighbourhood, i.e.
proposing to establish a setting where every asset owned by individuals, associations and

institutions within a locality are identified and put together to create a ‘village that raises its
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children’. Everybody in the neighbourhood has to engage her/himself, and McKnight argues

hardly anyone disagrees with the premise of “it takes a village to raise a child.”

2.9 CONCLUSION

The sources consulted in this chapter were all linked in some way to the major issues
underlying this study. The review was done with a focus on the major topics such as basic
education in general, global and local inclusive basic education provision, and community
structural issues. Although inclusive education can be focused on internal barriers of the
child, there are also systemic and societal issues that act as barriers to education. These
include access to pre-primary education, poverty, displacement and cultural marginalisation.
Although limited information on Ethiopian education was found - apart from propaganda,
thatis - | attempted to provide an overview of the situation. With the Asset-based Community
Development Approach | suggested a way forward, and it is with this in mind that | engaged
with policy, and also with different sets of role-players, to collect data to shed more light in

this limited body of literature.
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CHAPTER 3: RESEARCH METHODOLOGY

3.1 INTRODUCTION

This chapter follows a literature review on major issues related to inclusive education, with a
focus on international and Ethiopian perspectives. The study is done to address the problem
of inclusive basic education in vulnerable urbanised settings, and to consider how societal
structures can be used to support this. In the light of the stated problem, | formulated a

number of secondary research questions, which guided my different chapters.

In Chapter 1 | justified my study, and then focused on how | could use pragmatism and social
realism as a theoretical lens to guide the study. | briefly explained how the selected methods
fit with the inquiry in order to support inclusive basic education using community structures

in a vulnerable urbanised setting.

Chapter 2 was my literature study where | focused on setting up a framework for analysis,

based on the current body of knowledge.

In this chapter | explain my methodology, in order to address the following three questions:

e Do Ethiopian and international policy frameworks provide any guidance or direction
regarding the involvement of societal structures to influence the provision of inclusive
provision of basic education in vulnerable urbanised settings? (To answer this | will

present a policy analysis in Chapter 4).

e What are the perceptions of community members on the extent of inclusion and the
actual and potential involvement of societal structures in the implementation of basic
education in the specific setting? (Towards answering this question, | conducted a

survey).

e How do role-players understand the state of inclusiveness in basic education and the
roles of social structures in supporting it in vulnerable urbanised areas? (I conducted

interviews to generate data to respond to this question).
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In the last chapter | will make recommendations to support the provision of inclusive basic

education using societal structures in vulnerable urbanised areas.

A researcher has to carefully draw up his/her research plan, which becomes the roadmap to
follow. An appropriate research design helps to logically link the components and steps of the
investigation, and in so doing serves as a blueprint for the data collection, collation and
analysis (Davis, 2014:93; Kumar, 2005:84). It is further noted that the research design helps
the researcher to envisage exactly how the study will fulfil a particular purpose, and to
formulate and plan how the research can be completed with the available resources and time.
It can promote the quality, as the design helps to identify and develop procedures and
logistical arrangements necessary for the research. The focus is on doing all of the research
steps keeping quality in mind, as this will ensure validity, objectivity and accuracy (Kumar,
2005:84-85). In specific terms, the research design helps the researcher to conceptualise the
operational plan, involving the tasks and procedures needed to complete the study, on one
hand, and to ensure that these procedures are done correctly in order to obtain valid,
objective and accurate findings, on the other. It is clear that careful planning at this stage, and
paying attention to the different components of the research design, will have a role to play

in the successful conducting of the research process (Van Wyk & Taole, 2015:164-183).

A discussion on a specific research approach can inform the overarching philosophy of the
inquiry process that guides the research, and the underlying assumptions that relate to the
choice of methods. The research approach involves two important components, namely
philosophical assumptions and specific research methods (Creswell, 2014:34). This shows that
a research approach is a concept which is broad in scope. It explains the worldviews
(paradigms) that inform the research process, as well as the practical concerns related to the

methods and technigques employed by the researcher to collect and analyse data.

This chapter will discuss the choice of research paradigm as overarching theory to guide the
study. The research approach presents the general research type that this study will be
aligned with, after which the specific methods to be used in this study will be expanded on.
In this case, the specific techniques and tools used to collect the data are discussed, together
with the reasons why these were selected. A section is devoted to the discussion of the
sampling process in order to identify the sources from where the data was gathered.
Decisions made regarding which information to gather from who and why will also be

justified. The data gathering procedure will be discussed, to provide the reader with a clear
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picture of the steps taken during data collection. An explanation on data analysis will follow,
indicating how the data will be gathered coherently to answer the research question.
Eventually, issues of ethical concerns, demarcation of the study and its outlay will be
explained in the final sections of this chapter. All of this is informed by the lens through which

the researcher choose to view the phenomenon.

3.2 PARADIGM

While Mertens (2010:7) views a paradigm generically as a “way of looking at the world”,
Patton in Morgan (2007:50) explains paradigm as a framework for thinking about a research
design, measurement, analysis and personal involvement of a researcher in the inquiry
process. While the first author has a wider understanding of the term, both Schwandt (cited
in Morgan 2007:5) and Mertens (2010:11) present paradigm as a term relating to worldviews
and beliefs concerning the nature of reality (ontology), the nature of knowledge and the
relationship between the knower and would be known (epistemology), the approach to
systematic enquiry (methodology), and values. Mertens (2010:11) also adds axiology as a
dimension of beliefs associated with particular paradigms, where axiology refers to what is

perceived as ethical behaviour.

Other sources describe paradigm as a cluster of beliefs for scientists in a particular discipline
that dictates and influences what should be studied, how that study should proceed, and how
its results should be interpreted (Davis, 2014:19; Du Plooy-Cilliers, 2014:18). Du Plooy-Cilliers
goes on to explain that by following a particular paradigm, researchers adopt a specific way

of studying phenomena relevant to their field.

It is presumed that knowing what paradigm a researcher ascribes to is important in
determining the questions that should be investigated, and the acceptable processes required
for answering these questions in a valid manner (Du Plooy-Cilliers, 2014:19). The body of
literature on research philosophy provides a list of philosophical stances that can be aligned
to the available research methodological positions in order to guide research activity
(Creswell, 2014:35-36; Teddlie, 2009:22). These philosophical worldviews are often on a
continuum from positivism/post-positivism to constructivism. They are usually associable
with quantitative and qualitative methodological positions respectively. Following the
emergence of mixed methods as an alternative to the qualitative and quantitative positions,

philosophical worldviews such as pragmatism and the transformative perspective are gaining
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prominence in informing the mixed methods approach as inquiry process (Teddlie, 2009:4 &

22).

Among the important points about having a lens through which to address societal problems
through a research, is understanding and interpreting human conditions and the life
experiences of both individuals and groups (Carr & Kemmis, 1986:157). Explicitly addressing
social problems through research may pinpoint some ways of improving existing social
challenges. Further, a paradigm as a theoretical lens, helps to make reasonable assumptions
about the social world, directs how the scientific inquiry should be conducted, and defines
the legitimate problems to be studied, as well as their solutions and criteria of proof (Creswell,
1994:1). It therefore seems important to identify the appropriate research paradigms
underpinning the inquiry process. In this study, the research uses social realism and

pragmatism, which are discussed below, as philosophical bases.

3.2.1 SOCIAL REALISM

The theoretical framework which drives this research is social realism and its perspectives
regarding the role of individuals and structures within a society. Although social realism is
often used in relation to knowledge and curriculum (e.g. Ellery, 2017 and Wrigley, 2018), or
in relation to different forms of art (e.g. Alpay, 2017), | use it as a lens to look at the potential
of society to alter its course. Social reality is about understanding that the state of affairs, or
circumstances (also referred to as structures), in a society depend on its activities, and that
society is characteristically transformable (Archer, 1995:1). On the website of

encyclopediab9.com (2009) social realism is explained as

“

. the assumption that social reality, social structures and related social
phenomena have an existence over and above the existence of individual members

of society, and independent of our conception or perception of them”

This supports my assumption that irrespective of my own ideas regarding the phenomenon
that | am studying, social reality exists in marginalised communities and social structures.
Archer (1995:1) explains that society exists, and is influenced by, what the members of the
society are doing, and its consequences. In social realist philosophy, humanity has an
autonomous and efficacious power which it brings to the society through interaction with the

natural, practical and transcendental orders. This presupposes a notion that a person
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enlightened of his/her inner agentic power can achieve mastery over nature (Archer,
2000:18). Social realism views society as inalienably responsible for its own destiny, and also
believes that it is capable of re-making its social environment to befit human habitation. This
type of theorisation allows viewing a community and its members as human beings who think
and act in order to discover the inner power to lift it- and themselves out of difficult

circumstances.

In this respect, the social realism is believed to appropriately guide this research, as it is
oriented towards looking for ways of improving people’s lives and inspiring hope, irrespective
of their vulnerable situation. If individuals and their available community structures discover
their power instead of remaining victims, they can lift themselves up though their own agency
and take their destiny into their own hands. | therefore believe that this theory is appropriate
to explain why investigating ways of finding solutions to context-specific community problems

by using already existing but underutilised community structures will work.

3.2.2 PRAGMATISM

The study is also influenced by pragmatism. Pragmatists agree that research occurs in specific
socio-political and other contexts. This has implications when considering a theoretical lens
through which to investigate issues of social justice. As such it embraces ways of envisaging
social justice, and the approaches which may help to achieve it (Creswell, 2014:40). The same
source further suggests that in research, the pragmatist view does not stick to rigid
methodological beliefs regarding whether the external world is independent of the mind or
not, but it places more emphasis on changing society, or on finding solution to its problems
(Teddlie, 2003:21). It is an approach that encourages researchers to explain the world in the

light of desirable actions, situations, and consequences.

A pragmatist philosophical orientation allows using multiple methods, different worldviews,
assumptions and data gathering procedures in research (Creswell, 2003:13; Teddlie, 2003:21).
Pragmatism encourages focusing on conceivable practical consequences of actions when
thinking about a solution to a given problem (Cherryholmes, 1992:13; Creswell, 2003:12-13).
Pragmatism concerns itself with the consequences of a phenomenon, not its antecedent. This
philosophical worldview allows the conceptualisation of the potential roles of social

structures to contribute to the issue addressed in this study. Pragmatism as a philosophy has
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a transformative orientation, and it accommodates mixed-methods approaches, different

worldviews, and different assumptions (Creswell, 2014:39).

In their concise but comprehensive review on pragmatism, Johnson and Onwuegbuzie
(2004:17-18) provide a very detailed account regarding the features of paradigm that make it
attractive to researchers in the social sciences. They believe that pragmatism recognises the
importance of the social world, including human institutions, and subjective thoughts. It
places a high regard on the influence of the inner world of human experience. It views
knowledge as being both constructed and based on the reality of the world — this reality is
however tentative and changes over time. Pragmatism believes that what is found during
research should be viewed as provisional truths, best suited to a particular time and context.
Pragmatism is furthermore a value-oriented approach to research, and it endorses shared
values such as equality and practical theories, while promoting the achievement of these. It
views research with a lens that the researcher has to constantly try to improve upon, past

understanding, in a way that fits the research setting.

Methodologically, it is regarded as a moderate worldview amid the two extreme research
paradigms of positivism and constructivism. It embraces the value of the quantitative feature
of inquiry procedures grounded in positivist perspectives. It also values the worldview of
constructivism, which acknowledges subjective approaches in the inquiry process of
constructing reality through interpretation, and engaging with participants (Feilzer, 2010:7;
Morgan, 2007:48). It allows using multiple methods, and different worldviews, assumptions
and data gathering tools and procedures, with more focus on the problem and the
consequences of the research (Creswell, 2003:13). It views the world in the light of actions,
situations, and consequences (Creswell, 2014:39), and how in different circumstances,
different actions and role-players become important to deal with social problems (Johnson &
Onwuegbuzie, 2004:18). Moreover, for research in a social context, pragmatism advocates

searching for what might possibly work for a specific society (Gray, 2014:28).

To sum up, social realism, together with pragmatism, is thought appropriate to underpin this
research. Theorising about the issue from within this lens is important to determine and

explain possible solutions.
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3.3 RESEARCH APPROACH: MIXED METHODS

The research approach is concerned with the plans and procedures for a research project.
This spans the steps from the initial broad assumptions about the study to detailed methods
(Creswell, 2014:32). In this regard Creswell points out there are three broad approaches,
namely qualitative, quantitative and a mixture of the two. Although these approaches are
often defined in terms of the type of data that is collected, they are informed by different
ontological and epistemological assumptions and thinking. Mertens (2009:11) explains that
a quantitative design is mostly built on the assumption that there is one knowable reality, and
in order to know it, an objective measurement is required. Qualitative research design, on
the other hand, is based on understanding reality as being multiple, and informed by social
constructions. It is therefore only knowable if understood within specific contexts, and taking
values into account. A mixed methods design is mostly built on either a pragmatic way to an
end belief, choosing whatever works best in a solution, or on a transformative drive towards
social justice and the promotion of human rights. Informed by different philosophical lenses
and in line with the chosen design, the researcher can then choose to collect numerical data,
narrative data or both (Plowright, 2011:17), resulting in a quantitative , qualitative or mixed

methods approach.

Different schools of thought also influence how the integrity of a study is viewed. The
research design therefore inter alia includes justification on issues related to validity and
reliability, accuracy and also ethics (Davis, 2014:93; Kumar, 2005:84; Mertens, 2010:11), and
while there are some commonalities in the different designs, there are specific issues of

integrity applicable to specific research designs.

In short, being a mixed methods inquiry, within a social realist and pragmatic framework of
thinking, the design of this study is strategically framed in a manner to suit my purpose in the
aim of finding solutions. The study focuses on addressing a specific research problem in a
specific setting. The research firstly undertakes a policy analysis, and then uses surveys to
address the research question associated with the quantitative aspect of the inquiry. In terms
of the order of importance regarding the collection of qualitative and quantitative data, no
rigid sequence was considered to make it concurrent or non-sequential (Creswell, 2014:41;
Maruyama, 2014:445-446). | did not consider sequential design, as neither the qualitative nor

the quantitative data findings were sought to inform a procedure of the other in the inquiry
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process. As a result my data was concurrently gathered, and then analysed in a convergent

and integrated manner.

A mixed methods approach is a methodological tradition in research that exists between the
two traditional dichotomies of qualitative and quantitative methods (Teddlie, 2009:4). It is
the youngest of the three approaches. The same literature indicates that this approach has
only been a strong methodological alternative over the last three or four decades. Its explicit
emergence dates back to the 1960s, and it became widely accepted by researchers in the

1980s (Maxwell, 2003:241).

The fundamental feature which characterises the mixed methods approach is its
methodological duality. As the name implies, it combines features of both qualitative and
guantitative methods (Creswell, 2014:32; Teddlie, 2003:11). It further attempts to embrace
the philosophical justifications of the features of the qualitative and quantitative approaches
in order to investigate a given research problem. It therefore accommodates features of both

qualitative and quantitative methods in a single research process.

The rationale behind the emergence of the mixed methods approach was methodological
limitations with using a single approach (Morse, 2003:189). Adopting a single approach might
not be sufficient to help a researcher in the face of an inquiry that calls for the understanding
of the complexity of human behaviour and experiences. Creswell consolidates this position
by stating that the combination of quantitative and qualitative approaches is philosophically
assumed to provide a more complete understanding about the social phenomenon being

studied than using either approach alone (Creswell, 2014:32).

Procedurally, the mixed methods approach uses qualitative and quantitative data collection
and analysis techniques either in a sequential or parallel order (Teddlie, 2003:11). The design
in this regard is determined by taking into account the purpose of selecting the approach. In
inquiries where findings from the data from one method inform the design of the other
method, it would appear imperative to adopt a sequential approach. However, in
circumstances where the data from one method is less likely to inform the other method, the
researcher may employ a concurrent or simultaneous procedure of collecting and analysing

the data (Creswell, 2014:44; Onwuegbuzie, 2003:351).
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Aligning this study to the mixed methods approach is based on the inherent methodological
justifications of the approach. Specifically, the mixed methods approach suits inquiries
involving collecting and using both qualitative and quantitative data in a single study
(Creswell, 2014:32). Using this design will help to integrate both types of data from all sources,
so the combination will provide more complete and valid findings than using single approach
alone. Similarly, Molina-Azorin states that methodological pluralism enhances the research
quality, as this allows the researcher to combine the strengths of both methods while
minimizing some of the problems associated with using either of the approaches in isolation.
The use of combined methods can contribute to a better understanding of research problems
and complex phenomena (Molina-Azorin, 2011:8-9). Johnson and Onwuegbuzie, 2004:14)
show that the mixed methods approach has an eclectic nature, which frequently helps it to
bring about a better understanding of phenomenon compared to research based solely on a
single method. Among the reasons for this is that it provides opportunities to triangulate or
cross-check the consistency of information generated through different methods. It also helps
to develop information by obtaining an explanation of the result from one method with the

help of the result from another method (Molina-Azorin, 2011:9; Niglas, 2004:5)

It appears to be an appropriate design for this study. Quantitative information has the
advantages of including larger number of participants, incorporating statistical trends,
achieving more efficient data analysis, controlling bias and demonstrating relationships
between variables more vividly. On the other hand, a qualitative approach has the advantages
to study societal issues with the help of stories and more detailed data built from participants’
perspectives (Creswell, 2014:43). Using a combination of both approaches will therefore
provide a broader framework to understand the problem better, and this in turn will lead to
more reliable findings (Johnson & Onwuegbuzie, 2004:14; Molina-Azorin, 2011:8-9; Creswell,
2014:43). These are the major reasons why this study is designed in a mixed methods

approach.

3.4 RESEARCH METHODS

Research methods refer to systematically planned and scientifically acceptable ways of
making observations and gathering, organising and analysing data to draw conclusions that
answer questions triggered during the inquiry processes (Stangor, 2011:8). Research methods
involve scientifically established techniques and strategies of gathering information in order

to answer the research problem. Stangor (2011:8) terms these as scientific methods, as they
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have been adopted after being tried by different scientists over many years. Further, he
stated that the methods provide the basis for collecting, analysing and interpreting data

within a common framework in which information can be properly understood and shared.

In order to answer research problems, researchers can employ different methods and
techniques of data collection and analysis. It seems important that a researcher should
distinguish between the methods and techniques (Kothari, 2004:7). Research methods refer
to the behaviour and instruments used in selecting and constructing research techniques,
whereas research techniques refer to the behaviour and instruments we use in performing
research operations. For instance, in the process of conducting library-based research, the
researcher may decide to analyse historical records or documents as a method. This can be
implemented with the help of observable techniques such as taking notes, document analysis,
listening to tapes, etc. These are all then techniques of working with the research data. As a
mixed-methods inquiry, this research employs both quantitative and qualitative ways of

gathering information, and each will be discussed in the sections that follow.

3.4.1 QUANTITATIVE METHODS

Quantitative research methods are used to generate quantitative or numeric descriptions of
some fraction of the population through systematically devised data collection mechanisms
(Creswell, 1994:117). As methods refer to behaviours and instruments considered during the
selection and construction of data collection, quantitative methods in particular corresponds
with those behaviours and tools, leading to generate a quantifiable description of the sample
in relation to a phenomenon being observed. In order to perform the actual research
operation, the method has to be specified as the behaviours and instruments that a

researcher can use to perform research operations (cf. section 3.5, paragraph 2).

In gathering relevant quantitative data, a number of alternatives of quantitative methods are
available for the researcher. Each of these has its own inherent strengths and weakness. One
method may be more appropriate to a certain inquiry context than another, so the researcher
should select the methods that will best assist him in his research. A good illustration of this
is that different methods will be needed to generate data for a library research, field research
and laboratory research (Kothari, 2004:7). Stangor provides a list of social reseach methods
(Stangor, 2011:107-108). The survey is one of the methods that deemed important in the

generation of quantitative data.
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Apart from survey techniques, numerical data can also be generated through other
guantitative methods such as observation (Kumar, 2005:120) and experiment, in the case of
laboratory research (Kothari, 2004:7). Observation techniques can be used in cases of tallying
the frequency and duration of events (Denscombe, 2014:207). It is therefore quite common
in field research. The experimental method is often associated with laboratory research

practices (Kothari, 2004:7).

In the light of its relevance to this research project, some of the characteristics and aspects of

the survey method and its inherent techniques are discussed below.

3.4.1.1 SURVEY

Survey is the most widely used method to obtain primary quantitative data. The body of
literature on research methodology suggests that a survey is a rather pervasively employed
method to generate quantitative information in large volumes (Blair, Czaja & Blair, 2014:1;
Stangor, 2011:107). As mentioned in Stangor, this method helps to find out a series of

descriptive information with a self-reporting nature.

The most important reason for the use of a survey in research is that it can generate
information in large volumes. The researcher can gather data from a large number of
respondents sampled from community structures using a survey method (Creswell, 2014:45;
Zohrabi, 2013:255-256). Another compelling reason to use the survey method to gather data
is its advantage to produce an overview of a wide variety of data pertaining to the opinions,
attitudes, or behaviour of a group of people in a relatively short time (Stangor, 2011:107). In
terms of its administration, literature shows that a survey can be conducted in two major
ways, namely by using a self-administered questionnaire and by directly engaging with the
participants and asking the questions (Blair, et al., 2014:2; Denscombe, 2014:9; Stangor,
2011:107). Correspondingly, both of these techniques are used, based on a survey

questionnaire.

3.4.1.2 THE QUESTIONNAIRE

A questionnaire refers to a written list of questions, the answers to which are recorded by
respondents at their pace, often without supervision (Kumar, 2005:126). The questionnaire is

one of the most widely used instruments in the survey method to generate quantitative data
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in large volume (Stangor, 2011:107; Zohrabi, 2013:254-255). This study utilised the

guestionnaire as a major tool to produce quantitative data from the sampled participants.

The survey questionnaire for this study was outlined based on a rigorous literature review
and policy study to inform the design of the framework of analysis. The data obtained though
the questionnaire served to explain the presumptive direct effect of urbanization-induced
household livelihood challenges regarding inclusive education in vulnerable urban areas. It
also helped to assess the perception of the community towards the role of societal structures
to contribute to inclusive basic education in the face of growing challenges due to ongoing
urbanisation in the study setting. More specifically, it firstly provides an empirical description
(evidence) of the gravity of the effect of urbanisation-induced livelihood challenges on the
provision of inclusive education. Secondly, it helps to shine a light on the possible direction
that existing social structures could take to improve the situation. Data gathered with this in
mind can suggest the stance, role and potential contributions of societal structures with
reference to improving the provision of inclusive education opportunities in the specific

setting.

3.4.1.3 THE PARTICIPANTS

a. The population

In quantitative research, every member of the population that falls within the population
parameters (target population) should be identified. This then has to be reduced to the most
manageable and yet still representative number or size to be included for the actual research

contact (Leedy & Ormrod, 2015:184).

Population can be defined as the total group of people or entities from whom information is
required (Pascoe, 2014:132). The population of a given study is identified based on the shared
characteristics of the group, which is also termed as the population parameters. These shared
characteristics fundamentally embrace the distinctive nature and size of the group.
Population is also defined as a universe with a set of common distinctive elements about
which a study aims to make inferences (Blair, et al., 2014:106). It is from this universe that

participants are drawn.

There are certain important concerns with regard to the population, which a study has to

clearly consider from the outset. These include the nature, size and unique characteristics of
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the population i.e. parameters (Pascoe, 2014:133), as these will enable the researcher to
determine the accessible population which will actually be included in the study. Blair, et al.
also suggests that in order to effectively draw the ultimate participants to the survey, a
researcher must be able to clearly identify the population unit and its boundary (Blair, et al.,
2014:106-107). The unit refers to unit of analysis, whereas population boundaries are the
conditions that demarcate between those who are of interest to the research from those who
are not. In other words, those who are of interest to the research will eventually constitute

what is termed as a sample.

With regard to this study, community structures along with their members, in a recently
urbanised portion of Wolayta Soddo town will constitute the population of the study. The
area they inhabit has until recently been a rural settlement, but is now engulfed by the
encroaching town limits. As a result, there are many former farming community members in
the area who have lost their landholdings, which was their basis for livelihood. Many of the
member households in three community structures in this part of the town used to make
their living from farming activities before evacuating their landholdings to start an urban way

of life.

In terms of size, the population under study constitutes a total number of 1 800 households
living in the recently expanded area of the town (as examined through a preliminary field
survey), who are members of the three community structures. At the level of sampling the
structures, all three the actively functioning major community structures in the urban
expansion area were included. Their inclusion was predetermined during a preliminary field

survey.

b. The sample

Sampling involves identifying a list of persons or groups that the researcher would like to
contact, or a list of objects he or she would like to analyse (Pascoe, 2014:134). Sampling is the

procedure of achieving the sample, and there are often implicit steps in taking it.

Leedy and Omrod (2015:184) suggest that for a population of about 1 500, a sample of 20%
would suggest sufficient representation. In this case it would constitute 360 participants. In
this study, | sampled 327 heads of households to the study. Although 327 was not my ideal

sample size, it was the number | got. | took note of Jacobs (2012: 175) who wrote:
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| let myself be guided by Davies (2007:54-55) who provides guidelines for
researchers to get a sample that they have access to; a sample that is as good as

it can be; and a sample that researchers can reach with ease.

In light of this, 327 constitute 18.2%, which | believe is not too far off from my aim of 20%.

The social structures included in this study all have different sizes of membership. Therefore,
a proportional quota was set beforehand for each structure (multiplying total number of
structure members by a proportion ratio). In descending order of member size, each of the
three structures comprised 1 000, 650 and 150 households as its members. The proportional
ratio was 327/18000, thus multiplying each member size by it gives 181, 118 and 28 as a
required sample size of the respective stratum. In the process of selecting individuals to
complete the questionnaire, attention was given to the gender balance. This had an impact
on randomisation, although | did try to bring in as much variability as possible. Based on this,
the eventual survey participants were selected with some attention to the gender balance of
the heads of households who participated. A very low number of female heads of households

could be found, so all of them were asked to participate.

In order to improve participation and the questionnaire return rate, participants were
encouraged to take part. They were also informed that their participation would be invaluable
to the objectives of the study, and also that all information obtained would remain
confidential. The questionnaire was translated into the local language, and the questions
were formulated in a simplistic manner to avoid linguistic barriers. llliterate participants who

were included in the sample were approached through enumerators (cf. section b below).

Contacting possible participants individually, and supporting those who needed support,
seemed to contribute to enhance the return rate of responses. Eventually, 327 of copies of
the questionnaire were completed and returned. Of these, 27 incomplete, self-administered
copies from literate participants were rejected through data cleansing. Consequently 300

correctly completed copies of the questionnaire were considered for analysis.
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Table 3-1: Demographic details of participants in the survey

Demographic detail Number %

Gender Female 122 40.7%
Male 178 59.3%
Total 300

Number of years since their 1-2 years 3 1.0%

smallholding was engulfed by the

town 3-5 years 62 20.7%
6-10 years 221 73.7%
11+ years 14 4.6%
Total 300

Number of years that they have 01-10 yeas 29 9.7%

been associated with the community 11-20 vears

structure v 122 40.7%
21-30vyears 129 43.0%
31+ years 20 6.7%
Total 300

3.4.1.4  ADMINISTRATING THE SURVEY QUESTIONNAIRE

It was anticipated that some of the sampled participants might be illiterate, so a strategy had
to be devised to ensure that they would not be excluded from the study. Most of the
participants were assisted either by myself or by a trained enumerator to complete the
guestionnaire. The enumerator would read each question to a participant, and then record
the responses on a copy of the questionnaire. This approach allowed me to bridge the literacy
barrier. Beforehand the enumerator was given through induction to be very careful and build
very good rapport with the people so that they would fee free to stop him and ask for
whatever was unclear in the process. He was also advised to remain very focused and
attentive, to engage with the people by reading aloud their response as being recorded.
Whenever it happened that he observed some confusion, he stopped and explained to them,

until it was clear.

To conclude, this study employed a carefully designed fixed-format questionnaire to obtain
guantitative data. In this way, relatively broad data was generated which | believe will serve
to objectively explain the presumptive direct effect of urbanisation-induced household

livelihood challenges in the area on inclusive education. It will also help to assess the
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perceptions of the community towards the role of societal structures to contribute to the

provision of inclusive basic education.

3.4.1.5 DATA ANALYSIS

| constructed the questionnaire to contain specific foci to help me make sense of the
perceptions that exist with regard to the extent of inclusion of children in basic education,
and the involvement of societal structures in the implementation of basic education in
vulnerable urbanised settings. A number of items were linked to each of the foci, and the
respondents had to respond with their level of agreement or disagreement with each

statement on a 4-point scale. The foci were:

e The availability of inclusive basic education opportunities

e The negative effect of urbanisation on inclusive basic education opportunities

e Inclusive basic education as a basic human right of a child

e Government’s efforts to provide inclusive basic education opportunities

e The importance of policy to support the provision of inclusive basic education

opportunities

e The potential of community structures to overcome challenges with regard to the

provision of inclusive basic education opportunities

o Community structure should get involved

o Community structures can assist in addressing financial barriers to IBE

o Community structure can liaise with various other role-players

e The importance of individual efforts to overcome challenges with regard to the provision

of inclusive basic education opportunities

After entering all the data on an Excel spread sheet, | then recoded the data for those items
that were not indicative of the above issues. This was done in line with the emphasis that

Leedy and Ormrod (2015:375) placed on making sure that all items on a questionnaire reflect
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a high value of a particular characteristic, and that those that do not, should be recoded. The

formula that was used for the recoding was

5 - original response = recoded response.

SPSS was used for the analysis. Using the above bullets as headings, | start by using descriptive
statistics on each of the questions to get a sense regarding the perceptions of the members
of the community structures. Further, | used three statistics to measure these, namely the
mean score (which is the average of the scores), the standard deviation (which is indicative of
the spread) and the skewness (which helps the researcher to understand to which side the
responses lean) (Leedy & Ormrod, 2015:239-249; Pietersen & Maree, 2016:208-210). | then
analysed the aggregated mean on each of the foci, to see to what extent different sets of
participants think the same, or differently, about the issues. | based this on two statistics,
namely the student’s t-test (for two sets of participants) and the one-way ANOVA (where
there are more than two sets of participants). Both these statistics provide us with a way to
determine whether the means between groups differ statistically significantly on a 95%

probability level (Leedy & Ormrod, 2015:259).

3.4.1.6 RELIABILITY AND VALIDITY OF QUANTITATIVE RESEARCH

Validity refers to “the extent to which [a measurement instrument] measures what it is
intended to measure” (Leedy & Ormrod, 2015:114). As the questionnaire was self-
constructed, | had to take steps to enhance its validity. Firstly, to evaluate the face validity
(i.e. whether at face value, it measures what it claims to do) | gave the questionnaire to two
critical readers. One was my promoter, who read an English translation of the questionnaire.
The other was a colleague from Ethiopia, who has knowledge about the local situation, and
who was able to comment on the actual questionnaire that was used. This is in line with what
Leedy and Ormrod (2015:116) call judgement by a panel of experts. Furthermore, | tried to
ensure content validity by basing the questions on the literature study and the policy analysis,
towards content validity. Still, | had to keep the respondents in mind, many of whom are
basically illiterate. | therefore had to keep a second aspect of validity in mind, namely that it

must be appropriate for the specific situation (Leedy & Ormrod, 2015:116).

In addition to validity, a researcher must take steps towards reliability. Reliability refers to

consistency in terms of measurement (Leedy & Ormrod, 2015:116). For a self-constructed
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guestionnaire that is used for the first time, such a claim cannot be made. However, |
measured the internal consistency using the Cronbach’s Alpha value, and on the 40 scaled
guestions, it was calculated to be 0.816. This reflects a moderate high level of internal

consistency (Pietersen & Maree, 2016b:239).

While | do not claim that my instrument is without fault, it was however an instrument that |

deemed appropriate for the task at hand.

3.4.2 QUALITATIVE METHODS

Qualitative methods and techniques refer to instruments and behaviours used to obtain
gualitative information in order to answer the research question. These are research methods
which help to generate the research information or data for exploring and understanding the
meaning that individuals or groups ascribe to a social or human problem (Creswell, 2014:295).
Creswell further indicates that, unlike numeric description, which quantitative methods
aspire to generate, qualitative methods are interested in data in words that carry meaning for

interpretation and analysis.

Literature on research methodology shows that there are alternative qualitative methods and
techniques available for producing research data. These include unstructured, free-format,
in-person and focus-group interviews (Stangor, 2011:108), as well as document analysis
(Denscombe, 2014:225). The latter comprises analysing written texts, digital communication
and visual sources like pictures. Denscombe elaborates that document analysis can be
categorised under qualitative methods, because the ideas contained in the analysed
documents are presumed to have value beyond the literal content (2014:225). Policy analysis
therefore tends to involve interpreting the document and examining its (likely) hidden
meanings. Although regarded by some as an aspect of document study, policy analysis also
constitutes another important method of generating qualitative data in social research. There
are other qualitative methods such as narrative analysis and oral history, based on
interpreting oral and written accounts of personal experiences both in the present and in the

past (Maruyama, 2014:366 & 378), although these were not used in this study.

Qualitative stories have the advantage of studying societal issues with the help of more
detailed data built from the participants’ own perspectives (Creswell, 2014:43). Qualitative

methods help the researcher to gather in-depth information that involves words and stories
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with important implications in the form of connotative and denotative values beyond their
explicit surface meaning (Denscombe, 2014:225). When combined with quantitative
information, these provide a broader framework from which to understand the problem
better, which in turn leads to more reliable findings (Johnson & Onwuegbuzie, 2004:14;

Molina-Azorin, 2011:8-9; Creswell, 2014:43).

In the light of the characteristics of qualitative methods presented in the above paragraphs,
this research chose to employ some qualitative methods and associated techniques to
produce information which would help to achieve the goal of the research. The methods used

include interview techniques and policy analysis, and the next subsections expand on these.

3.4.2.1 POLICY ANALYSIS

A critical analysis of the policies guiding and influencing inclusive basic education is one of the
methods selected to produce useful data for this study. Policy analysis is a kind of social
enquiry that uses major policy documents related to the problem being studied as a source
of valuable data (Denscombe, 2014:224). In this sense, the available Ethiopian policy content
and context that relate to the provision of inclusive basic educational will be rigorously
analysed. The analysis will scrutinise both the context and content of the relevant policies.
Exploring into broader international and local basic education context and defining the
concept of basic education will act as a guiding framework in undertaking the critical policy

analysis.

In addition to the literature review and detailed exposition on the theoretical lens guiding this
research, the study will also contain a critical policy analysis. This will assist in properly
understanding the actual policy context and how this may accommodate the potential
involvement of societal structures to support the provisions of inclusive basic education in
the specific setting. The analysis will also help to complement the literature review in outlining

a framework for analysis of the survey.

The existing national educational policy documents related to inclusive basic education will
be closely reviewed to further understand the gaps, policy atmosphere of the setting, the
possibility of involving societal structures to support inclusive education, and the prospect of
the sustainability of such societal support as an emerging solution to the problem. Policy is

one of the crucial components to provide an enabling environment for other factors to
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improve access and inclusion to education (Lewin, 2007:34; Tikly, 2010:14). Analysing policy

documents is therefore included as one of the tools to gather information for this study.

3.4.2.2 SEMI-STRUCTURED INTERVIEW

A face-to-face semi-structured interview is an important qualitative tool to produce research
data (Stangor, 2011:108). In this technique, a general list of topics of interest is prepared
beforehand, and the interviewee is contacted in person to respond to the question items. The
process can also be administered via a telephone conversation, which may in many cases

make it cheaper in terms of cost (Blair, et al., 2014:69).

3.4.2.3 FOCUS GROUP AND INDIVIDUAL INTERVIEWS

In line with the secondary question that reads How do role-players understand the state of
inclusiveness in basic education and the roles of social structures in supporting it in vulnerable
urbanized area of the town? | interviewed certain purposively selected key participants.
Structured, semi-structured and unstructured free-format interviews are often used as survey
techniques to generate detailed qualitative data in the social sciences and humanities. Both
structured and unstructured formats may provide in-depth information about the particular
concerns of an individual or a group of people, and are therefore vital to produce ideas for
future research projects or policy decisions (Kumar, 2005:124; Stangor, 2011:108). The same
literature suggests that interviews can be administered either in a one-on-one or in a group
context. Similarly, other literature describes focus groups as group interviews involving six to
ten individuals in a session (Maruyama, 2014:371). Hence, focus group discussion refers to a
face-to-face interview in which a number of people are interviewed at the same time, while

sharing ideas both with the interviewer and with each other.

In this study, individual interviews as well as focus group discussions were used to gather as
much detailed narratives as possible regarding the potential support of societal structures in

the provision of inclusive basic education.

3.4.2.4 PARTICIPANTS

The major participants of the interviews were the management committee members of the
societal structures, and selected municipal officials. The study covers three societal structures
in the setting, so members of their respective management team members from the

structures participated in the group discussions. In addition, | secured interviews with an
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official who is an expert on community structures at the municipality, and also with a senior

executive of the municipality.

A purposive technique was employed in selecting the interview participants, based on access
to rich information through specific knowledge about the topic. This was also influenced by
the availability of the participants. Participants were informed beforehand that they had been

selected for one-on-one interviews or focus group sessions.

With regard to the group interviews with community structure leaders, sessions were held on
three separate occasions with the executive committees of three community structures in the
study area. These were labelled Structure A, B and C for convenience of analysis and
anonymity in reporting. Two of the structures were represented by four executives each and
the third structure had an executive committee that comprised five members. The total
number of participating community structure leaders in the three group interview sessions
was thirteen. All were males, as unfortunately none of the management team members of

any of the structures were females.

To provide background: having grown up in the area, | knew which traditional leaders of
community structures in Wolayta Soddo had been identified as the most listened to and
trusted individuals in the community. Correspondingly, structure leaders were presumed to
have substantively better information that would help to describe the situation surrounding
inclusive basic education in the area. In the light of this, sessions of group interviews held with
the participants were deemed important in terms of helping to find out reliable qualitative
data to understand the situation being studied. Furthermore, the structures are presumed to
assume a major transformative role in supporting the inclusiveness of basic education. The
information obtained from the societal structure executives have had prominent implications

for the study.

Parallel to the group interviews with structure leaders, a in-depth interview was held with an
expert working for the town’s administration office. The principal purpose of this interview
was to substantiate or triangulate the information obtained from the community structure
leaders. The aim of this interview was furthermore to gather additional information
pertaining to professional perspectives from the town’s administration with reference to
certain technical concerns. The person is indicated as interview participant #M1, or senior

municipal community organiser.
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To provide background: the town administration has a specific unit working on affairs
pertaining to community organisations/structures. This unit comprises of seven experts. One
of the experts was approached for a one-on-one interview, and the information obtained in
this regard was recorded, transcribed and then translated. As was a case during group
discussions, this participant was cordially approached and encouraged to freely express his

ideas without being bound by time limits.

Thirdly, an interview was held with one of the executive members of Wolayta Soddo town
administration in order to compile a complete picture of issues pertaining to supporting the
provision of inclusive basic education in light of vulnerable urbanisation. Some of the points
in the interview were included with the purpose of triangulation with responses gathered

from the group interviews.

It was a challenge to secure the last interview, due to the busy schedules of the town
executives. In the end | was satisfied that the person who agreed to be interviewed, had the
required expertise to add value to the study. | refer to this person as interview participant

#M?2 or the municipal government appointee.

Table 3-2: Demographic details of the interview participants

Mode of interview Section Number | Gender
One-on-one interviews (senior Municipal government 1 Male
municipal personnel) appointee (participant #M2)
Municipal senior communit
.p . Y 1 Male
organiser (participant #M1)
Total 2
Focus group discussions Executives, Structure - A 4 Men
(executives of three community
structures) Executives, Structure - B 5 Men
Executives, Structure - C 4 Men
Total 13
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3.4.2.5 DATA ANALYSIS

In line with the tradition of qualitative data analysis, | scrutinized the data to identify certain
themes, and coded the themes. | then attempted to provide a thick description of the
different views obtained, and provided direct quotes to substantiate my claims. As the
interviews were conducted in Amharic, the local language, | also translated it into English, for

the sake of the readers who do not speak Amharic.

3.4.2.6 TRUSTWORTHINESS OF QUALITATIVE RESEARCH

Merriam (2009) shares a number of ways in which to assure that one’s work can be trusted.

The first step that | took to ensure credibility is to use triangulation (Merriam, 2009:215), and
| specifically used multiple sources of data. As explained above, | used members of the
community structures as well as municipal officials to generate my qualitative data.
Furthermore, | also have quantitative data that contributes to my understanding of the
phenomenon. A second recommendation by Merriam is that there should be adequate
engagement during data generation (Merriam, 2009: 219). | spent months in the community,
making sure that | engaged with the various participants in a manner that led to them trusting
me enough to openly share their views. | put no time limits on the duration of the interviews,
and was able to engage thoroughly with the participants. | purposively invited people outside
of the community structures to also participate in the study, to try to get “alternative

explanations” (Merriam, 2009:219).

Towards consistency, | provided as much detail as possible about the settings and the
participants, thus providing an audit trail (Merriam, 2009:223). Furthermore, towards
transferability | provide a thick description (Merriam, 2009:227) of the settings and the

findings, but also provided direct quotes as was captured, as well as the English translations.

By employing all the above strategies, | attempted to provide findings that can be trusted

3.5 ETHICAL ISSUES

In the process of data collection, attention was given to the objectivity and confidentiality of
the information. There was a focus on protecting the privacy of participants in order to
develop a relationship of trust with them, as well as to promote integrity, originality and

reliability of the research. In this respect, caution was directed toward ethical issues prior to
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conducting the study by applying for ethical clearance from the UFS Faculty of Education
Ethics Committee before starting the fieldwork. Adherence to ethical considerations was
earnestly sustained during the data collection, data analysis and reporting stages (Leedy &

Ormrod, 2015:120-126).

Principles that were upheld were the following:

3.5.1 PROTECTION FROM HARM

Leedy and Ormrod (2015:120) explain that participants in research should come to no harm
as a result of the research. Such harm could include “stress, embarrassment or loss of self-
esteem”. Specifically, as the whole community is vulnerable, | had to be courteous and
respectful. During the group discussions, as well as the individual interviews, participants
were cordially approached and encouraged to express their ideas without being bound by
time. | allowed the participants to discuss issues in their own language (Amharic) so as to not
put any pressure on them. Part of protection from harm, is also to consider how the
participants could benefit directly or indirectly from the research (Leedy & Ormrod,
2015:120). | am convinced that not only do my recommendations provide some solution to
the problems faced in the community, but | am also convinced that my conversations with
the different groups, by itself, could serve as advocacy and raise awareness, and could also

act as impetus to address the issue at hand.

3.5.2 VOLUNTARY AND INFORMED CONSENT

Under no circumstance should participants be coerced or misled during data collection (Leedy
& Ormrod, 2015:121). Before taking part in the survey, and also before the different
interviews, participants were informed about the purpose of the study, and what would be
expected of them. Each received a letter of consent (attached as addendum) to ensure that

everything was explained to them.

As the participants do not understand English, the survey was translated into the local
language, and the same applied to the language in which the interviews and discussions were
conducted. Participants were informed about the aim of the research and possible
contributions of their involvement in terms of providing the information. They were
approached based on voluntarily and written informed consent, which also declared that they

were able to withdraw from the research at any time without any consequences.
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The survey data was collected by me, assisted by trained enumerators as field workers, whom
| have also acknowledged in the acknowledgement section. During data collection
interactions, their dignity was ensured by me treating them respectfully. Numbers were used
to identify the different completed survey forms in order to guarantee privacy. The completed
guestionnaires are being kept in a safe place and cannot be accessed by anyone other than

myself. | personally entered the data on my computer, which is password protected.

The interview participants were clearly informed about the intent and content of the
interview, and were assured that their identities would remain confidential, but that the
content would be shared in the research report. During the session, the information obtained
was audio-recorded with the consent from the informants. The information obtained through
this process was first transcribed and then translated into English, and its analysis is presented

in Chapter 6.

3.5.3 RIGHT TO PRIVACY

Leedy and Ormrod (2015:123) emphasise that researchers must at all times respect
participants’ right to privacy. This includes screening the content of what they share, so as to
not lead to identification, and also ensuring their anonymity in the final report. Firstly, the
survey questionnaire had no identifiers on, and | merely gave each survey form a number.
Secondly, | refer to the interviewees by a code in this report, so as to not identify them. For
instance, participants from the different groups of community structures were referred to as
participant #A1, #B1, #C1 ... depending on their membership in structure A, B or C. The two
participants who are connected to the municipality are referred to as participant #M1 and

HM?2.

3.5.4 INTERNAL REVIEW BOARDS

Institutions though which research is conducted usually have systems in place to check the
ethics of the proposed research. My research proposal was submitted to the Title Registration
Committee of the Faculty of Education at the University of the Free State, who approved the
application on 6 February 2017. Furthermore, | applied for ethical clearance and the said
faculty’s Ethics Committee, and obtained clearance on 12 April 2017. The UFS ethical
clearance number for this study is UFS-HSD2016/1530. Relevant documents are attached as
addenda.
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3.5.5 HONESTY

Leedy and Ormrod (2015:123) emphasise that one should always be honest in how you
conduct research. Aspects that relate to this include proper paraphrasing, acknowledging
sources, being honest with the participants, and honestly analysing and reporting on data. |
tried my best to adhere to the above standards, and in addition to issues already discussed, |

put my work though the Turnltin software to check for similarities.

3.6 CONCLUSION

This research investigates participants’ experiences in an attempt to enable inclusion in basic
education, using societal structures in circumstances where livelihood prospects of
households are jeopardised due to a poorly-managed urbanisation process. The setting of the
study is in Wolayta Soddo, a town in South Ethiopia. It employs a mixed-methods approach
that allows rigorous research procedures and multiple research tools. Data will be gathered
through critical policy analysis, surveys and interviews. The findings of the study will help to
shed light on the potential contributions of community structures in terms of supporting the
provision of inclusive basic education provision in the urbanised vulnerable setting of Wolayta
Soddo. The findings will also have importance regarding input for future policy adaption. In

line with this, Chapter four presents a critical policy analysis.
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CHAPTER 4: CRITICAL ANALYSIS OF
POLICY DOCUMENTS IMPACTING
INCLUSIVE BASIC EDUCATION IN

VULNERABLE URBANISATION AREAS IN
ETHIOPIA

4.1 INTRODUCTION

As it was discussed in Chapter 3, one of the methods used in this study was critical policy
analysis. Critical policy analysis was used to find out what direction the Ethiopian and
international policy frameworks provide in the light of societal structures’ involvement to
influence the provision of inclusive basic education in vulnerable urbanised settings (cf. 3.1).
In this sense, the analysis was informed by the conceptualisation that policy has the potential
to influence, and be influenced, by vulnerability settings with regard to inclusive basic

education.

This chapter firstly provides detailed background information on conceptual issues relating to
critical policy analysis. Following this, policy documents pertaining to the study are critically
analysed. These include the Education and Training Policy (ETP)® of Ethiopia (MoE, 1994), the
Education Sector Development Programme’s (ESDP)’ implementation strategy documents
(MoE, 2005: 4; JICA, 2012: 8) and the Special Needs/Inclusive Education strategy manual®
(MoE, 2012: 1). In addition to the critical content analysis of these policy documents, | also
scrutinise the local and global context in which particularly the ETP (1994) was developed.
Further, inter-textual assessment is used to find complementing or contrasting tendencies in
the policy directions in the light of inclusive basic education. The details of the analysis are

provided in the subsections below.

& A national policy document Education and Training Policy of the Federal Democratic Republic Government
of Ethiopia, drafted in April 1994 and published by the St George Printing Press, Addis Ababa.

" Education Sector Development Program (ESDPs) refer to a series of 5-year detailed programs produced to
operationalise the ETP and translate it into practice. Sections relevant to basic education in these series of
programs were critically reviewed.

8 A policy document Special Needs/ Inclusive Education Strategy published by the Ministry of Education, The
Federal Democratic Republic of Ethiopia, in July, 2012.
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4.2 DEFINITIONS (PUBLIC) POLICY

Different authors define policy using different terms. Some of these are presented in a generic
sense simply as ‘policy’, and others describe it looking through the lens of public
administration, so the focus is on ‘public policy’. In this subsection some of the examples of
definitions are provided and | will indicate which of these tend to conform to the term ‘policy’

as used in this study.
Daneke and Steiss (1978) in Samuel (2010:88) describe policy broadly as:

“A broad guide to present and future decisions, selected in light of given conditions
from a number of alternatives; the actual decision or set of decisions designed to
carry out the chosen course of actions; a projected program consisting of desired

objectives (goal) and the means of achieving them.”

In this definition, the authors focus on certain important issues embraced in policy. They start
by making the point that policy provides direction to guide actions. They also indicate that
the action perceived in the policy is goal-oriented. Moreover, the definition indicates a
decision or set of decisions reflected in a policy have been selected with the idea that these

actions can assist in achieving the projected objective.

Bates and Eldredge in their turn consider the guiding of the operations of an organisation as
a central concern in policy. Their definition describes “policy is a statement that provides a
guide for decision-making by members of the organisation charged with the responsibility of
operating the organisation as a system” (Bates, 1980:12) .The definition implies that the
direction regarding decision-making in the organisation is provided in a policy. In this

definition policy is therefore a directive for the organisation’s overall operations.

Reviewing the literature on the definition of policy indicates that many authors explain the
term in the sense of public policy. For instance, in the book by Thomas R. Dye, policy is defined
from the angle of government function. He says it is “... whatever governments choose to do
or not to do” (Dye, 1995:4). Brooks (1989:16) in Smith (2003:5) describes public policy as “...
the broad framework of ideas and values within which decisions are taken and action, or

inaction, is pursued by governments in relation to some issue or problem”.
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The definition developed by James E. Anderson, 1997 (based on J. Friedrich), appears to take

more concerns into account. As per this definition, policy is:

“A proposed course of action of a person, group, or government within a given
environment providing obstacles and opportunities which the policy was proposed
to utilize and overcome in an effort to reach a goal or realize an objective” (Roux,
2002:425).

Reading between the lines of this definition suggests variety important issues. It has
implications for those whose actions the policy is specifically supposed to guide. It also has
implications to what possible situations the policy setting may have to offer as the actions are
set in motion. Besides, it takes into account the desired goals to be achieved via the policy.

Further, it addresses the potential of the environment (operational setting) to influence the

policy.

From the above it is clear that the concept has been defined by different authors, each with
their own specific focus. In the content of all these definitions, however, it was at least implied
that policy has a role to play in providing directions to actions set in motion in pursuit to
achieve certain goals. From the examples discussed above, this study prefers to adopt the
definition used by Anderson (1997). In this study, policy is therefore understood as an
anticipated direction to action of a person, group, or government within a given environment
providing obstacles and opportunities which the policy was proposed to utilise and overcome

in efforts to reach a specific goal.

4.3 CRITICAL POLICY ANALYSIS

The above sections (4.1 & 4.2) presented the general introduction of the chapter, followed by
a discussion of the definitions of (public) policy. Section 4.3 presents discussions surrounding
the issues of critical policy analysis. To start off with, it presents the definition and theoretical
background of critical policy analysis. This is followed by the discussion: what issues should
critical policy analysis ideally take into account regarding context, text, and inter-textual
concerns associated with critical policy analysis. It also provides a framework for analysing
the policy mainly based on the definition of the policy and also bearing in mind the local and

international contextual concerns.
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4.3.1 DEFINITION AND SOME THEORETICAL BACKGROUND

In an attempt to clarify critical policy analysis, Roux (2002) compiled a list of a few definitions
which he believed would help to explain the concept and display its full scope in terms of
constituting practices and theories. From this list (Roux, 2002:427), | found definitions

appealing to my study interest area, specifically those by Dunn (1981) and Hanekom (1987):

Policy analysis is an applied social science discipline, which uses multiple methods
of inquiry and argument to produce and transform policy—relevant information
that may be utilized in political settings to resolve policy problems (Dunn (1981:35)
in Roux (2002:427)).

Policy analysis is an attempt to measure the costs and benefits of various policy
alternatives or to evaluate the efficacy of existing policies; in other words, to
produce and transform information relevant to particular policies into a form that
could be used to resolve problems pertaining to those policies (Hanekom (1987:65)
in Roux (2002:427)).

The definitions imply that policy analysis refers to a rigorous policy review practice, which
encompasses tasks ranging from presumptive judgements to scientific research techniques in
order to measure the costs and benefits of policy alternatives, or to evaluate the efficacy of
an existing policy. The definitions also hint that the analysis may be intended to produce and
transform information relevant to particular policies in a form that could be used to resolve

policy problems.

Historically, literature described policy analysis in general term as an evolved form of
operations research practice, which originated with some applied research organisations in
the 1960s and 1970s (Walker, 2000:11). Walker adds that at its inception, the practice
focused on the operation research techniques of scrutinising a single focused-problem, with
few parameters and defined objectives. He further indicates that the practice gradually

widened its focus to embrace analysing broader problems in complex contexts.

In terms of purpose, policy analysis is geared towards conducting a thorough scrutiny of a
particular policy, and towards improving the problem in mind (Walker, 2000:12). Gordon, et
al. (1977) in Taylor, Rizvi, Lingard and Henry (1997:36), provide the purpose of policy analysis

by considering the practice in two slightly varying senses: as an analysis of policy and analysis
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for policy. Based on this distinction by Gordon, et al. (1977, in Taylor, et al., 1997:36), the
analysis of policy is viewed as an academic task to critically understand the policy. On the
other hand, analysis for policy is associated with researching practices in educational

bureaucracies, and has as intention policy production and evaluation.

Extending the discussion on the purpose of critical policy analysis, Taylor, et al. (1997:36-37)
cite Cibulka (1994:107), who argue that policy research has to be viewed “on a continuum
between academic and applied policy analysis” practices (Taylor, et al., 1997:36-37). The
implication is that critically researching the policy matter appears to embrace research tasks
that involve thoroughly scrutinising the policy in order to understand the direction it provides,
and those applied in the process of policy production. The presumption held here is useful in
the sense that findings from certain critical policy research, as academic task, would possibly

be considered valuable input for policy production.

Consistent with the purpose of critical policy analysis as cited in Taylor, et al. (1997, after
Cibulka, 1994:107), | consider critical policy analysis in this research to have a significant
influence on a wide area on the continuum of policy research. The practice will help me to
clearly understand the direction to which the existing policy frameworks are pointing in light
of the involvement of societal structures to influence the provision of inclusive basic
education in a vulnerable urbanised setting (cf. 3.1). Further, through its integration with
findings obtained via other tools, the understanding acquired from the analysis will help to
synthesise policy recommendations concerned with reforming and improving the provision

of inclusive basic education in vulnerable urbanised settings using societal structures.

As a springboard for conducting content analysis of policy documents, literature suggests that
clarifying the context of the policy beforehand would enable the researcher to scrutinise the
content scrutiny more effective (Taylor, et al., 1997:20). Taylor, et al. (1997:45), as a seminal
source on critical policy analysis, emphatically remarks on the decisiveness of incorporating
and basing the assessment of contemporary policy directive texts on analysing historical
antecedents of the policy, which will help to better explain the content. Taking this into
account, | firstly provide a brief context review of the policy. The review of the context
comprises short flashback notes on the local antecedents (both historical and legal) of when
the policy was formulated. It also identifies the major international legal provisions that have
had a significant impact on the Ethiopian basic education policy. These two important

concerns are organised in the subsections (4.3.2 & 4.3.3) below.
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I then focus on the content of the policy. Such a content analysis, which allows us to critically
consider the texts of policies, requires a researcher to ask questions that are critical to the
study at hand. This is discussed in 4.3.4, which is then used for analysing the text in 4.3.5 and
beyond.

4.3.2 CONTEXT OF THE ETHIOPIAN EDUCATION AND TRAINING PoLIcY

The Ethiopian Education and Training Policy (ETP 1994) (MoE, 1994) is the major policy
document guiding the education sector in the country. . It was conceived under the precursor
local (both historical and legal) context (c.f. 2.8.1). Besides, provisions in some international
legislation have played a significant role in the development of the policy. The following
paragraphs attempt to provide contextual background worth considering as far as analysing

the ETP (1994) is concerned.

4.3.2.1 LOCAL HISTORICAL CONTEXT

Historically, due to relatively frequent changes in government and governance, the education
sector in Ethiopia has been experiencing concomitant shifts in terms of ideology and structure
(JICA, 2012:4). Overthrowing a long-reigning monarchical rule (which tried to establish pro-
West education, thought to be better in quality, but it was available only for few), a military
government was established in 1974. The same literature (JICA, 2012) mentions that the
military government was sloped to socialist ideology at its establishment. As a result, the
educational sector had to align its policies with the socialist ideological leanings in its

curriculum.

The socialist socio-political direction adopted by the military government of 1974 challenged
the idea that education was just for the privileged few. Instead education was made more
accessible in a wider socio-economic context, for the greater good of the public than before

(Gumbel, Nystrom & Sameulsson 1983:3). It was steered by the following policy guidelines:

There will be an educational programme that will provide free education, step by
step, to the broad masses. Such a programme will aim at intensifying the struggle
against feudalism, imperialism and bureaucratic capitalism. All necessary
measures to eliminate illiteracy will be undertaken. All necessary encouragement
will be given for the development of science, technology, the arts and literature.

All necessary effort will be made to free the diversified cultures of Ethiopia from
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imperialist cultural domination and from their own reactionary characteristics.
Opportunities will be provided to allow them to develop, advance and grow with

the aid of modern means and resources. (Gumbel, et al., 1983:20).

The report added that the socialist government took advantage of economic reforms from
private to public ownership of resources in order to promote school expansion and improve
access to education (Gumbel, et al.,, 1983:19-20). Nevertheless, the report created the
impression of this endeavour not being successful in terms of overall eventual achievements.
It stated that due to long-sustained internal turmoil and external threats in the country, much
of the development was initiated after the socialist revolution of 1974 mostly remained at a

standstill for many years (Gumbel, et al., 1983:20).

After ruling the country for 17 years, the socialist government in turn was ousted by the
armed group referred to as Ethiopian People’s Revolutionary Democratic Front (EPRDF) in
May 1991 (JICA, 2012:4). This necessitated considering a new education policy that would
suits the changing national political landscape. A policy-related document produced in 2000
by the Ministry of Education (MoE) stated that the new policy was imperative “to replace the

educational system that served the old discarded order by a new one” (MoE, 2000:4).

While acting in the capacity of interim national administration, EPRDF instilled changes in
policy, such as reforming pro-socialist ideological orientation in the content, introducing
mother tongue as a medium of instruction for basic education and reframing the existing 6-
2-4 grade level structure into the 4-4-2-2 system (JICA, 2012:7) The Ministry of Education
embarked on the process of new policy planning involving tasks of situation analysis and

holding consultation meetings with key stokeholds (MoE, 2000:4).

This situation analysis revealed problems that called for a new policy framework, making it
possible to bring about a reform in the education sector. The problems identified comprised
limited access, unequal distribution of school services, professional inefficiency of educators,
poor quality and poor relevance, and undemocratic features reflected in the content (MoE,
2000:8-15). The ETP (1994) was developed to provide guidance regarding directions on how

to deal with these problems in the sector.

The ETP (1994) spelt out five general objectives which the policy was supposed to address,

namely:

77



Chapter 4: Policy Analysis

e “Develop the physical and mental potential and the problem-solving capacity of
individuals by expanding education and in particular by providing basic education for

all”

e “Bring up citizens who can take care of and utilize resources wisely, who are trained

in various skills, by raising the private and social benefits of education”

e “Bring up citizens who respect human rights, stand for the well-being of people, as
well as for equality, justice and peace, endowed with democratic culture and

discipline”

e “Bring up citizens who differentiate harmful practices from useful ones, who seek and
stand for truth, appreciate aesthetics and show a positive attitude towards the

development and dissemination of science and technology in society”

e “Cultivate the cognitive, creative, productive and appreciative potential of citizens by

appropriately relating education to environment and societal needs” (MoE, 1994:7-8).

In order to achieve the objectives listed above, the policy pointed out the need for a strategic
reformative exercise. The strategic areas identified to undergo reform in this regard included
the curriculum, educational structure, measurement procedures, teacher training, medium
of instruction, educational organisation and management and educational finance (JICA,
2012:7). It was further stated in this literature that a series of five year Education Sector
Development Programs (ESDP) was considered for 20 years as an approach for

implementation in pursuit to achieve the intended ESP objectives.

4.3.2.2 LOCAL LEGAL CONTEXT

ETP 1994 was conceived within a framework of precursor local laws and regulations. These
included legal provisions in place that justified the need for, the policy along with its
underlying principles, and those also underpinned the essence of the policy contents. The
following are major laws and regulations that constituted the local legal context of the current

Ethiopian Education and Training Policy (1994).

The policy named ETP (1994) came into force during the period of the transitional

government, before the drafting of the Constitution of the Federal Democratic Republic of

78



Chapter 4: Policy Analysis

Ethiopia. In the light of this, the first crucial local provision that granted legitimacy to the
Ministry of Education for the drafting of any policy was Proclamation No. 41/1993. The
purpose of this proclamation was to define the powers and duties of the central and regional
executive bodies of the Transitional Government to draft pertinent policies and regulations
in the sector (UNESCO-IBE, 2010:2). By virtue of this, therefore, the Ministry of Education was
vested with the power to formulate the country’s current educational and training policy,

namely the ETP (1994).

Soon after the drafting of the ETP, the Constitution of the Federal Democratic Republic of
Ethiopia, Proclamation No. 1/1995 (hereafter the Constitution) was proclaimed in 1995
(UNESCO , 2006:6). Core principles pertaining to the national educational agenda in the
Constitution were made, consistently embracing the objectives listed in the ETP 1994.
Moreover, the Constitution stipulated additional enabling concerns to advance the initiatives
in the ETP 1994. Among the key policy matters surrounding basic education provision
enshrined in the Constitution, include: the State has the obligation to allocate ever increasing
resources to provide for education and other social services (Constitution of the Federal
Democratic Republic of Ethiopia, Proclamation No. 1/1995 , section 41 (4)); policies shall aim
to provide all Ethiopians access to education (Constitution of the Federal Democratic Republic
of Ethiopia, Proclamation No. 1/1995, section 90); and national standards and basic policy
criteria for education shall be established and implemented (Constitution of the Federal

Democratic Republic of Ethiopia, Proclamation No. 1/1995, section 51 (3)) (Anon., 1995).

The ETP (1994), which was proved consistent with the national educational agenda in the
Constitution, developed its first five year Education Sector Development Program (ESDP-I) in
1997 (JICA, 2012:23). This was two years after the ratification of the constitution (in 1995).
JICA report (2012) further indicated that from the outset ESDP-I marked a series of
subsequent five year Education Sector Development Programs (ESDPs) of the country with

the intention to translate policy issues into action until 2017.

In conclusion, the ETP (1994) was conceived by the Ethiopian People’s Democratic Front
(EPRDF) during its two year interim governance period after ousting the communist
government that ruled the country for 17 years. The policy was conceptualised in a setting
that demanded dealing with a number of sector-specific problems unaddressed since the
advent of modern education, which has rolled over for a long time, both in the monarchical

and the socialist era that ruled the country for over half a century. Furthermore, the ETP was
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drafted under the context of local laws and regulations, which had retrospective and
prospective implications to the stipulation of the ESTP. A good portion of the local legal
context also appeared to have important links to the international global policy framework

which will be discussed in the next section.

4.3.2.3 GLOBAL LEGAL CONTEXT

Consistent with the local legal context briefly reviewed above, the global legal provisions were
also thought to have had a positive impact in terms of making core values, objectives and
strategies in the ETP (1994) correspond to the global standards. In this regard, aligning the
policy direction of the ETP in a consistent manner to the pertaining international laws became
imperative with the Constitution of Federal Democratic Republic of Ethiopia coming into force
in 1995. This was on account of the pronouncement in the Constitution (section 9 (4)): “all
international agreements ratified by Ethiopia are an integral part of the law of the land”

(Anon., 1995:4).

The proclamation (1/1995) thus substantively injected certain significant values of
international laws and regulations with relevant implications to the ETP (1994). Therefore,
the drafting of a series of subsequent five year sector development programs along with their
implementation strategies were all presumed to adhere to Article 9 (4) of the Constitution.
Some of the important international laws, regulations and decrees presumably endowed to
have policy implications to the ETP (1994) based on section 9 (4) concerning the provision of
inclusive basic education in Ethiopia, include the following (also cf. section 2.3 for more

detail).

e The United Nations Universal Declaration of Human Rights (1948), stipulating that
“Everyone has the right to education. Education shall be free, at least in the
elementary and fundamental stages. Elementary education shall be compulsory”
(section 26/1). (United Nations (UN), 1949:7; United Nations, 2015:54)

e UN Convention on the Rights of the Child: adopted and opened for signature,
ratification and accession by General Assembly resolution 44/25 of 20 November 1989
and entered into force on 2 September 1990. Section 28/1 of this agreement
stipulated that “State parties recognise the right of the child to education, and with a

view to achieving this right progressively and on the basis of equal opportunity, they

80



Chapter 4: Policy Analysis

IlI

shall, in particular: (a) Make primary education compulsory and available free to al
(OHCHR, 1996:8)

e A series of interlinked global decisions, each underscoring the core principle of
“Education for All”, namely the World Conference of Jomtien, Thailand in 1990
(UNESCO, 1990:3), the World Education Forum in Dakar, Senegal in April 2000
(UNESCO, 2000:7, 43-45), and the eventual Millennium Development Goals (UN,
2000).

e International non-discriminatory acts such as the 1960 Convention against
Discrimination in Education (UNESCO, 1960:19) and the 2006 International Convention

on the Rights of Persons with Disabilities (Petres, 2004:32).

In brief, sections 4.3.2.1 & 4.3.2.2 provided a brief overview of the context in which ETP (1994)
was framed, and has been operating. The context has had implications for the directives and
strategic implementation programs drawn for the ETP (1994), such as a series of shorter-term
Education Sector Development Programs (ESDPs). With this general picture about the policy
context, below | will move on to naming and briefly discussing the policy texts selected for

critical analysis.

4.3.3 POLICY TEXTS FOR CRITICAL ANALYSIS

The following policy-related documents have been selected for analysis in the study. As it was
mentioned in the preceding section (cf. 4.3.2), the first main document for analysis in this
regard is the Ethiopian Education and Training Program (ETP) (1994). In the scope of the ETP
(1994), it isimportant to note that there are strategic directives for its implementation. These
refer to a series of five year Education Sector Development Programs (ESDPs). In this regard,
sections relevant to inclusive basic education in any of the ESDPs will be critically assessed. In

addition, the national Special Needs/Inclusive Education directive will also be scrutinised.

In order to do the analysis, | first present the framework guiding the process. | assumed that
critically scrutinising the contents of the documents mentioned above would provide me with
substantial information in line with my purpose. | start by presenting the framework for

analysis derived in the subsection below.
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4.3.4 FRAMEWORKS DERIVED FOR GUIDING CRITICAL POLICY ANALYSIS

Procedurally, as a framework to undertake the content analysis of the documents, | use the
constituent concerns in the working definition of inclusive basic education adopted for this
study (cf. 2.2), and the assumptions and values plausibly emanating from it. In my working
definition, inclusive basic education is the first formal level education, building on the pre-
primary foundation, designed with due attention to equitably help all learners effectively
acquire the necessary knowledge and skills to successfully deal with life challenges and to
continue learning, overcoming barriers that could obstruct the process. Moreover, as the
national Constitution of Ethiopia stipulates, all international agreements ratified by Ethiopia
form an integral part of the Constitution (cf. 4.3.2.3 above). Crucial values in international and
local legislation pertaining to the provision of inclusive basic education are also encapsulated

in the framework guiding the critical analysis of the contents of policy-related documents.

Grounded on the explanations mentioned in the above paragraph, the following points
guided my analysis as a framework. Specifically, in this study inclusive basic education refers

to education:

e which is based on a strong pre-primary foundation

e in which learner grade-progress coincides with the conventionally defined nationwide

age structure of school children

e which is free and compulsory to every child

e in which a child’s right to education is an uncompromised matter (irrespective of age,
gender, income level, disability, etc.) and no development initiative is allowed to

override it

e which hastracking mechanisms to ensure that schoolingis imparting relevant and age-

appropriate knowledge and skills to develop the learner’s personality

e that has a tracking system to monitor learners’ progressive attendance and

concentration throughout the level
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e which has contingent arrangements to support schooling when issues of learner
inclusion (attendance, participation and concentration) are affected due to household

livelihood pressures

e that values utilising key stakeholders’ (parents, community, state sectors, NGOs, etc.)

active engagement in the schooling process

Not only do | consider the text in the document, but | also focus on what is not included, what
Taylor et al. (1997:50) call “silences”, as what is not said “is sometimes as important as what

is said”.

4.3.5 CONTENT ANALYSIS OF THE EDUCATION AND TRAINING PoLicy (1994)

| critically investigated whether the policy documents are responsive in their content to each

of the points identified in the framework above.

4.3.5.1 DOES THE ETP (1994) RESPOND TO THE PROVISION OF PRE-PRIMARY

FOUNDATION?

The content of ETP (1994) tries to hint that a pre-primary foundation is one of its main
concerns. It is indicated under subsection 3.2 of the document that the starting level at the
basis of the country’s educational structure would be pre-primary education (MoE, 1994:14).
However, the document is silent about it under the preceding subsections. It is silent about
this issue in the subsection on specific objectives and strategies corresponding to the major

concerns provided in the policy document.

Particularly, the absence of a clearly stated implementation strategy with regards to pre-
primary education would presumably impact its implementation. It does not mention ways
of financing and managing the educational level, or the training of kindergarten teachers, and
it does not provide any form of input. Generally, the attention given to the pre-primary

foundation is very marginal in the content of the ETP (1994).

4.3.5.2 DOES THE ETP (1994) DEFINE NATIONWIDE AGE STRUCTURE OF SCHOOL

CHILDREN?

World Data on Education, a brief compilation by the UNESCO International Bureau of

Education (IBE), cited a background paper called Educational Reform, which provides
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information on learner age structure. It is indicated in this source that Educational Reform
was drafted prior to the adoption of ETP (1994) (in the same year), and in this document
information on a conventionally-defined learner age structure vis-a-vis a national educational
level structure spanning kindergarten to tertiary level is provided in detail. Accordingly, as in
this document, kindergarten age spans four to six years and the conventional age for a child

to start basic education is seven (UNESCO-IBE, 2010:6).

However, the content of ETP provides no explicit information on the age structure vis-a-vis
the education level structure. Nor does it make any reference to other policy-related
documents such as the one cited by the UNESCO-IBE above. The conventional age for a child
to start and leave kindergarten, as well as the basic education level, is not explicitly stated in

the contents of this policy document.

4.3.5.3 DOES THE ETP (1994) STIPULE FREE AND COMPULSORY BASIC EDUCATION

PROVISION?

Under the general objectives of the policy, its content indicates that basic education is
intended for all. This is specifically stipulated under subsections 2.1.1 and 3.2.2 of ETP (1994)
(MoE, 1994:10, 17). The content is, however, vague about the factors to take into account in

devising strategies to make it accessible and achievable to all in a compulsory manner.

Further scrutiny is needed to understand if ETP (1994) was responsive to the need for the
provision of free and compulsory basic education. In this respect, it is necessary to look for
inter-textual links between the content of ETP (1994) and other related documents. Standing
alone, the content of ETP (1994) does not clearly stipulate free and compulsory basic
education in an explicit sense. Individuals’ entitlement to free and compulsory basic
education emanates from the United Nations Universal Declaration of Human Rights (1948),

which was ratified by the Ethiopian National Constitution 1995 (cf. section 4.3.2.3 above).

4.3.5.4 DOES THE ETP (1994) STIPULATE CHILDREN’S RIGHT TO EDUCATION AS

UNCOMPROMISING GOVERNMENT AGENDA?

Many international accords underscore that education should be assumed as part of
children’s rights. For instance, the UN Convention on the Rights of the Child, which entered
into force on 2 September 1990, and the United Nations Universal Declaration of Human

Rights (1948), vitally stipulate that a child has the right to basic education (cf. section 4.3.2.3).
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It is presumed that instilling such binding principles in the content of the policy would help to
devise a focused strategy, which would help to achieve the policy objectives, while keeping

the enshrined values in mind.

However, critical content analysis shows that ETP (1994) does not stipulate that basic
education should be seen as inalienable right of a child. Correspondingly, it does not
incorporate any pronouncements safeguard it as an inalienable principle. In the absence of
such a concern, it would appear difficult to challenge some government development
initiatives outside the education sector if these happen to compromise the process of the

provision of basic education.

4.3.5.5 DOES THE ETP (1994) HAVE TRACKING MECHANISMS TO ENSURE SCHOOLING
IS IMPARTING RELEVANT KNOWLEDGE AND SKILLS APPROPRIATE TO THE AGE

LEVEL IN ORDER TO DEVELOP LEARNER PERSONALITY?

Taking into account that the delivery of relevant knowledge and skills appropriate to the
learner’s age is an issue of curriculum development, the content of ETP (1994) shows that this
concern was not ignored. It was indicated that “the preparation of curriculum will be based
on the stated objectives of education, ensuring that the relevant standard and the expected
profile of students are achieved” (MoE, 1994:15). This implies that the issue of ensuring that
the skills and knowledge to be imparted during the process of basic education is appropriate

to the learners’ age and their learning needs, is indeed a concern of the policy.

On the other hand, the general educational measurement and examination directive is
implied in the content of the document. According to this general directive, learners are
expected to earn a minimum of 50% achievement in order to get promoted from one level to
the next (MoE, 1994:21). Here, “level” refers to hierarchically arranged stages in the national
education structure such as the first-cycle level of primary education (grades 1-4), the second-
cycle level of primary education (grades 5-8), and general secondary education (grades 9-10).
The policy contains no reference on what learners are supposed to cover in a year based on

grade levels.

Form the aforementioned measurement and examination directives, it would be difficult to
conclude that the content of ETP (1994) provides effective tracking mechanisms to ensure

that the schooling process is imparting knowledge and skills appropriate to age and learner
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needs. My experience from the field tends to confirm the same. During the group interview
with the community structure leaders, they expressed their perplexity with why schools are
awarding pre-promotion throughout the first-cycle level of schooling for every learner, even

in cases where children have not yet achieved basic literacy skills.

4.3.5.6 DOES THE ETP (1994) HAVE SYSTEM OF TRACKING TO MONITOR LEARNERS’

PROGRESSIVE ATTENDANCE AND CONCENTRATION THROUGHOUT THE LEVEL?

Sometimes learners quit their schooling due to circumstances. This hampers learner
progressive attendance. Plausibly, learners would struggle to adequately concentrate on
their schooling responsibilities when they experience issues such as livelihood insecurity,
which may force a child to spend most or all of the afterschool hours in activities to support
the household (cf. sections 2.4 & 2.5). In this respect the content of the ETP (1994) was
reviewed to see if there was a preconceived system of tracking in place to monitor and

maintain learners’ progressive attendance and concentration.

However, a critical review of the content showed that the ETP (1994) provides no information
on monitoring and tracking mechanisms to safeguard the progressive attention and
concentration of the learners. It is silent about devising support schemes and affirmative
provisions to those who would potentially need some sort of assistance or preferential
treatment. No tracking mechanisms were implied, either in relation to the specific objectives

or strategies listed in the ETP (1994) document content.

4.3.5.7 DOES THE ETP (1994) INDICATE OPTIONS OF SUPPORT FOR LIVELIHOOD AND

SCHOOL EXPENSES FOR CHILDREN TO MAINTAIN LEARNER INCLUSION?

As indicated in the preceding subsection (cf. 4.3.5.6), challenges involving livelihood security
inevitably affect learner concentration and attention. Their prolonged effects appear to force
learners to eventually quit schooling altogether. In the light of this, it is presumed that
children from destitute households would need certain contingent livelihood and school

expense support in order to effectively remain maintained in their schooling process.

The document mentions the major problems of national education as being relevance,
quality, accessibility and equity (MoE, 1994:2). And yet, the ETP (1994) does not provide any
options when equitable access to quality basic education for children from poor households

is affected due to livelihood or financial pressure on households. In this regard, this policy
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document does not provide any strategic direction which would help to achieve and maintain
the provision of inclusive basic education. Subsection 3.7 of the policy mentions considering
mechanisms and coordinating efforts to address problems related to relevance, quality,
accessibility and equity through the input of educational support, but it takes no notice of the
need for support emanating from the livelihood pressure of learners and their families (MoE,

1994:27).

4.3.5.8 DOES THE ETP (1994) CONSIDER ACTIVELY ENGAGING KEY STAKEHOLDERS

TO SUPPORT THE SCHOOLING PROCESS?

Although the issue of stakeholder involvement is mentioned in the same context as the
production and distribution of educational inputs, it is not featured prominently in the ETP
(1994). The content indicates that due attention is given to enhance the participation of the
local community, organisations and individuals in the process of delivering support regarding
educational inputs to the learners (MoE, 1994:27-28). Stakeholders’ participation and
engagement is projected in the document to a certain extent. However, it does not seem to
support the provision of inclusive education in a way that is driven by the needs of the

learners.

In summary, the discussion in this subsection showed that the extent of responsiveness of the
ETP (1994) regarding the details in the framework is marginal. The policy embraces some of
the concerns in the framework, but many crucial issues are not attended to. However, as the
content of the ETP (1994) was broken down into a series of five year short-term plans of action
to translate the policy objectives and strategies, it might be important to focus on issues
pertaining to basic education in some of these plans of action. In the following subsection, |
investigated pieces of policy implementation strategy directives relevant to inclusive basic
education, the content of which appears to be complementary in providing strategic

directions for the implementation of the ETP (1994).

4.3.6 THE EDUCATION SECTOR DEVELOPMENT PROGRAMS (ESDP I-V)

In the course of its implementation, the Education and Training Policy (ETP 1994) was
translated into a series of five year strategic plans of action called the Education Sector
Development Program (ESDPs) for over 20 years (JICA, 2012:8). The program action plan

documents indicate that the ESDP-I (that entered into force for the first five years starting
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from 1997) directly derived its implementation strategy from the ETP (1994), and exactly the
same plan of action was used for the ESDP-II (MoE, 2000:2; MoE, 2005:4)

It seems as if specific implementation strategies in these plans of action reveal a consistent
trend in miss-responsiveness when analysed against each point in the framework (cf. 4.3.5.1-
4.3.5.8). The plan of action targeted increased access and coverage of education, with
improved equity (MoE, 2000:2), that would strategically have helped to realise universal
access to primary education by 2015 (MoE, 2005:4). However, it lacked clarity in terms of
practical directives on how to address the problem of vulnerable children from destitute
families. The problem remained overlooked in relation to the strategic directives indicated in
ESDP-IIl (MoE, 2005:34), ESDP-IV (MoE, 2010:10-14) and ESDP-V (MoE, 2015:77-79).
Eventually, the 20-years Education Sector Development Program, spanning 1997 - 2017, did
not conform to a number of points constituted in the framework to analyse the provision of
basic education (cf. 4.3.5.1- 4.3.5.8). As the first 20-years intermediate level program (1997-
2017) ended in 2017, the next 20-years sector development program was in preparation in

2018, and it will presumably be implemented from 2020.

The ESDP document importantly points to the annual sector reviews (sometimes in the form
of a joint review with donors) to identify challenges faced during the implementation of the
plans of action, and to build on the lessons learnt and improve implementation capacity for
the next phase (MoE, 2005:28). In this regard, for instance, perceivable pitfalls such as the
low completion rate of learners were identified from the review of implementation of the
ESDP Il and ESDP Ill. ESDP IIl underscored the urgent need for addressing inequities of access
through an alternative basic education delivery model. The drafting of inclusive education
initiatives to meet special educational needs was also underscored. As a result, it is
conceivable that the review process triggered the drafting of the Special Needs/Inclusive
Education Strategy (to be briefly reviewed under 4.3.7 below). However, no significant
remedial strategy was mentioned in response to the implementation of ESDP IV and ESDP V
that would help deal with underlying factors contributing to the dropout rate of learners from

poor households.

4.3.7 THE SPECIAL NEEDS/INCLUSIVE EDUCATION STRATEGY (2012)

The Special Needs/Inclusive Education strategy was a directive entrusted to complement the

efficiency of implementation of ESDP Il in relation to addressing the problems of learners
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with special educational needs (SEN) (MoE, 2005:7, 26, 30). In the response to the review of
implementation of ESDP II, (as mentioned in the preceding paragraph cf. 4.3.6), the need to
address the high number of children who were out of school on became apparent. As the
result, ESDP lll called for introducing complementary basic education delivery modes to reach
out to learners with special educational needs, and those who were without continual
education after reaching the conventional school age. A year later, after the end of ESDP Il
(2005/2006-2010/2011), a new directive was drafted to address the problem of learners with

special educational needs, referred to as a Special Needs/Inclusive Education Strategy (2012).

From its title, this strategy is clearly focused on improving the provision of inclusive basic
education. As it was seen in sections 4.3.5.1 to 4.3.5.8, little strategic ground noted in the
content of ETP (1994) and the subsequent ESDPs’ implementation strategies drawn from it.
With this understanding, | scrutenized whether this strategy has important directives to
complement the issues that were missing in the content of the documents analysed based on

the derived framework.

The review of the content of the Special Needs/Inclusive Education Strategy (2012) suggests
that the document is confined to concerns of accommodating the learning needs of persons
with disabilities (MoE, 2012:11). It was associated with making the curriculum, school
environment etc. responsive to the special learning needs of people with disabilities in order
to absorb and equally serve them in the setting where others without disabilities enjoy
schooling opportunities. From this, it appears that the content of this strategy does not refer
to any support scheme meant for learners with no disabilities. Besides, it does not even take
into account the needs of people with disabilities, which they would essentially require

outside the school setting.

The content make explicit pronouncements of the ratification of the 2006 UN Conventions on
the Rights of Persons with Disabilities (i.e. also endorsed by the Constitution), which
recognises the right of people with disabilities to also access inclusive education at all levels
(MoE, 2012:6). It further states that awareness campaigns would be given prominence to
inspire people with disabilities to continue with their schooling, as this could lead to increased
self-worth. It would also encourage the community to offer more emotional support to
people with disabilities. On the other hand, though, the content points out that the Ministry
of Education would allocate a sufficient budget to the schooling needs of people with

disabilities. Unfortunately the most pressing aspects of living and schooling needs of these
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learners reside outside the school setting, and this is not addressed. In that sense, the strategy

would be of little help in student needs outside of the school environment.

Accordingly, irrespective of embracing progressive principle-based directives the Special

Needs/Inclusive Education Strategy (2012):

does not provide practical financial options to enable children with disabilities to achieve

a strong pre-primary foundation before they started basic education

does not state that learner grade-progress of persons with special educational needs

should conform to the conventionally defined nationwide age structure of school children

does not stipulate funding to cover/subsidise the schooling expense of people with

disabilities from destitute households to grant them free and compulsory basic education

does not declare that the educational right of every person would remain uncompromised
(irrespective of age, gender, income level, disability etc.), and that no development

initiative or whatsoever is allowed to override it

does not convincingly guarantee that the schooling process of people with disabilities is
imparting relevant knowledge and skills, appropriate to the age level, in order to develop

learners with disabilities.

does not guarantee a system of tracking to monitor progressive attendance and

concentration of learners with disability throughout the level

does not offer contingency arrangements to support the schooling of a learner with a
disability, whose educational inclusion, attendance, participation and concentration

might be affected by household livelihood pressures

In general, critically analysing the content of the strategy vis-a-vis the derived framework

reveals that the directive provided by the strategy is quite marginal in terms of significantly

absorbing persons with disability from destitute households into inclusive basic education. It

stipulates certain important strategic directions to support learners with disabilities from

middle class households, who are not subjected to livelihood pressure. However, it fails to

take into account strategically stating and locating the outside-school dimension of
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educational support, which the most vulnerable and poor learners with special educational

needs are dependent on.

4.3.8 INTER-TEXTUAL MISMATCHES

In the absence of a separate comprehensive educational act explicitly elaborating on inclusive
basic education, along with strategies for securing it in Ethiopia (JICA, 2012:6), it seems
important to briefly look into the intertextual link of legal and policy details (Taylor et al.,
1997:46). This would presumably help to get a better picture of stipulations stating the rights
of citizens to inclusive basic education in the country. | further believe that it would help to
flag strategic ambiguities and potential barriers, which were either overlooked or

unperceived, but which undermine the positive aspects of the policy.

The Constitution of the Federal Democratic Republic of Ethiopia ratified important legal
background to ensure inclusive educational rights to individuals under section 41/4. It is
enshrined in this section: “The State has the obligation to allocate ever increasing resources
to provide to the public health, education and other social services.” However, this provision
is directly followed by another section with a non-inclusive assertion (or at least an ambiguous
expression) “... within available means” under section 41/5. “The State shall, within available
means, allocate resources to provide rehabilitation and assistance to the physically and
mentally disabled, the aged, and to children who are left without parents or guardian” (Anon.,
1995). The Constitution makes an even more daunting pronouncement under section 90/1: “
To the extent the country's resources permit, policies shall aim to provide all Ethiopians access

to public health and education, clean water, housing, food and social security.”

Here, the phrasing ... “to allocate ever-increasing resources to education” in section 41/4 is
ambiguous in a country with a very high fertility and a 2.6 annual population growth rate
(Federal Democratic Republic of Ethiopia Population Census Commission, 2008:11). Equally
vague phrasing is used with “...to the extent the country's resources permit.” In addition,
those sections of society included in the list that deserve assistance under section 41/5 (...the
physically and mentally disabled, the aged, and to children who are left without parents or
guardian...) appear non-exhaustive when basic education is concerned. Forinstance, children
with parents but from destitute families will struggle to have access to educational

opportunities unless they receive support from the government or from other sources.
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Reading between the lines of the three statements of the Constitution, and contemplating
these in combination (section 41/4, 41/5 and 90/1), seems to communicate a different sense
than if looking at section 41/4 in isolation. The combined spirit of the three sections suggests
that resource allocation for education is left to the discretion of the government. It does not
convey the idea that the provision of basic education is an unalienable right of all citizens. It
definitely does not state any urgency in allocating sufficient resources for the prioritisation of

children’s education.

In a condition that many children from destitute families are denied schooling because of
financial constraints, the lack of legal provisions guaranteeing the necessary assistance to the
needy has implications for the policy being deficient to conform to certain existing policy
stipulations. For instance, it would not comply with the principle of ‘free and compulsory’
basic education stipulation, stated in the content of ETP (1994) (cf. 4.3.5.3). It would also fail
to conform to stipulations in international laws approved by the Ethiopian Constitution
(section 9 /4), stating that “all international agreements ratified by Ethiopia are an integral
part of the law of the land” (cf. 4.3.2.3). These would include such provisions as the right to
free and compulsory education as stipulated in the UN Declaration of Human Rights and the

International Non-discriminatory acts, etc.

4.4 CONCLUSION

This chapter presented a report on the critical policy analysis of two documents. The first is
the Education and Training Policy (ETP 1994), along with sections relevant to inclusive basic
education in the Education Sector Development Program (ESDPs). The ESDPs refer to
documents embody a series of the implementation strategies drawn from the ETP (1994). The
second major policy document reviewed is the Special Needs/Inclusive Education Strategy of
the country. Along with the critical content analysis of these policy-related documents, the
context of the development of the ETP (1994) and the inter-textual links surrounding the
policy provisions under discussion were reviewed. The analysis was undertaken based on the
framework using the constituent concerns in the working definition of inclusive basic
education adopted for this study (cf. 2.2), and the assumptions and values plausibly

emanating from it.

The analysis implies that there are contradictions between certain values underscored to be

upheld, and the strategies perceived to help maintain these values. The policy documents are
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found to be silent about issues such as livelihood pressure of poor vulnerable children, and
the impact of such issues on learner inclusion in basic education. The analysis illustrates the
importance of further exploration to find out the views of the community on the extent of
inclusion, and the involvement of non-state actors such as societal structures in basic

education. Accordingly, the following chapter presents the survey and its report.
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CHAPTER 5: SURVEY RESULTS

5.1 INTRODUCTION

As it was indicated earlier (cf. 1.4 and 3.1), the purpose of this survey is to obtain an overview
of the community’s understanding regarding the problem and possible solutions regarding
the provision of inclusive basic education in vulnerable urbanised settings. In this respect the
rationale behind considering a survey for this study, and the procedural concerns taken into
account during its design and administration, were thoroughly discussed in the methodology
sections. Based on the survey results, the extent of inclusion in basic education provision, and
the actual and potential involvement by societal structures surrounding basic education in

the study setting were explored.

As explained in the previous chapter, the data for the survey was gathered via questionnaire.
The information obtained provided empirical evidence on the gravity of the effect of
livelihood challenges on the provision of inclusive education. The survey data further
provided information on the perceptions of the community towards the possible
contributions of existing societal structures to improve the situation regarding the provision

of basic education.

In order to make sense of the survey results, it is important to mention certain points relating
to the scale of responses. The questionnaire was designed as a five-point Likert scale (4-0),
where 0 is undecided, and not considered in the analysis. The data analysis only focused on
the four active points, from 4 (indicating “strongly agree”) to 1 (indicating “strongly
disagree”). The point of neutrality is at 2.5, so the responses above it are seen as agreeing,

and the responses below it are seen as disagreeing.

Along with the mean score and standard deviation, the inclination to either side of the point
of neutrality is helpful for the reader to grasp which side of the mean is preferred by the
majority. As the purpose of the survey is to understand the respondents’ perceptions
regarding each construct, skewness to either side of the point of neutrality would help in
pointing to the general feeling about that issue. A negative value for skewness suggests that
the tail is to the left, and that the bulk of the data leans to the right. A positive value for

skewness suggests that the tail is to the right, and that the data leans to the left.
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The survey involved a total of 327 household heads, of which 300 were considered for analysis
after data cleansing. The way in which the sampling was done and the respondents chosen
was discussed in the methodology section earlier. To recap, an attempt to random sampling
was made, although in the end a degree of purposefulness was added in order to include
female respondents (cf. 3.4.1.3 (b)). The respondents were selected on the basis of their
association with the structures included in the study. Aside from the gender issue, no
particular consideration was given to other demographic features or variabilities. What follow

below are the results of the survey, after which I will discuss the implications of the results.

5.2 THE AVAILABILITY OF INCLUSIVE BASIC EDUCATION PROVISION

The first set of questions measured perceptions regarding the availability of inclusive basic
education opportunities. Features such as the availability of pre-primary education,
adherence to conventional school-age, the completion rate of primary school level, and the

relevance of the schooling process to all learners were carefully considered.

Table 5-1: The availability of inclusive basic education opportunities

St

Mean arjdajrd Skewness
Deviation

Education provision in this locality is all-inclusive to let every

child acquire the knowledge and skills necessary to develop 1.813 0.727 0.883

their full capacity

All the children in this locality enrol to start primary school by

the age of 7 1.747 0.756 1.160
All children successfully complete all primary school grades 1.737 0.690 0.706
All the ch{ldren in this locality get a pre-primary school learning 1.542 0.733 1.474
opportunity

Combined 1.710 0.565 1.378

As can be seen from Table 5-1, the response on average was negative about all the aspects
mentioned in the questionnaire (all mean scores well below the point of neutrality of 2.5).
The biggest concern, based on the mean score, seems to be that the children often do not get
an opportunity to attend pre-primary school. The children also do not enrol at the appropriate

age, and many of the enrolled ones do not complete primary school.
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| also analysed if the different sets of respondents significantly differed from each other on
the combined score. For the differences between males and females, the student’s t-test was

used, and for the other two sets, the one-way ANOVA.

Table 5-2: Difference between groups regarding the availability of inclusive basic education

opportunities

Standard . L. S
Category N Mean Deviation Statistic Significance

Gender Female 122 1.7753# 0.59967 t=1.661 0.098

Male 178 1.6653 0.53733

Total 300 1.7100 0.56513
Years since 0-2 years 3 2.08334# 1.04083 F=0.849 0.468
smallholding was | 3 o\ o or 62 1.7769 0.55846
engulfed by
urbanisation 6-10 years 221 1.6870 0.56494

11+ years 14 1.6964 0.50171

Total 300 1.7100 0.56513
Years as member | 0-10 years 29 2.0776# 0.68499 F=6.746 0.000*
ofthe 11-20 years 122 1.6291 0.48981
community
structure 21-30years 129 1.6667 0.51644

31+ years 20 1.9500 0.82955

Total 300 1.7100 0.56513

*  nil-hypothesis of no statistical significant difference in means, rejected with a 95% probability

#  highest score between groups

Although all the groups indicated in Table 5-2 were on average negative about the
opportunities for inclusive basic education, the respondents whose holdings had been
urbanised for 2 years or less, and those who had been involved as members of community
structures for 10 years or less, seemed to be more positive (mean score of more than 2, with

2.5 being the point of neutrality).

The F-value of 6,746, obtained when using the one-way ANOVA, implied the possibility of
statistical differences in means between some of the groups, based on years as members of
a community structure. | therefore applied the Scheffé post-hoc test, which revealed the

following:
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e The mean score of the group who had belonged to community structures for 10 years or
less (M=2.0776), is statistically significantly higher (p=0.002) than the mean score of the
11-20 years group (M=1.6291),

e The mean score of the group who had belonged to community structures for 10 years or
less (M=2.0776), is also statistically significantly higher (p=0.002) than the mean score of
the 21-30 years group (M=1.6667).

This means that those who had been part of the community structures for 11 years or more
are significantly less convinced that inclusive basic education opportunities are available in

Wolayta Soddo, as compared to those who have been involved for 10 years or less.

5.3 THE EFFECT OF URBANISATION ON INCLUSIVE BASIC EDUCATION
OPPORTUNITIES

Three items on the questionnaire related to the effect of urbanisation on inclusive basic
education opportunities in Wolayta Soddo. The apparent livelihood stress that vulnerable
urbanisation brought to farm-background households in the process of non-premeditated
rural-to-urban transition, was presumed to also affect the inclusion in basic education of
children coming from these households. In this regard one of the specific objectives of the
survey had been to find empirical evidence to confirm or refute the presumption. Accordingly,
respondents were asked if livelihood pressures specifically prevented children from displaced
households to attend school. Their reactions to this and other questions are reflected in the
table below. These items relate to negative aspects, so a high score indicates a negative

perception.

Table 5-3: The effect of urbanisation on inclusive basic education opportunities

Mean Star.1da.rd Skewness
Deviation

Some of the households in this locality experience a constraint 3.237 0.675 -0.785
on their livelihood, and therefore the children are not sent to
school
Former farm households who have been urbanised experience 3.369 0.698 -1.178
challenges to cover their children’s school expenses
Some children from former farm community families are 3.428 0.735 -1.476
forced to earn money after school hours to support the
household’s livelihood needs
Combined 3.34 0.569 -1.482
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On average, the respondents seem to believe that urbanisation hampers inclusive basic
education opportunities. The biggest problem seems to be that children have to earn money

to support their family (M=3.428). The responses seem to lean towards the left.

Analysing the significance of differences between the different groups, the following was

found:

Table 5-4: Differences between two groups’ perceptions with regard to the effect of

urbanisation

Standard . L. .
Category N Mean Deviation Statistic Significance

Gender Female 122 3.3798t# 0.51304 t=0.947 0.344

Male 178 3.3164 0.60435

Total 300 3.3423 0.56882
Years since 0-2 years 3 3.4444 0.38490 F=1.195 0.312
smallholding was | 3 5\ o ars 62 3.2295 0.46164
engulfed by
urbanisation 6-10 years 221 3.3635 0.59212

11+ years 14 3.4762# 0.62312

Total 300 3.3423 0.56882
Years as member  0-10 years 29 3.2069 0.70381 F=0.726 0.537
ofthe 11-20 years 122 3.3798# 0.49851
community
Structu re 21'30 years 129 33385 056119

31+ years 20 3.3333 0.78733

Total 300 3.3423 0.56882

*  nil-hypothesis of no statistical significant difference in means rejected with a 95% probability

#  highest score between groups

It seems as if the different groups are in overall agreement that urbanisation has a negative
effect on inclusive basic education opportunities. Although a small difference can be noted

in the table above, none of these differences are statistically significant.

5.4 INCLUSIVE BASIC EDUCATION AS A HUMAN RIGHT OF A CHILD

The respondents were asked to respond to specific items that relate to human rights. The
survey results provided an encouraging trend in terms of societal awareness to children’s right

to basic education opportunity. The summative statistics on each item are displayed below.
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Table 5-5: Children’s right to inclusive basic education

Mean Star.rda.rd Skewness
Deviation

Every child has the right to free basic education 3.577 0.706 -1.821
Basic education has to be compulsory to every child 3.512 0.725 -1.442
No development plan should affect the provision of free and 3.350 0.761 -1.164
compulsory basic education

It is only the family’s responsibility to ensure that a child gets 2.966 0.953 -0.796

a basic education

Combined 3.351 0.480 -0.915

The respondents were on average very strong in their opinion that every child has the right

to free basic education (M=3.58), and that it should be compulsory for every child (M=3.51).

Statistics with regard to the differences between groups on the issue is displayed below.

Table 5-6: Differences between two groups with regard to the right of the child to inclusive

basic education

Standard

Category N Mean Deviation Statistic Significance

Gender Female 122 3.3832# 0.46597 0.967 0.334

Male 178 3.3287 0.48898

Total 300 3.3508 0.47970
Years since 0-2 years 3 3.0833 0.57735 4.670 0.003*
smallholding was | 3 g\ o5 62 3.1828 0.40202
engulfed by
urbanisation 6-10 years 221 3.41144# 0.47743

11+ years 14 3.1964 0.62156

Total 300 3.3508 0.47970
Years as member | 0-10 years 29 3.2213 0.48961 2.538 0.057
ofthe 11-20 years 122 3.4365# 0.43069
community
structure 21-30 years 129 3.3127 0.48703

31+ years 20 3.2625 0.63075

Total 300 3.3508 0.47970

*  nil-hypothesis of no statistical significant difference in means rejected with a 95% probability

#  highest score between groups
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Although a relatively small difference can be noted between female and male respondents in
Table 5-6, the difference is not statistically significant on 95% probability level. More
variations can be seen in terms of the views of the groups based on the number of years as
member of a community structure, with the 10-20 years group scoring the highest. Still, the

differences are not statistically significant.

The p value of 0.003 (F=4.670), however, suggests that there could be a significant difference
between the means of two or more groups in relation to the groups based on years since
urbanisation. Indeed, the Scheffe post-hoc test showed that the group in the 6-10 years
bracket (M=3.4114) since their farms had been expropriated, feels significantly (p=0.011)
stronger about the right of the child to have access to basic education, compared to the group

who had been displaced for between 3-5 years (M=3.1828).

5.5 GOVERNMENT’S EFFORTS TO PROVIDE INCLUSIVE BASIC EDUCATION
OPPORTUNITIES

The respondents were probed regarding their perceptions on government’s efforts in terms
of providing inclusive basic education to all children in the setting. Questionnaire items
covered issues related to learning facilities, free basic education opportunities, and
compensating and supporting displaced vulnerable families. The summative statistics are

provided below.

Table 5-7: Government’s efforts to provide inclusive basic education opportunities

Mean Star:nda?rd Skewness
Deviation

Currently, the government has put in place the necessary 1.957 0.942 0.842
facilities for the pre-primary education of every child
Currently, the government has made basic education free to 1.867 0.919 0.996
every child
Government compensates displaced families for the expense 1.867 0.989 0.896
of their children’s education
Government has put a system of control in place to ensure 1.860 0.889 0.912
that every child attends compulsory basic education
Government has contingent packages for the schooling and 1.753 0.873 1.140
inherent livelihood needs of children from vulnerable families
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It seems that the respondents were not positive about government’s efforts to make inclusive
basic education opportunities available to all. The mean scores on all the items were less than
2, suggesting that they mainly disagreed or strongly disagreed with each statement. The
spread of responses are skewed to the left, so it seems that most of the respondents do not
believe that the government is doing enough to support efforts that would contribute to

inclusive basic education.

The differences between the responses of different groups is provided below.

Table 5-8: Differences between the groups’ perceptions about the government’s efforts to

provide inclusive basic education opportunities

Category N Mean Star:nde'lrd Statistic Significance
Deviation
Gender Female 122 1.9598# 0.70963 2.155 0.032*
Male 178 1.7927 0.62346
Total 300 1.8607 0.66382
Years since 0-2 years 3 2.4667# 1.00664 3.539 0.015*
smallholding was | 3 ¢\ o5p 62 1.9903 0.54973
engulfed by
urbanisation 6-10 years 221 1.7955 0.66159
11+ years 14 2.1857 0.89602
Total 300 1.8607 0.66382
Years as member | 0-10 years 29 2.25524# 0.80516 3.927 0.009*
ofthe 11-20 years 122 1.8262 0.62613
community
31+ years 20 1.8500 0.74516
Total 300 1.8607 0.66382

* nil-hypothesis of no statistical significant difference in means rejected with a 95% probability

#  highest score between groups

Male respondents (M=1.7927) are statistically significantly (p=0.021) more negative that
female respondents (M=1.9598) on the issue of government’s support of inclusive basic

education opportunities.

The small p values (p<0.05) indicate that there might also be significant differences between
the other groups, and | explored this using the Scheffé post-hoc test. It showed that there
were no significant differences between pairs of groups within the categories of Years since

smallholding was engulfed by urbanisation, but it did show the following:
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e The group of respondents who had been part of a community structure for between 11-
20 years (M=1.8262), is statistically significantly more negative (p=0.019) than those who
had been part of the structure for 10 years or less (2.2552).

e The group of respondents who had been part of a community structure for between 21-
30 years (M=1.8062), are statistically significantly more negative (p=0.012) than those
who had been part of the structure for 10 years or less (2.2552).

This implies that respondents, who had been part of community structures for 11 years or
more, are significantly less satisfied with government’s efforts to provide inclusive basic
education in Wolayta Soddo. Still, the mean score of all the different categories of
respondents show that they are negative (below the point of neutrality of 2.5) on the issue of
how government supports inclusive basic opportunities within the context of urbanised

people in Wolayta Soddo.

5.6 THE NEED FOR POLICY TO SUPPORT INCLUSIVE BASIC EDUCATION
OPPORTUNITIES

In view of the perceived action on the side of the government to sufficiently provide for
inclusive basic education in the vulnerable society in this study, it makes sense to next

consider the respondents’ views regarding policies, and Table 5-9 provides the details.

Table 5-9: The importance of policy supporting inclusive basic education opportunities

Mean Starjda'rd Skewness
Deviation

| believe the policy of the country must acknowledge that 3.580 0.540 -0.772
every child deserves the opportunity of free basic education
| believe that the international laws on the rights of the child, 3.550 0.531 -0.539
which government signed, should be unconditionally
respected in this country
| believe the policy of the country must endorse compulsory 3.530 0.545 -0.682
basic education for every child
Combined 3.553 0.398 -0.643

As can be seen from the responses, the overwhelming perception is that the policy of the

country should acknowledge that every child deserves free basic education (M=3.58), that
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national policies should be aligned with international statements to which the country is

signatory (M=3.55), and that basic education should be compulsory (M=3.53).

The views of the different sets of respondents are compared in the table below.

Table 5-10: Group’s perceptions regarding the importance of policy to support the provision

of inclusive basic education opportunities

Standard I L
Category N Mean Deviation Statistic Significance

Gender Female 122 3.5902# 0.40153 t=1.327 0.186

Male 178 3.5281 0.39555

Total 300 3.5533 0.39849
Years since 0-2 years 3 3.5556 0.19245 F=3.034 0.030#
holding was 3-5 years 62 3.6720# 0.33329
engulfed by
urbanisation 6-10 years 221 3.5128 0.41251

11+ years 14 3.6667 0.36980

Total 300 3.5533 0.39849
Years as member  0-10 years 29 3.5632 0.34622 F=.663 0.575
ofthe 11-20 years 122 3.5546 0.38477
community
structure 21-30years 129 3.5323 0.40935

31+ years 20 3.6667# 0.48365

Total 300 3.5533 0.39849

*  nil-hypothesis of no statistical significant difference in means rejected with a 95% probability

#  highest score between groups

In Table 5-10 it can be seen that relatively small differences exist in terms of the perceptions
of males and females (p=0.18), as well as in the years as members of community structures
(p=0.575). However the p value of 0.030 suggests that there might be significant differences
between some of the groups in the category years since holding was engulfed by urbanisation.
Indeed the Scheffé post-hoc test shows that those who had been urbanised between 3-5 years
ago (M=3.6720) feel statistically stronger (p=0.05) that policy should support the provision of
inclusive basic education opportunities, as compared to those who have had urbanised for

between 6 to 10 years (M=3.5128).

In summary, despite dissatisfaction revealed regarding the government’s role and
involvement in ensuring the provision of inclusive basic education at present, respondents

still feel that policy matters could affect efforts contributing to the provision of inclusive basic
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education. Remarks about the power of policy enhancement to embrace inclusive basic
education, are seen in the majority of the responses, and this indicates a tendency to call for
policy reform to improve the existing situation surrounding the provision of inclusive basic

education n vulnerable urbanised settings.

5.7 THE POTENTIAL OF COMMUNITY STRUCTURES TO OVERCOME
CHALLENGES SURROUNDING INCLUSIVE BASIC EDUCATION

This study assumes that the involvement of community structures can contribute to bridge
the existing gap regarding the provision of basic education, and the respondents’ perceptions
were tested on this. Several statements in the questionnaire related to detail about the
possible involvement of community structures. It was classified under the following

subheadings.

e Community structures should work with parents and schools towards inclusive basic

education

e Community structures can assist in addressing financial barriers to inclusive basic

education

e Community structure can liaise with various other role-players to make inclusive basic

education possible

Table 5-11 provides the summative statistics on each of the statements made in the

questionnaire.
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Table 5-11: Potential of community structures to overcome challenges surrounding the

provision of opportunities of inclusive basic education

Mean Star.1da'lrd Skewness
Deviation

Community structures should work with parent and schools towards IBE

| believe the relevant government sectors, non-governmental 3.520 0.526 -0.357
actors and community structures should commit themselves
to contribute to the effective provision of IBE to every child

It is important to have discussions at community level in order 3.437 0.560 -0.438
to involve local community structures in supporting IBE
provision to children from vulnerable families

Community structures can liaise with the school to set up an 3.419 0.592 -0.645
ad hoc committee to improve the effectiveness of inclusive
education practices at school level

Community structures can establish a link with the school to 3.424 0.564 -0.414
plan and execute occasional joint discussions on consolidating
inclusive practices

Community structures can organise a team to work with 3.413 0.598 -0.656
parents and the school regarding the provision of basic
education to vulnerable children

When government and parents are unable to afford education 3.223 0.659 -0.839
for a child, community structures have a role to play

3.4063 0.35340 -1.298
Community structures can get involved with regard to financial barriers

Community structures can embark on identifying barriers to 3.350 0.781 -1.084
inclusive education related to livelihood challenges of
households in the area

Community structures can support some poor families striving 3.247 0.797 -1.192
to keep their children in school, occasionally buying books and
uniforms, subsidising house rents, electricity bills, etc.

Community structure can plan income-raising schemes (e.g. 3.195 0.786 -0.772
renting rural land outside the town and allow willing families
to grow produce) to subsidise their children’s schooling

Community structures can waive membership contributions of 3.094 0.902 -0.845
the poorest families for a time in order to help families to
afford their children’s school fees

Combined 3.2194 64286 -0.916
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Mean Star.1da'rd Skewness
Deviation

Community structures can liaise with other role-players for support

Community structures can lobby for a dialogue geared 3.483 0.604 -0.992
towards policy improvement to establish a lasting structural

solution helping to maintain the provision of inclusive basic

education

Community structures can recruit potential philanthropists to 3.468 0.619 -1.064
support the most needy children

Community structures can embark on identifying and reaching 3.450 0.579 -0.688
out to potential actors such as faith-based groups in order to
mobilise them to work towards a common goal

Community structures can work on promoting and identifying 3.445 0.654 -1.339
individuals who can pledge to sponsor the education of a child
from the poorest families

Community structures can recruit tutors and councillors from 3.408 0.556 -0.331
its members for weekend coaching and counselling support to
learners and parents on inclusive education

Community structures can recruit volunteers for continuous 3.403 0.639 -1.064
fundraising and resource mobilisation to ensure that poor
children remain in school

Community structures, in conjunction with school and other 3.398 0.612 -0.758
actors, can launch fund-raising events to support the provision
of inclusive basic education

Combined 3.4355 .39784 -1.095

It was clear from the responses that the respondents are positive that community structures
can and should contribute to make inclusive basic education a reality in Wolayta Soddo. The

respondents were the most positive on the following statements:

e | believe the relevant government sectors, non-governmental actors and community
structures should commit themselves to contribute to the effective provision of inclusive

basic education to every child (M=3.52);

e Community structures can lobby for a dialogue geared towards policy improvement to
establish a lasting structural solution helping to maintain the provision of inclusive

education (M=3.48), and

e Community structures can recruit potential philanthropists to support the most needy

children (M=3.47).
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The statement to which the reaction was the least favourable, suggested waiving the
membership contributions of the poorest families, with a mean score of 3.09, which still

suggest agreement to the statement.

How the different groups amongst the respondents reacted, was analysed using the students

t-test and the one-way ANOVA, and the results are displayed below.

Table 5-12: Differences between the groups’ perception regarding the potential of
community structures to overcome challenges with regard to the provision of inclusive

basic education opportunities

Category N Mean ;2?:3;: Statistic Significance

Community structures should work with parent and schools towards IBE

Gender Female 122 3.4740# 0.32849 t=2.778 0.006*
Male 178 3.3599 0.36315
Total 300 3.4063 0.35340
Years since 0-2 years 3 3.2778 0.67358 F=5.318 0.001*
holding was 3-5 years 62 3.5441# 0.32575
engulfed by
urbanisation 6-10 years 221 3.3612 0.34916
11+ years 14 3.5357 0.30786
Total 300 3.4063 0.35340
Years as member | 0-10 years 29 3.3667 0.44561 F=0.563 0.640
ofthe 11-20 years 122 3.4372# 0.27965
community
structure 21-30 years 129 3.3910 0.33468
31+ years 20 3.3750 0.63952
Total 300 3.4063 0.35340

Community structures can get involved with regard to financial barriers

Gender Female 122 3.2077 0.60390 t=-0.263 0.793
Male 178 3.2275# 0.66981
Total 300 3.2194 0.64286
Years since 0-2 years 3 2.9167 0.62915 F=5.937 0.001*
holding was 3-5 years 62 3.4960# 0.64891
engulfed through
urbanisation 6-10 years 221 3.1350 0.61741
11+ years 14 3.3929 0.69139
Total 300 3.2194 0.64286
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St d
Category N Mean ar'1da'1r Statistic Significance
Deviation

Years as member  0-10 years 29 2.9655 0.89074 F=2.578 0.054
ofthe 11-20 years 122 3.2561 0.58517
community
structure 21-30 years 129 3.2720# .58820

31+ years 20 3.0250 .81070

Total 300 3.2194 .64286
Community structures can liaise with other role-players for support
Gender Female 122 3.4923# .37332 2.057 0.041*

Male 178 3.3966 141031

Total 300 3.4355 .39784
Years since 0-2 years 3 2.7143 .75593 7.975 0.000*
holding was 3-5 years 62 3.5737 40115
engulfed through
urbanisation 6-10 years 221 3.3953 .37816

11+ vyears 14 3.6122# .32397

Total 300 3.4355 .39784
Years as member ' 0-10 years 29 3.3596 .56194 912 0.435
B 11-20 years 122 3.4314 32299
community
structure 21-30 years 129 3.4686# .36528

31+ years 20 3.3571 .66281

Total 300 3.4355 .39784

* nil-hypothesis of no statistical significant difference in means rejected with a 95% probability

#  highest score between groups

From the above, based on the students t-test, it can be seen that female respondents were
statistically significantly more positive (M=3.4740; p =0.006) about community structures
working with parents and schools towards inclusive basic education, than their male
counterparts (M=3.3599), although the latter were still quite positive. The female
respondents were also statically significantly more positive (M=3.4923; p=0.0410) about
community structures liaising with other role-players to enable inclusive basic education, as
compared to the male respondents (M= 3.3966). They had, however, comparable views on
average, on community structures getting involved with regard to overcoming financial

barriers to inclusive basic education.

The differences between the mean scores of groups based on years of experiencing
urbanisation of their livelihood, was clear when using the one-way ANOVA statistics, which
showed that there might be a statistically significant difference between the groups. The

Scheffé post-hoc test showed the following:
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The 3-5 years group (M=3.5441) feels statistically significantly stronger (p=0.004) about
community structures working with parents and schools towards IBE, than the 6-10 years

group (M=3.3612)°;

The 3-5 years group (M=3.4960) also feels statistically significantly stronger (p=0.001)
about community structures getting involved with regard to financial barriers, than the 6-

10 years group (M=3.1350);

With regard to the community structures liaising with other role-players for support, a

number of statistically significant differences were measured:

The 3-5 years group (M=3.5737) is statistically significantly more positive than the 0-2
years group (M=2.7143) (p=0.003)

The 6-10 years group (M=3.3953) is statistically significantly more positive than the 0-2
years group (M=2.7143) (p=0.027)

The 11+ years group (M=3.6122) is statistically significantly more positive than the 0-2
years group (M=2.7143) (p=0.004)

The 3-5 years group (M=3.5737) is statistically significantly more positive than the 6-10
years group (M=3.3953) (p=0.017)

5.8 THE IMPORTANCE OF INDIVIDUAL EFFORTS TO OVERCOME

CHALLENGES SURROUNDING INCLUSIVE BASIC EDUCATION

A positive correlation was presumed between the perception of respondents toward the

involvement of their structures in supporting inclusive basic education and that of the

involvement of individual members of in the structure. The survey attempted to obtain

empirical evidence on the tendency. The results obtained in this regard revealed a consistent

trend, as indicated in the table below.

9

While the mean score of the 0-2 year group is smaller, it must be noted that the size of the group affects the
calculation of the significance score.
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Table 5-13: The importance of individual efforts to overcome challenges with regard to the

provision of inclusive basic education

| believe helping a child to keep going to school would
shape him/her to become a competent and productive

citizen

| believe a child in the neighbourhood should never be
abandoned and denied the opportunity to learn simply
because his/her parents cannot afford to pay for basic

needs

| believe every member of the community who is able to

afford it has the moral responsibility to support a child

whose parents are unable to fulfil his/her basic learning

needs

Combined

Mean

3.600

3.572

3.483

3.5506

Standard
Deviation

0.517

0.541

0.592

0.40750

Skewness

-0.716

-0.728

-0.859

-0.808

As can be seen from the above, the respondents in the survey were positive about individuals

being involved in supporting inclusive basic education opportunities.

Table 5-14: Differences between the groups’ perceptions regarding the importance of

individual efforts to overcome challenges with regard to the provision of inclusive basic

education opportunities

Category
Gender Female
Male
Total
Years since 0-2 years
holding was 3-5 years
engulfed by
urbanisation 6-10 years
11+ years
Total
Years as member  0-10 years
of the . 11-20 years
community
structure 21-30 years
31+ years
Total

122
178
300

62
221
14
300
29
122
129
20
300

Mean

3.5888
3.5243
3.5506
3.1111
3.6667
3.5136
3.7143
3.5506
3.6667
3.5738
3.5181
3.4500
3.5506

Standard
Deviation

0.35931
0.43652
0.40750
0.50918
0.32503
0.42261
0.31642
0.40750
0.35635
0.39338
0.40033
0.56481
0.40750

Statistic

1.348

4.342

1.605

Significance

0.179

0.005*

0.188

*  nil-hypothesis of no statistical significant difference in means rejected with a 95% probability
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#  highest score between groups

Table 5-14 shows that respondents in the different groups were more or less in agreement
regarding their perceptions on these issues, with only potentially statistically significant
differences in the groups representing different number of years associated with the

structures (p=0.005)

The Scheffé post-hoc test did however not show any statistical significance in the differences,
and this emphasises that overall, they are in agreement that individuals also have a

responsibility.

5.9 DISCUSSION

Taking the above statistical results into consideration, analysis can take place on two levels.
Firstly, respondents had to view their agreement to a number of statements with regard to
aspects of inclusive basic education, and community structures’ involvement in its provision.
Secondly, | attempted to gain insight into how different sets of community members felt

about issues, using aggregated data

5.9.1 TRENDS BASED ON THE DETAIL REGARDING THE PERCEPTIONS

Table 5-15 below provides an overview of the perceptions of the respondents. | have divided
them according to the scale used, rounding off the mean scores to the nearest integer and

sorted them from the highest to the lowest mean score.

Table 5-15: Perceptions of community members on issues pertaining to the provision of

inclusive basic education (IBE)
Respondents disagreed

(1.5sM<2.5) with the
following statements

Respondents strongly

<
agreed (M>3.5) that Respondents agreed (2.5<M,3.5) that

Helping children to
stay in school would
help shape them into
competent and
productive citizens
(M=3.60)

The country’s policy
must acknowledge the
right of every child to
free basic education
(M=3.58)

Community structures can lobby for a
dialogue towards policy improvement
(M=3.48)

Every member of the community who is
able has a moral responsibility to support
needy children (M=3.48)

Community structures can recruit
philanthropists to support the most needy
children (M=3.47)

Community structures can identify and
reach out to potential role-players such as
faith-based groups to support IBE (M=3.45)

The government has
provided the necessary
facilities for pre-primary
education for every child
(M=1.96)

The government has
made basic education
free to every child
(M=1.87)

Government
compensates families for
the learning expenses of
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Respondents strongly
agreed (M23.5) that

Every child has the
right to free basic
education (M=3.58)
Children should never
be denied an
opportunity for
learning simply
because parents are
poor (M=3.57)

The international laws
on the rights of the
child, which the
government signed,
should be
unconditionally
respected in this
country (M=3.55)

The country’s policy
must endorse
compulsory basic
education (M=3.53)
Government sectors,
non-governmental
role-players and
community structures
should all commit
themselves to
contribute to IBE
(M=3.52)

Basic education has to
be compulsory to
every child (M=3.51)

Respondents agreed (2.55M,3.5) that

Community structures can work on
promoting and identifying individuals to
sponsor children from the poorest families
(M=3.45)

It is important to involve local community
structures in supporting IBE provision to
children from vulnerable families (M=3.44)
Community structures can establish a link
with the school to plan and engage in
discussions on consolidating IBE practices
(M=3.42)

Community structures can liaise with the
school to set up committees to improve
the effectiveness of inclusive education
practices at school level (M=3.42)
Community structures can organise a team
to work with parents and the school
towards IBE (M=3.41)

Community structures can recruit tutors
and counsellors from their members for
brief weekend coaching and counselling
support to learners and parents (M=3.41)
Community structures can recruit
volunteers for continuous fundraising and
resource mobilisation to help keep children
from needy families in school (M=3.40)
Community structures together with
schools and others can launch fundraising
events to support IBE (M=3.40)
Development plans should not affect the
provision of free and compulsory basic
education (M=3.35)

Community structures can help to identify
barriers to IBE in relation to livelihood
challenges of households in the area
(M=3.35)

The responsibility of helping a child to
obtain basic education should not be left
only to their parents (M=3.35)
Community structures can support poor
families by occasionally buying school
books and uniforms, subsidising housing
rent, paying electricity bills, etc. (M=3.25)
When the government and parents are
unable to offer education to a child,
community structures have a role to play
(M=3.22)

Community structure can plan fundraising
schemes to subsidise children’s schooling
(M=3.20)

Community structures can waive
membership contributions of the poorest
families for a number of months to enable

Respondents disagreed
(1.5sM<2.5) with the
following statements
their children when
displaced from their
smallholdings (M=1.87)

e Government has puta
system of control in place
to ensure that every child
attends school (M=1.86)

e  Education provision here
is all-inclusive (M=1.81)

e The livelihood situation
at home never prevents
parents from sending
their children to school
(M=1.76)

e Government has
contingency packages for
the schooling and basic
needs of children from
vulnerable families
(M=1.75)

e  Children start school at
the right age (M=1.75)

e  Children complete
primary school (M=1.74)

e  Former farm households
who have been
urbanised experience no
challenges to cover their
children’s school
expenses (M=1.63)

e The children from former
farm community families
are not forced to earn
money after school hours
in order to support the
household’s financial
needs (M=1.57)

e All children have access
to pre-primary education
(M=1.54)
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Respondents disagreed
Respondents agreed (2.55M,3.5) that (1.5sM<2.5) with the
following statements

Respondents strongly
agreed (M23.5) that

parents to send their children to school
(M=3.09)

The above table yielded definite trends. If one considers what respondents strongly agree
with, it mostly relates to the right to education, that basic education should be compulsory,
and the need for government and their role-players to help in making this a reality. What
respondents generally agree with, although not strongly, is that community structures should
get involved as partners to ensure the realisation of inclusive basic education, in particular for
children of displaced and poor families. The third column above relates to the perception
that government is not doing enough to provide for inclusive basic education for children in

this area.

5.9.2 TRENDS WITH REGARD TO GROUPS AMONGST THE RESPONDENTS

The significant differences on issues pertaining to the different sets of respondents were
considered in sections 5.2 to 5.8. It is also important to consider the different issues that the
respondents feel strongly about, in order to grasp the community’s perception about the
provision of inclusive basic education, and the involvement of community structures in the
matter. | have therefore compared priorities for the different sets of role-players, and provide

summative statistics for these.

Firstly, | compared the summative statistics on the views of male and female respondents,
presenting the different themes from highest to lowest in the different groups. | use one

colour per theme to make comparisons easy.
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Table 5-16: Comparing the perspectives of female and male respondents

RO | Males Females

1 Policy needs to support IBE opportunities Policy needs to support IBE opportunities M=3.59)
(M=3.53)

2 Individual efforts to overcome challenges with Individual efforts to overcome challenges with
regard to the provision of IBE opportunities are regard to the provision of IBE opportunities are
needed (M=3.52) needed (M=3.59)

3 Community structures can liaise with other role- Community structures can liaise with other role-
players for support (M=3.40) players for support (M=3.49)

4 Community structures should work with parents Community structures should work with parents
and schools towards IBE (M=3.36) and schools towards IBE (M=3.47)

5 Children have the right to IBE (M=3.33) Children have the right to IBE (M=3.38)

6 Urbanisation has a negative effect on IBE Urbanisation has a negative effect on IBE
(M=3.32) (M=3.38)

7 Community structures can get involved with Community structures can get involved with
regard to financial barriers (M=3.23) regard to financial barriers (M=3.21)

8

9 IBE opportunities are available (M=1.67) IBE opportunities are available (M=1.78)

Considering the rank order (RO), it seems that females and males think similar about the

issues listed. Both the male and female respondents feel most strongly about the need for

individual efforts, and that policy support is needed towards providing inclusive basic

education in Wolayta Soddo. Furthermore, it is clear from the above that both female and

male respondents do not believe that inclusive basic education opportunities are available to

all in Wolayta Soddo, and that government is not sufficiently providing inclusive basic

education opportunities.

When considering how similar or different respondents feel in terms of how long since their

holdings were engulfed by urbanisation, the following can be seen (again presenting the

different themes from highest to lowest in the different groups, and using one colour per

theme to make comparisons easy.):
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Table 5-17: Comparing the perceptions of respondents differing in terms of how long it has

been since their holding was engulfed by urbanisation

RO | 0-2 years since holding | 3-5 years since holding | 6-10 years since 11+ years since
was engulfed by was engulfed by holding was engulfed holding was engulfed
urbanisation urbanisation by urbanisation by urbanisation

1 Policy needs to support | Policy needs to support | Policy needs to support | Individual efforts to
IBE opportunities IBE opportunities IBE opportunities overcome challenges
(M=3.56) (M=3.67) (M=3.51) with regard to the

provision of IBE
opportunities are
needed (M=3.71)

2 Urbanisation has a Individual efforts to Individual efforts to Policy needs to support
negative effect on IBE overcome challenges overcome challenges IBE opportunities
(M=3.44) with regard to the with regard to the (M=3.67)

provision of IBE provision of IBE
opportunities are opportunities are
needed (M=3.67) needed (M=3.51)

3 Community structures | Community structures | Children have the right | Community structures
should work with can liaise with other to IBE (M=3.41) can liaise with other
parents and schools role-players for role-players for
towards IBE (M=3.28) | support (M=3.57) support (M=3.61)

4 Individual efforts to Community structures | Community structures | Community structures
overcome challenges should work with can liaise with other should work with
with regard to the parents and schools role-players for parents and schools
provision of IBE towards IBE (M=3.54) | support (M=3.40) towards IBE (M=3.54)
opportunities are
needed (M=3.11)

5 Children have the right | Community structures | Community structures | Urbanisation has a
to IBE (M=3.08) can get involved with should work with negative effect on IBE

regard to financial parents and schools (M=3.48)
barriers (M=3.50) towards IBE (M=3.36)

6 Community structures | Urbanisation has a Urbanisation has a Community structures
can get involved with negative effect on IBE negative effect on IBE can get involved with
regard to financial (M=3.23) (M=3.36) regard to financial
barriers (M=2.92) barriers (M=3.39)

7 Community structures | Children have the right | Community structures | Children have the right
can liaise with other to IBE (M=3.18) can get involved with to IBE (M=3.19)
role-players for regard to financial
support (M=2.71) barriers (M=3.14)

8

9 IBE opportunities are IBE opportunities are IBE opportunities are IBE opportunities are
available (M=2.08) available (M=1.78) available (M=1.69) available (M=1.70)

Looking at the summative visual display of the comparisons between the rank order of the

different themes with regard to aspects of inclusive basic education, and the community
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structures’ involvement in its provision, for the different groups based on the years since they
had been displaced from their farms, there seemed to be little variation in the rank order
between the last three groups (RO differ with 2 or less). However the first group, that has

been most recently displaced, has different views compared to the others.

It can be noted, for instance, that the recently displaced group has a stronger view with regard
to the negative effect of urbanisation (RO=2), as compared to the three groups who placed it
5t or 6™. The latter three groups, on the other hand feel stronger about liaising with other

role-players (RO varying between 3 and 4), compared to the first group, which placed it 7t".

Another notable difference can be seen on how strongly the different grups feel about
childrens’ right to education. The group whose properties had engulfed by urbanisation
between 6 and 10 years ago, puts this as a higher priority (3™), compared to those who only

recently have been urbanised (5%), and the other two groups where the RO is 7t".

However, the significance of the above was not tested, and it merely provides a holistic view

of the differences in opinion.

When considering the responses in terms of how long they have been involved in community

structures, the following can be seen:

Table 5-18: Comparing perceptions of respondents differing in terms of how long they have

been involved in community structures

RO | 0-10 years as member | 11-20 years as 21-30 years as 31+ years as member
of the community member of the member of the of the community
structure community structure community structure structure

1 Individual efforts to Individual efforts to Policy needs to support | Policy needs to support
overcome challenges overcome challenges IBE opportunities IBE opportunities
with regard to the with regard to the (M=3.53) (M=3.67)
provision of IBE provision of IBE
opportunities are opportunities are
needed (M=3.67) needed (M=3.57)

2 Policy needs to support | Policy needs to support | Individual efforts to Individual efforts to
IBE opportunities IBE opportunities overcome challenges overcome challenges
(M=3.56) (M=3.55) with regard to the with regard to the

provision of IBE provision of IBE
opportunities are opportunities are
needed (M=3.52) needed (M=3.45)
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RO | 0-10 years as member | 11-20 years as 21-30 years as 31+ years as member
of the community member of the member of the of the community
structure community structure community structure structure

3 Community structures | Community structures | Community structures Community structures
should work with should work with can liaise with other should work with
parents and schools parents and schools role-players for parents and schools
towards IBE (M=3.37) towards IBE (M=3.44) support (M=3.47) towards IBE (M=3.38)

4 Community structures | Children have the right | Urbanisation has a Community structures
can liaise with other to IBE (M=3.44) negative effect on IBE can liaise with other
role-players for (M=3.44) role-players for
support (M=3.36) support (M=3.36)

5 Children have the right | Community structures | Community structures | Urbanisation has no
to IBE (M=3.22) can liaise with other should work with negative effect on IBE

role-players for parents and schools (M=3.33)
support (M=3.43) towards IBE (M=3.39)

6 Urbanisation has a Urbanisation has a Children have the right | Children have the right
negative effect on IBE negative effect on IBE to IBE (M=3.31) to IBE (M=3.26)
(M=3.21) (M=3.38)

7 Community structures | Community structures | Community structures Community structures
can get involved with can get involved with can get involved with can get involved with
regard to financial regard to financial regard to financial regard to financial
barriers (M= 2.97) barriers (M=3.26) barriers (M=3.27) barriers (M=3.03)

IBE opportunities are
available (M=1.95)
IBE opportunities are IBE opportunities are IBE opportunities are
available (M=2.08) available (M=1.63) available (M=1.67)

Comparing the views of different sets of respondents based on how long they have been
associated with community structures, it is clear that the trend pattern is similar to those seen
in males and females, when taking the most important views into account. The rank orders
of the different themes do not vary by more than two between the groups. However |
deemed it important to see how they view the involvement of community structures in
inclusive basic education, particularly because these categories refer to the structures

specifically.

The issue that all four sets scored the highest on, is that community structures should work
with parents and schools towards IBE, followed by community structures can liaise with other
role-players for support. What they are the least enthusiastic about in terms of involvement

is to get involved with regard to financial barriers.
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5.9.3 PERCEPTIONS OF COMMUNITY MEMBERS ON INCLUSIVE BASIC EDUCATION AND

THE INVOLVEMENT OF SOCIETAL STRUCTURES

Consistent to the intended purpose, the survey helped to get an overview of the community’s
understanding regarding the problem and possible solutions surrounding the provision of
inclusive basic education. Overall it seems that basic education in the vulnerable urbanised

setting of Wolayta Soddo is not inclusive.

A child’s success in basic education is believed to be based on a strong pre-primary foundation
(cf. 2.5, 4.3.2.3, and 4.3.4). However, the survey results indicate that children in the
vulnerable urbanised setting of Wolayta Soddo are not all getting this pre-primary foundation.
Parallel to the requisite emotional and social adjustments that children acquire in the pre-
primary foundation, they also receive certain foundational pedagogical input (cf. 2.5.). In the
absence of this pre-primary foundation, many children have to wait until they start with the

primary level to get foundational pedagogical input.

The provision of inclusive basic education should start for all children in Ethiopia at age seven
cf.4.3.4;4.3.5.2). Contrarily, the survey results provide empirical evidence that some children

do not start schooling at that age, even if they are old enough.

Inclusive basic education embraces additional constituent characteristics such as ensuring
sustained attendance throughout the level, with the requisite attention on schooling both
inside and outside the classroom (cf. 2.4 & 2.5). The survey results show that the provision of
basic education in the vulnerable urbanised setting of Wolayta Soddo does not adhere to
these. The results point out that there are school children in the setting who are forced to

drop out of the program before they finish the level.

Findings from the survey helped to empirically explain the link between urbanisation-induced
livelihood pressures of households, and a lack of inclusive basic education (cf. 5.3). It was
seen that livelihood pressure obstructs the schooling opportunities of children from displaced
families. This is particularly true with reference to children whose parents were forced to
assume an urban lifestyle without a premeditated decision. The findings in this respect appear
to be consistent with the scholarly assumption that livelihood pressure would significantly

obstruct the effective provision of basic education (cf. 2.4, 2.5).
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The results of the survey further reveal frustrating evidence on the essence of inclusiveness
in the provision of basic education (cf. 5.2). This is being jeopardised as result of livelihood
pressures induced by vulnerable urbanisation (cf. 5.3). The respondents’ perceptions of the
role currently played by government to achieve and improve the inclusiveness of basic
education, display their frustration (cf. 5.5). Contrarily, empirical findings from the survey
results signal encouraging trends regarding the public consciousness and attitude toward
children’s rights to basic education (cf. 5.4). The result shows that the respondents are not
just conscious about the rights of children to basic education. They also believe that education
should be compulsory and that everybody should support its inclusive access. Consistent to
this, it was seen from the survey that the community value a culture of sharing and a sense
of collective responsibility. This could encourage pledging support for inclusive basic
education to children from needy households within the community. The results further point
out that the provision of inclusive basic education constitute one of the top priorities of the
community, and they do not want other public projects and government development plans

to compromise the provision of basic education.

The results indicate that most respondents are unhappy that government is not adequately
playing its role. They also feel that government is bypassing its responsibility to achieve and
improve the provision of inclusive basic education (cf. 5.5). From the survey it seems as if
public perception indicates that the community is ready to look inward so that they can to
play their part in order to improve the situation (cf. 5.7). In this respect, they attach significant
expectations to tapping the unused potential of community structures (cf. 5.7) and individuals
in the community (cf. 5.8). Besides, it was found from the survey that respondents agree that
the involvement of community structures to support basic education can include
independent involvement, and joint actions with schools, the government and other potential
actors. This also points to the need for devising enabling policy directives (cf. 5.6) to ensure
the provision of inclusive basic education. In summary, it is evident from all that was discussed
in this chapter that firstly, community members are in support of children’s right to education,
and policies that will allow and enforce this. Secondly, they do seem to believe that
community structures should contribute to inclusive basic education, but also in partnership
with other role-players. It is also evident that they feel that currently not enough is being

done to provide this education.
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5.10 CONCLUSION

In this chapter, | provided a report of the survey undertaken on sampled household heads
associated with three different societal structures, and who were living in the vulnerable
urbanised localities of Wolayta Soddo town. It involved household heads from both genders,
namely 122 women (40.7%) and 178 men (59.3%). Pieces of information were provided with

the mean score, standard deviation and skewness.

The results of the survey provided empirical evidence on the community’s understanding
regarding of the problem and possible solutions surrounding the provision of inclusive basic
education in vulnerable urbanised settings in Wolayta Soddo. It presented an overview of the
extent of inclusion in basic education, and the actual and potential involvement of societal
structures in the implementation of basic education in the setting. The information obtained
suggest that the degree of inclusiveness to basic education in the setting is actually quite
fragile, and that prospects need to be thoroughly explored to in order to achieve and maintain

it.

In the next chapter | provide a rigorous exploration of the qualitative data and its report.
The qualitative data was be gathered from structure leaders and relevant government
officers at the municipality, and that was carefully analysed. | presumed that the findings
obtained from qualitative data, in combination with the information from the survey and
critical policy analysis, would significantly enrich the eventual overall findings of the

research.
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CHAPTER 6: ANALYSIS OF QUALITATIVE
DATA

6.1 INTRODUCTION

In the previous chapter, quantitative data from members of the community was analysed in
order to get an overview of the understanding that exists in the community regarding the
provision of inclusive basic education in the vulnerable urbanised settings of Wolayta Sodo,
and the possible involvement of community structures to support the practice. This chapter,
on the other hand, presents an analysis of the qualitative data obtained from the participants
of the study in order to explore the capacity and potential role of existing community

structures to support inclusive basic education in vulnerable urbanised settings.

As was explained in Chapter 3 (c.f. 3.4.2.4), there are three sets of voices to be heard in this
study. Firstly, 13 leaders from three community structures are heard, based on data
generated through three separate focus group discussions with the executive committees of
three community structures in the study area. These were labelled as Structure A, B and C for
convenience of analysis and anonymity in reporting. Secondly, a senior expert from the
town’s administration office is heard. In this case, the community organisation expert is the
relevant technical personnel contacted for professional suggestions regarding what the
available structures could do to support the provision of basic education. The community
organisations unitin the town’s administration is a section in charge of overseeing, supporting
and mobilising the efforts of available informal societal structures in the current government
operational organogram. In the light of this, the interview with the expert from the
Community Organisation Unit of the town helped to compile certain empirical insights crucial
to the study. Participant #M1 is one of the experts in the unit working on affairs pertaining to
community organisations and structures. Thirdly, an executive appointee at the municipality,

as representative of the government, is heard, and | refer to this person as Participant #M2.

As all the interviews were conducted in Amharic, | had to translate the transcripts for this
thesis. | put the English version first, in red, followed by the original Amharic version in blue.
Although traditionally, the original would be placed first, followed by the translated version
in square brackets, | opted to do it the other way round as my assumption was that most of

the readers would find it easier to read that way around. | thus used direct quotes in the
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English version where it forms part of a sentence, although those have been translated in

actual fact.

| base my reporting on different themes that emerged from the data. Due to the nature of
the different tasks of the participants, in some sections only some voices are heard but where

possible, | juxtaposed the different views.

6.2 REALITIES OF URBANISED FAMILIES

Demographically, the part of town that the study focuses on comprises a majority of
households from farming background who were forced to start living an urban lifestyle. The
town engulfed the community, which entailed the entire village. In this process, a household
is now entitled to only claim a 500 square meter residential plot on which to build an urban
house. This could be on what was the family’s own farm plot but it could also be from outside
their farm plot. In either case, displacement is inevitable because according to the new urban
residential rules, the house has to fit to the pre-sketched master plan of the town. So,
although the households remained in the same locality, they were hardly able to remain in
their houses that they built while they were at their farm. Furthermore, with losing the land,
the families lost their livelihood means, and that is why | refer to those families as vulnerable
urbanised families. All this and more came out in the interviews that | had with the different

stakeholders, and | discuss the data in the sections that follow.

6.2.1 RECKLESS PROCESS IN RURAL-URBAN TRANSITION

During the interviews the realities that families face due to urbanisation and displacement
clearly came to the fore.The process used during urbanisation seems to have been traumatic
for those that previously held farms. Participant #M1, the municipality expert on community
structures, made the point that the submersion of these villages into the township resulted
in the expropriation of the farm holdings, which used to be the sole means of livelihood to
those farming households. As a result, he believes the process affected every aspect of their

life associated with the farm:

In the process of a rapid urban sprawl, their farm holdings were expropriated, and this

affected every aspect of their life associated with the farm such as their livelihood and
the education prospects of their children. (PN+®@ PAPH RAMD NANTAD-

nNaog+q PACA  +INC a21mA JC +P&H NATHU $CN 1H N+MPAXT Ph+am
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ANNNPF PO FZ@m PUNZAN A&AT PRC PATTTFE-9R 7 AReNG F9RUCHT
+ATE NATTI NMPAL EN+ETF AL 2AJR:: (Participant #M1)).

The views of the community structure leaders resonated with this, as they pointed out that
the process of urban expansion was managed without prior consultation, and the whole
process was reckless and chaotic. Participant #C2 shared that “no premeditated transitional
package [from the government side] was offered. They [those in the government] were in a
hurry to jump into the process and pushed us out of our farm holdings and then expropriated
it.” (PANNT PAGR: Newe& 1@~ PHINMD-:: +IRCELM ATT NTILTPA RHFTFY paT:)
Participant #B3 added that there was “no single evidence available that suggests [from part
of the municipality or government sectors] the issue was considered beforehand.” (N“HJ78

P71 AA PARY9AF ANA AT ANCC £HFFT NARIMP @b F279° PFANNT F8L PR MEIP

&6 PAJR::) Indeed, Participant #M1 viewed the whole process as chaotic:”The process of
urban sprawl was chaotic from the start, which messed up the life of the displaced.”
(haegaepm-g° $NAPTT NPNANT URE &5 PIPLPTT ULDT PARAPPA 10»:)
(Participant #M1) Based on his explanation, it was clear the town encroached rapidly beyond
its fringe areas to constitute 18 localities, while it used to comprise just 11 a few years ago.
So, all the seven newly delineated localities were villages of farm communities before being

merged with the town.

The process of expropriation of the land took place without prior consultation, or without any
arrangements put in place before evicting the community from their farm holdings. They also

had no assistance to help them to adapt to an urban way of life. Participant #M1 explained:

With regard to the essence of transition, the process of urban sprawl was frenzied and
swift. It was not guided by careful social, economic and cultural impact studies. So it
damaged livelihood of the households formerly making their living on farming activities.
In this process, it also affected the basic education opportunity of children from these
households. (PN+ d®A4.4.F UL+ N+APAN+ NAREAR, P@- gRIGD f N AR PP Py
NUAR ATLIRFM PATMSNT e&1T PIPLPTT ULMT PAPAPPA 1M-i: 9 FP
ANGC PINZ@ NARPE PR+HAN RO PNFTTT PART FI2UCT MH+ AT9EA: (Participant
#M1)).
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During the process of transition, government did not give sufficient time to the evictees to
prepare themselves for upcoming life challenges when their smallholdings were turned into
a township. Equally, the town administration did not offer them adequate compensation or
rehabilitation packages (Though their farm holdings were expropriated in connection with
swift urbanisation, these households are receiving no support from the town administration.
(TINSPF MAFOT AM+PA: 97 Nk 1HI THhhAge Py dedgday © PFANAF@®- 17C PAgP::
(Participant #M1); The government did not pay enough compensation when it deprived
people of their livelihoods and property. As a result, children from those households are
lacking foundational opportunities and are less successful in schooling. (®%°1N+ APEY NFC
mALFFO-T EHFFO- (L LLTPA N NATE AANEATD:: NH PHIA APTF ABFF@T ATIN+C

PAKG A5 h&A NEC AST NFIUCHTFO MM ALUPHI® (Participant A2))).

The speed of the process resulted in panic, and from that time, the community regarded
themselves as a displaced minority, although in all practicality they have not moved outside
of their original geographical location (Ever since they [the households] turned to township,
they have been regarding themselves as evictees. (U&+ 1N FP NV IR MNLD +ZNNA
P AL G2 L 1M PA PPM-:) (Participant #M1))). Participant #M1 further recalled that
the abrupt nature of the process of transition brought total chaos to the entire living patterns
of the heads of households, and they were forced to adopt practices which they have never
tried before: “Some men who head households left the area looking for casual labour
elsewhere far away, and their wives also moved around the neighbourhood in search of hand-
outs and daily labour to feed themselves and the children.” (N7 A®® AFANT N4 ANk
PLL:: IPARI® N@ NF HE ANN NN PAPAAAT AR ACPATI4LTF 047284 NH §FM@-::

NAHU @mMu+F AUT ALPT 102 (Participant #M1)).

Participant #M1 was appalled by the fact that even at a later stage; government was not seen
to be making any effort. His feeling was that the process broke the evictees emotionally
(Nothing had been done in this respect. Now the evictees bitterly recollected their

vulnerability and | heard many of them remorsefully interjecting that Heaven had shunned
them for reasons they could not comprehend (NU-33@ +T(C/M 4AF@DT POy /ojd-g
ATHANYC NAMAT 10 2UTT N+ ATPR$NT AHU £8277 N P+574% AOF N 1H
AIMMM-FAT A9 PAHTA: BUT ATE NAA 077 ML mEF AAGRT 4 PNAM PAHTA:
(Participant #M1))).
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It was clear from the interviews that the urbanisation itself, as well as the way the process

was handled, had a devastating impact on the families, and that it led to a life of struggle.

6.2.2 THE STRUGGLES OF PARENTS FOLLOWING DISPOSSESSION

The families faced many challenges as a result of the dispossession. Participant #A2 explained
the destitution at household level in the vulnerably urbanised portion of Soddo town and said
that “dispossession of the landholdings without proper compensation caused most parents
in this locality to struggle to send their children to school” (%10 APEY NFC AN FF 0T
BHFF@ A.PLTPA NG NATD AANLAT:: NH P+1A APTF ARFFO-T ATIN+TIC PAKG A187

N&EA NEARC AST NFIRUCHTO M9 ALUPFIP:). Participant #A3 echoed this and
stated that “since, they [households] left their landholdings ... let alone sending them
[children] to school, many parents here are even not in a situation to feed their kids”

(NeHFTT N+HLTPATNT LH ATNT AEFFOT AA $CF P SFO-T aoNm- hH, P NAL AR ENG
F/% W RYLT ATOAR PAFA APT Ae).

Besides leaving their farm, which was once the livelihood source of the whole household, the
community leaders emphasised that households now found it hard to cope with an urban life.
It had not been their decision, so they did not make plans beforehand on how to earn money,
and had no idea how to economically survive in such a setting. Participant #C3, for example,
explained that “none-farm background ones started urban life with a premeditated decision,
but farmers took it without their choice. Thus the latter have no a clear prospect of earning”

(ATHPPE N LAFOT AATPCATOT AHIES+TM POPM. §FM-:9AR PULMT AdPmMeh,

AATFM@-::). In another focus group discussion, Participant #C1 similarly emphasised that former
farm-background households were increasingly seen as displaced and dispossessed people.
Subsequently, their children’s’ chances to complete basic education became notably less,
compared to non-farm-community background children inhabiting the same urban space. He
said that “in a genuine sense, those with farm background should be regarded a displaced

community. Let alone schooling, they struggle to feed their children. The two [sets of children]

are never alike” (1NCE h +4.5$L TFM:: MA+L RLLLATD AE dpap)) ENNE8FPA:
EAPA:: (Participant #C1)) (cf. 6.2.1 & 6.3.5).

The community structure leaders, as well as the community structure expert, all seem to

believe that the process of expropriation and urbanisation pushed most families into
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deprivation and frustration. From their explanations, it was clear for most households in the
study area that before urbamisation they had been able to sustain a simple lifestyle on their
farm holdings. Their farmland indeed used to be their ultimate means of earning to cover the
entire living expenses of the households. After urbanisation, the former farming households
were increasingly seen, and also saw themselves, as dislocated and marginalised people. This

had a devastating effect on the schooling of their children.

One of the disturbing consequences of the rapid administrative move in the rural to urban
transition in the area was the disruption of children’s education. The destitution of the
parents led to a vicious cycle of poverty and a lack of education, tending to repeat itself.
Participant #M1 explained that parents from former farming backgrounds, in particular, faced
a challenge to help their children get inclusive basic education opportunities (When education
is concerned, except for a very few with relatively a better potential to assist their children to
get education, most households [from former farming community backgrounds] are unable
to help their children achieve basic education in this part of the town (T9°UC+% N+@2AN+
AT8YE AAR AAR APID PAM- NN ALY NA+$C AHU ANNMN, ALFFOT ANHE O N+AN

APN+Te A2E2ATR:: (Participant #M1))). Indeed, community structure participants
confirmed that household deprivation is the largest barrier to achieving inclusive basic
education, and that subsequently some children are either completely or partially excluded

from basic education. (Most parents were dispossessed of their farm holdings and are thus
not able to take care of their children and send them to school ($£9® Nd NASTFD PINZM-
@4+ NATIMP [MAET] 2+824PF° U A8 TN+TILP N&+E PN, APTD 04T @O
qFm-:: (Participant #B3))). Participant #M1 explained that “suddenly losing all their

landholdings, has subjected them [members in the evicted households] to keep losing every

bit of their life prospects on daily basis.” “Thus, the way it messed up prospects of inclusive
education to the children of this group too is rather grave.” (NEHF 2L 5 +Ntie PINEL
®ALT PINGFD ALT NPOAFR 174Fa 0PM: 10r: R4 hTYNAT TN NTCAN(T
ANNG AAZFP PF+IPUCT &AVFTFOT Uk £6nIPE-A: (Participant #M1)). He emphasised
that households from non-farm community backgrounds were relatively better off, as they

had somehow a regular source of income to support the livelihood and expenses of all the

members in the household. He said: “Some of them [from non-farming community household
backgrounds] are merchants and others are employees in government offices” (A7 PF £m,

M, NANHE® PATE §F@:: PARY)ATF Ag-t+EG IR MLIR 198,PF5 PARAAAT L7 FNFPA:
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(Participant #M1)). The underlying point made was that those who are not from the original
farming community settled in this part of the town by choice, and were able to contemplate
with better direction how to make a life for their families going forward. The fate of their
children is therefore very different to that of the children from families with a farming
community background. On the other hand, people from the former farming communities
were pushed into an urban lifestyle without premeditated decisions or plans from their side.
As a result, the process affected every aspect of their family life, in particular their children’s
chance of access to inclusive basic education. The details of this will be discussed in the

section that follows.

6.3 BARRIERS TO EDUCATION EXPERIENCED BY CHILDREN OF URBANISED
FAMILIES

Leaders of the structures provided descriptions of the way they understood the state of
inclusive basic education in the setting. They based this on features contributing to or
comprising of the provision of inclusive basic education, namely pre-primary learning, starting
primary education at the required age, regularly attending classes and lessons, and successful
completion of the primary level (cf. sections 2.4 & 2.5). However, it seems as if this is not

attained by children from the families that were urbanised and displaced.

The community leaders shared that parents are generally dissatisfied with the situation of
sending their children for basic education (parents want to send their kids to school, but as
there are many basic things lacking, generally the public is unhappy ("PE ALFFm-7
ATINTIC &A1 AATE 97 NAT8TL 11T AAGRARAT 1A 2A+E AL EATE:
(#Participant B2))). Participants mentioned in their explanations that children from displaced
families are either left out from schooling opportunities, or they face hardships in the process

of schooling, which causing them feel generally dissatisfied.

6.3.1 PROCEDURAL CONSIDERATIONS TO SAFEGUARD INCLUSIVE EDUCATION IN THE

FACE OF VULNERABLE URBANISATION WERE NOT SATISFACTORY

In an attempt to find out if procedural policy arrangements were considered to safeguard
inclusive basic education in the face of vulnerable urban sprawling, leaders of the community
structures responded there had not been any to mention. In the light of this, participants

were exceedingly bitter in recollecting this procedural negligence and the inherent
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consequences on the livelihoods of members of the households in general and on inclusive
basic education of the children in particular (Let alone the basic education opportunity of the
children, the government hardly had any concern about [the children’s] very survival
[emphasis in the original]. We are a typically repressed minority (PA L+ +92UCT ¢CF N+
NAMPAL NULDF PAR&PFFMI° 17C &HMHI° NPT NAINM AAFANNTIR::APHT4T 10-

PAID- [ART PAET TIRUCT... PART NMPAL NULMT dD&Fge: (Participant #C3))). The
tone in the response revealed that the resentment has remained very intense. The victims
were observed to be desperate in all aspects, even with respect to the very survival of their
children. They were outraged to remember the scale of uncertainty that the procedure
evoked in them concerning achieving inclusive basic education. Participant #A1 stated this:
“Leave alone basic education, even the livelihood was never taken into account for those
children under the age of 18 [during our eviction from the farm holdings]” (t9°UC*+ £$CT
AOAT FCAFOT ATNY N18 900+ NaF AT P+L847 170 PATR::)). They went on to express
that due to a chaotic move that put them in a vulnerable situation, not only their current
livelihood but also the future of their children looked bleak. (No concern has been seen from
the government side until today. For us, it is like trying to walk in a complete darkness. Only

God knows what our community’s future may hold. (° NN 77C PAF:: A58, P (o ATH M-ND
1@ PIRIENL M AD L&+ AMH,/C PTULAD-T Aly PM-PA:: (Participant #C4))).

In summary, structure leaders underscored the expansion of the town, and that the manner
in which it engulfed their farming communities was explosive in nature. It subjugated their
holdings, without any perceivable prior arrangement to safeguard the wellbeing of the

community, or the education of the children.

6.3.2 LACKING INCLUSIVE PRE-PRIMARY FOUNDATION OPPORTUNITIES

One of the issues that face all children in this locality is the unavailability of pre-primary
schools. Access to pre-primary education has consequences in either impeding or enhancing
inclusive basic education at the primary school level and beyond (Britto, 2012:9-10; Lillejor,
2017:7). However, participants unanimously shared that there have been challenges in
achieving a pre-primary foundation for nearly all the children in the locality. The community
leaders agreed that no nursery schools were available in the area to provide pre-primary

school experiences for the children. (All in all, there is no kindergarten available in this area

(A8 L-U9TF P@NA 7191 NANNNE® NMPAL PAJIR:: (Participant #B1); There is no
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kindergarten in the area (A82-U95F PT.NA AHU ANNMN, PAF®:: (Participant #C2); Nursery
school is not available in this part of the town, and it is not for free, which means parents have
to pay for it. As a result almost all kids in this locality do not attend a nursery school (AH.U
ANNN AEARC ARLURTT PATR:: RGP NEP EMPPA : TIATIR DAL N&EAe 10 TN+THC
PO FAD-:: NAHU PHU N&.C ARGTT PARRURTT 8487 £HAFA:: (Participant #M1))).

The lack of nursery schools in the vicinity, implies that if parents want to send their children
to such a school, they have to pay for transport to send the children to a nursery school far
away, and to pick them up after school. Furthermore, as pre-primary education is not
subsidised by the state, parents have to pay the rather expensive school fees. So the
combination of high kindergarten fees coupled with the extra expense of transporting
children to nursery schools, makes it almost unaffordable for these households, who struggle
to put a daily meal on the table (Sending kids to a nursery school is considered a privilege of
one who can afford to pay for transporting his/her kids outside the neighborhood, which is

unthinkable for us the displaced (PO AUKTT TN+TC &P PA NLC +Ahche aehg+C
ATLFA ATE ATE AT AT4TPL AL N9 (Participant A3))). The participants therefore

concluded that the lack of kindergarten in the area, on the one hand, and the fact that they
do not have the means to pay for transport, on the other, result in children in the locality

generally not attending pre-primary school.

Participants also viewed that not attending a nursery school is thought to negatively impact
on the learners’ success at a later stage (Some children are simply ineffective in their schooling
mainly because they start their primary education without a pre-primary experience (£A KG
A1LE h&d NEARC AST NTIRUCHFE MMy ALURIR: (Participant#A2)); Children
from these households generally start primary school without attending kindergarten that
makes it difficult for them to easily get used to the school environment and become effective
in their schooling (AT A6L U95T HAAD- 1§ A&A AP EaRLF M- 92U T kT AGRACD 29D
U1 APL@m PFHIRUCT UL FF@ Uh BUT ARALF PAMTPA:: (Participant #A1))). The views
of the participants are consistent with the views of other scholars (Britto, 2012:9-10) that
children who start primary education without having completed pre-primary preparation,

generally experience difficulty in coping in school.
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The unavailability of nursery schools in the vicinity is also a challenge for the families that
move to this urban area out of choice. However, participants viewed that, as the result of a
lack of nursery schools in the area, the chance of children from farm community households
to achieve pre-primary education was far less compared to that of children from a non-
farming background. Participants argued that the latter group was in a relatively better
financial position to consider of options that may help to enable pre-primary opportunities

for their children. Participant #A1 stated:

Their [children from farm community households] chance is not equally bright to
that of others concerning getting pre-primary opportunity. First of all, pre-primary
education does not exist in the neighbourhood and also is not free. The rest [those
from households without a farming community background] who settled by
choice could plan achieving it [pre-primary education], as most of them have a
permanent income to support the livelihood and schooling of the children. Those
from farming household backgrounds have had less chance of securing it [pre-
primary education] and have hard time to think about it (A4 024 PAFM-9® ::
NEeC ean.anpng NANNNMD- PAJRI NAREAD/P p/5 T $Ldd F9oyCt
pangan/p Poiqe NN&P 1M-::ATH P+AA ULMT NARAT LAFMDT AHIE+D NOP L
PAPM: TF@:PLAFO-IR 1 PALFFO ULDT TANAG APMeR, AL 100 AATPE
NEY12FLAGAIT P+4 TP TF@:: NAHU ATIAN 9°99° 1H ALTITTFIR:),

Participant #M2, a senior political appointee at the municipality, acknowledged the lack of
public sector’s involvement in the provision of pre-primary education. He stated that a lack
of public investment in the sector played a role in depriving children in the poorer parts of
town, such as the recent expansion localities, access to pre-primary education. However, he
explained that his office is embarking on devising alternative plans to help children such as

those in the vulnerable urbanised areas.

He said “for pre-primary, we initiated an alternative package to the poor to fill a gap created

due to the unavailability of public kindergartens — the available ones are run by the private
sector that demand fees hard for most families to afford” (AL U5t N+I2AN+ A4
NAUNYF P++m aeUPrT &Y MAS AGPhLA PTNNE NP PAPMPPFm-T FIC AdR& F+
Ph+m ANT8LC AL CTT NtHOTRIFFT NAPMPID A9L60 NAT 1844 (Participant #M2)).

He further hinted that this alternative package involved informal community structures,

130



Chapter 6: Qualitative Data analysis

churches and the Women’s Development Team'®. Moreover, as per his explanation, children
were being offered learning opportunities at a convenient place at a vicinity chosen from
among the available optional sites like churches, primary schools, former farmer training
centres etc. in a range of two kilometres. However, | could not get any confirmation about

this from other sources.

He also pointed out that the town’s administration employed trained nursery school
facilitators to assist in achieving the effective provision of pre-primary education in a child-
friendly manner throughout the town. Overall, from the interview with Participant #M2, it
seems as if he was fairly satisfied in this regard, including in the new vulnerable urbanised
portion of the town (In addressing the problem of pre-primary provisions, joint efforts by the

town’s administration and its education department helped our town to be rated as a model
at regional level (PN+@F7 AN+8LC NTFRUCT HCE &/Nt IC NPT BT NAMPAL
PARL URSTT FoIC NAPELE 218 N+TFT hhAA ATL ACKP 2MeNAA:: (Participant #M2))).

However, information from members of the community indicated that they are not aware of

any of such initiatives.

The provision of pre-primary education, which is also referred to as nursery schooling or
kindergarten, is believed to be crucial in terms of laying a strong foundation for basic
education. As a bridge between home and school, it facilitates a smooth transition in a child-
friendly manner and helps to avoid an abrupt transition from home to school (Britto, 2012:9-
10). It also conveys basic literacy and numeracy skills for the cognitive development of a child
(Lillejor, 2017:7). Inturn, thisis presumed to contribute to achieving inclusive basic education
via a reduction in the potential dropout rate during the early stages of primary education. The
presumption is that children who have become accustomed to an out-of-home educational
experience during their stay at kindergarten before starting the primary level, experience the
school environment as a friendly place, as opposed to those who directly start with primary

grade without passing through kindergarten.

The trend in Ethiopia, however, is that pre-primary education is not state supported, and is
run by the private sector. The private sector builds nursery schools, and also train and employ

teachers. Consequently, government does not engage itself in any duties regarding service

10 Being an extension of the local government structure, the Women’s Development Team is not really trusted
by the community as it is seen as a promoter of a political agenda within society.
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delivery at that level. Presumably, however, this trend has resulted in children in areas such
as the one under study missing pre-primary education on account of being less competitive

in absorbing the private sector investment.

6.3.3 LONG DISTANCES TO SCHOOLS ACT AS A BARRIER

A second challenge that was mentioned by many of the participants is that the displaced
families live far away from the schools, with the result that these children then have to walk

to school (The public primary school available is far for the younger children to walk in rainy
and hot seasons (A725 £Z8M™-9° 4% NATLA NBYLST HTN MPF AL PFM A1N LAM-
U39t +9°UCT Nt aeY e BAAF &) (Participant #C2); A primary school is far for the younger
ones to walk during hot season of the year (t92UCT N+ MEFT PAD- AURKSTT API
NA%IG-Fm NRYL MP+ ACRARAAN B PA: (Participant #C1))). When the children are sent
to school before they are strong enough to walk the distance, they tend to find schooling
unenjoyably and even start to hate it. The participants also pointed out parents felt that their
children would not be able to walk the distance to school in rainy and hot months if they

started schooling at the conventional age.

However, Participant #M2 argued that the standard set in the town is to make schools
available within a two-kilometre distance from home, and that his office is indeed very close
to achieve this target throughout the town, including in the recent expansion areas. (Our
target is to make learning centres or schools available to children, especially to the younger
ones at 2 km distance. Though this is not fully achieved, we are very close to it (PART5Z P

MONAT ALt NHMANT PN+ AFT8CE APNLLT NP 2 NAe TF+C TLRLN 100 AT

LUy ATANT FTA NF 10 PIRe/ %)), The information from the structure leaders
(Participant#C1 & #C2 quoted above (cf. 6.3.3)) clearly rejects this claim.

6.3.4 LATE ENTRY AND EARLY DROPOUT

The conventional primary school age for children in Ethiopia is seven - 14, and those who are
unable to start schooling when they turn seven are labelled as over-aged out-of-school
children (Onwu, 2010:76). From this, it is clear in the context of the Ethiopian basic education
policy that the provision of education needs to be geared toward inclusive start-up in order

to absorb every child who is old enough to start school. | have personally observed the
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Ministry of Education launching campaigns prior to the beginning of an academic year to

motivate parents to send every child who turned seven to register and to start school.

However, the responses of the participants clearly showed that there were children in the
context of the vulnerable urbanised setting in Wolayta Soddo town who were not starting
their basic education at that age. Participant C3 stated “not every child is starting at seven

(rv U977 AREATD gREGR(::). #Participant Al added that “there are children who start
[primary school] later than seven” (NNNT AP+ PMELEICLC AA:). According to the

community structure participants, parents in the area are hesitant to let their children start
schooling until at least they are old enough and competent to safely walk, due to the distances
to school (The public primary school in the area is far for younger children to walk. So many
children become unhappy to go to school and find going to school unenjoyable thing to do

(A7RG BLEM-9° 4% NATLA NBY LT HT MPT AL PFM A1N PAG- UISTH FI°UCT NF

any e BAAF A (Participant #C2))). When probed about whether this was a problem
specifically for poorer families due to vulnerable urbanisation as compared to children from
a non-farming community background, leaders of the structures were hesitant to confirm or
deny this (Irrespective of family background, many children start going to primary school at
age of eight or above. Generally, schools are far away from here (A2 892¢.92:: )7 PA'(x FIC
NF ALUT hNF Cbt P+iA ANHED- 8 9aPF+F NH NAL NPTTF®- 10~ 1§ W& PTLEIRGF

NAY 1M PIRTIRIMm-: (Participant #B1))). They explained that parents had experience of
observing younger children who associated schooling with walking long distances daily in

order to attend school.

Participants believed some parents intentionally delayed their children and made them start
primary school later than at the conventional age. This is probably because of their worry that
younger children would skip school in the hot and rainy seasons, and eventually drop out

before they complete the grade.

On the other hand, learners are also dropping out before completing primary school in this
locality. Seemingly, in addition to the weather conditions and the long distances, some

children give up before completing primary school as the academic pressure increases (Some
children quit somewhere in the middle before completing primary education (: P92HA®

Met ARLAIR: (Participant #C2))). The participants shared that the reason for this is that

the children are experiencing many barriers that relate to their survival, rather than directly
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linked to the school (There are lot of economic factors to worry about such as what to eat,

the clothing, the distance they travel and are many more problems causing irregularity in
attendance thereof leading to dropout (:PANTTF F9C TAFI® oNAT: TRANMNF PNF
Cet Ui PARTPTPAL 2 PNHAL NAT® PRCMA:: (Participant #C2))).

All the community leaders held a consistent belief that compared to non-farming community
background children, the children from former farming communities were more vulnerable
in terms of the dropout rate. Participant #B1, for instance, said: “Due to factors such as
household livelihood pressure, lack of food and school uniform, more children from farm-

community background drop their primary education before finishing the level than others
[those children from non-farm community family background]” (®NZ2F@ 1Né N+NA
PUIm LT N+ALP PNTLF  PAHAN : 3PID FOC 9°9NT AN MM+ PNF Cht
NARANAT BYA AL PaR PECM. Afv::). The situation was confirmed by the community

structure expert, Participant #M1, explaining the pattern of factors or incidents in vulnerable
urbanization, which ultimately affects the opportunities for basic education of the children
from earlier farming communities (For beforehand mechanisms were not in place [during the
process], eviction from farm holdings messed up household livelihood security, which in turn

led to drawbacks such as irregularities in learner attendance at school and a high dropout rate
(N$LP PN+HAN ANFI, A8 PTIT INCT NPSA™ R APLL] AANT PTRAM- P+MT 770
NAMFPG +MLPTF FIRYCFHTFOT WPRIM AT8PHNA TMELAT® U1 PA $4 ANF+i
AAFATP:: (Participant #M1))).

However, contrary to the concerns raised by the community leaders as well as the community
structure expert, Participant #M2 confidently asserted that children in the vulnerable
urbanisation areas had no particular hardship preventing them to start schooling at the
conventional age. He pointed out that the educational department of the town’s
administration, in coordination with an existing organised taskforce, the Women’s
Development Team, launched a massive campaign to encourage parents to send their
children to school. He stated that the Women’s Development Team helped his office to
achieve the objective of convincing parents to send every child who turned seven to school
(As a result of the campaign, reports from them [the Women’s Development team] show we

are successful in making children start primary level at conventionally recommended age. |

do not see any challenge in that respect (PAFF AT+ MY AaN LT e+I2UCT HOE
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N PhUL® PhcIt M4t $NPA APLT8TS. MAS ALET NANT AT F9°UCTH
AT8 PNEIRC AT AA+FA NH ATRC 9D A&E+T PAGR:: (Participant #M2))). Participant

#M2 shared that the Women’s Development Team regularly provides progress reports to the
Department of Education in the town’s administration, which helps the Department to track
progress. There are also opportunities for the Women’s Development Team to attend

discussion sessions with the Department to raise issues of concern.

Although cautious in his response, Participant #M2 did not disagree with the assumption that
urbanisation hindered the provision of inclusive basic education in the recently expanded part

of the town. He states that:

| share a worry that some children from already poor households could become
vulnerable due to exclusion from basic education opportunities. These are households
in transition, they would appear more prone to livelihood and related challenges
compared to households living in the centre of the town (Y4 h+a3 hA+ 1NeT
AIRAC ATHU $L&qoge &Y NAPTF@m NTIRUCT N> AT8.CE ALLLCT ATLFA PR
PATS 8T PNAM +IA6 PARPTFMT F8L AANN, ARPFT AR AANLTR::),

Then Participant #M2 provided an aggregate dropout statistic of 0.28% (of over 49, 000
learners) to the town as a whole, which was recorded in June 2016. This figure was, however,
an aggregate of entire town, and Participant #M2 notably pointed out that the distribution of
the reported dropout was skewed to peripheral localities, which chiefly embraced the recent
expansion areas of the town (We have a dropout rate of 0.28% at the town level and that is

a worrisome figure. In terms of distribution, its proportion is skewed to the peripheral
localities of the town (NN+ 248 NAMPAL 0.28% TOMI-TI%LHM NANHED ML 8C
m32F £ILA NALM A0DF +ADHN AT BY AAAN, €M 70 (Participant #M2))).

From his explanation it was clear that the Women’s Development Team functioned both in
terms of contributing to manage learner retention and to encourage regular school
attendance. In the process of their effort to reduce the school dropout rate to ultimately
ensure learner retention, they follow up regular attendance as a monitoring tool. In his
explanation however, he hinted that poverty in the area tended to threaten learners’ regular
attendance in the short term. Learner retention is further challenged when a trend of

irregularity in attendance is not sorted out before it results in a drop-out.
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Taking the views of the different participants into account, there can be no doubt that
although advocacy efforts are made by the Department of Education, and although poverty
prevail in the town in general, children in areas where most of their families started urban life
by being evicted from farm holdings were more vulnerable to miss the opportunity of

inclusive basic education than other children.

6.3.5 EVICTION, CHALLENGE OF WORKING CHILDREN AND MEANINGFUL LEARNING

When one takes into account the realities of the families who lost their means of living due
to urbanisation, and the issues around the accessibility of education opportunities, it seems
inevitable that this would have a negative impact on meaningful and successful learning.
Participant #M1, the community structure expert, continued to raise his concern about the
overall provision of education by explaining that “due to livelihood challenges associated with
vulnerable urbanisation, the overall atmosphere in which the basic education program being
run is never conducive to let effective learning be achieved” (Ph+ @ dh4.4.+ UL+
NEmc@ PN+AN LUrt g @AM PMNAL +9RUCT Ne 0P+ ATEPNA> £ 9P

PR P 2 LATR: (Participant #M1)). Indeed, he pointed out it was improbable that those
children would be able to focus enough on their school work or benefit from the opportunity
to attend school (I would say, under such conditions, learning cannot be effective and
meaningful. Children cannot concentrate. The socioeconomic setting in overall makes the
learning situation to be not child-friendly (NP0A+ NTRP@- +7NF +CFI® PAD-T AUKSTT °F
TIRUC NMPLN 278 ARG 10 ML ATA® 2U ATEAA AZITMAL:: PAD- AGRTZ
NMPAL AUKTT 9°F ARLATR:: (Participant #M1))). This sentiment was echoed by other
participants, like Participant #C2, who said “There are lot of economic factors to worry about
such as what to eat, the clothing, the distance to travel and much more problems causing
irregularity in attendance and leading to dropout from schooling”) (Nt ANF T PP T
AANTF@:- PNATE PPANNTE PN CPT UA PATSTPAL $24 PNHAT NATR PRCMA::
(Participant #C2)). Participant #M2 also seemed unconvinced that the Women’s Development
Team would be able to significantly address the concentration and focus of the learners on
their school work. In situations where learners’ regular class attendance and meaningful
concentration on lessons are threatened by anxiety rising from challenges such as household

livelihood uncertainties, it is difficult to perceive the effective provision of inclusive basic

education (Bird, et al., 2011:12; EFA FTI Secretariat, 2010:5).
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It was pointed out that the children find it difficult to concentrate at school because they are
hungry. After school they would immediately rush home to get food (First they [school
children] rush to find something to put in their stomach, and then after, they may start

thinking about their studies (tZ4M@- AAEAR/P (PFEFMmF MAFIN NFA 10 HTF A

P FAM- :: (Participant #A4))).

One important issue that was mentioned regularly is that some children try to get petty jobs
after school to help the family survive (Almost every child customarily supports her/his
parents in the after-school hours in the struggle to secure food on table..., that is even fine
compared to the situation of those children who stop learning and end up to live on streets

(NFI2UCT amAN NN+HAN JC NAP+I7H 189 AR ALMM- A2dMA N 4 NMI° mq jd-::
FIRUCT AL NF P L+N-C AB AH ANNN, 84N AA N AANTNTIR:: (Participant #M1))).

Many children devote their after-school hours on money-earning activities. Participant A3
said: “They can't just spend time studying; often their priority is how to earn some means to
secure their lunches first” (NM5F NF ATAAG AT ALTFAGP:: ADEADLP gRA aRo% 4
AANT@::). They explained that sometimes parents would put pressure on their children to

earn money, and so the children are morally obliged to try to financially support their “family’s

earning by shoe shining, working at construction sites, as well as in range of other types of
petty money earning activities right as they get outside school” (ANHE P P+45$L N+AT
PUFT AN 1N, ATITH AET INFPF ANNN, PFANT Néi ANFE TP +AAND-T
PARYILT NCA HANMR®: AT TBTH NRAAKT +NLF NPT NTIRUCT LT aRAN
L LT P& (Participant #B1)). The situation at home is often so dire that the children

go without lunch (They [school children] have to support their parents, so they look for some

petty-money earning activities. They may even go for that without having their lunch. The
household livelihood is generally in crisis) (+N1 ATPCSF 920 NTF ENAK: NATTE D PeT
11C ACH® 1N, ATINTF LZZMA = 2U U NR+HAN ZUTE F9C 14 10 (Participant
#B4))).

While participant #M2 acknowledged that children from the vulnerable areas work after
school to supplement the family’s income, he did not believe that this was unique to the
children from vulnerable families, or the evictees in the newly expanded area of the town

(Many children attending school also engage themselves for most part of each day in helping
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their parents with money earning tasks to address their own basic needs and the livelihood
pressure at household level (ANHG @™ PANAND URT NN+AN PRC PATT G P+iA
NTRUCT MNF AL PFPIR NPT LB AGF D PP TTHAN TLLATTF +INeT AR EMAPSA::

(Participant #M2))). He continued to explain that “livelihood pressure is seen forcing some
children to leave their home and they move elsewhere pursuing livelihood security and others
to quit schooling and get engaged in helping their parents with certain little money earning
tasks” (PFC T A8 URS+T NNt OMF ANNND-T DA AT78.NLS. PRLIFD NUT
AT8TAET L9190 NANNNE APA TFRUCHTF®T ARCHD N+NAN NTI7H AL A8 MARS.

AL CATFPA: (Participant #M2)))..

One of the implications of the pressure to earn money after school hours is that children do
not have time to tend to their school work at home. Learners get homework, which they have
to do after school hours. These are crucial components of learning, which are assigned either
“to consolidate what was taught during the class or to provide some enrichment tasks for
learners” (Pfeiffer, 2018). However, household livelihood pressure clearly obstructs inclusive
learning, preventing children from destitute families who do not have time to do homework
after school because they need to work in order to subsidise the scanty household earnings.
Still, Participant #M2 believed that those children who attend school and work after school

hours are better off than those who drop out (However, that is fine compared to the situation
of those children who stop learning and end up to live on streets (NT92UCt+ MRAN NN
JAC NA®+I7H 185 AR AL MM APPMA N Lt NMI® MG 1@ FIRUCT AL NF P90+
AL AH ANNN, eoe-N AA N8 AANTIIP:: (Participant #M1))). The explanation shows that in the

face of a large number of children from displaced households who are abandoned and end
up on the streets, for a child spending after-school hours on money-raising activities when

still living with his/her parents itself can be seen as being less disadvantaged.

The discussion with Participant #M1 shed further light that when parents are accused of being
negligent in allowing their children to go to the streets to look for work instead of keeping
them in school. The parents, however, explained that, following the loss of their land, they
are unable to fulfill the material needs of the children, and this is what ultimately drives the

children to the streets.

From the interview with Participant #M1, it was clear that the future of many children look

gloomy. He explained that “Many children from the area are seen to take up life on streets.
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They are exposed to resort to social evils such as begging and pickpocketing. They are
spending their days on the streets and only come home in the evening to sleep” (N.+A1 TIC
AR NAP@M-Lk NH URTT ML 18T APILS 10 PAT:: T NATRE MLIR NN NPDAR LM-Ak
@M P NFFO +IRAND- 2954 (Participant #M1)). He regretfully recollected children
who spend their time on the streets in large numbers both before and after they start basic

education (A number of kids go to streets so early even before starting schooling, and in nearly

big numbers those who start attending school are also seen to join those who are quitting
school (NChF u®A URST ATIRUCT 0LTPTFM NLLZA PL9° 189 AL BMMA:
NtIRUCT INFT° APMBIM- AT NPLHE P PAPATI® eMFm NHU PT+TIN
ABEATR:: (Participant #M1)). Evidently some children even miss out from starting school
(Considerable number of them goes to street before they turn seven (NNt N29PAM- g0
N+ M&T 155 AL APMM PAM- N A\H 70 (Participant #M1))). The expert underscored
another point, namely that once a child starts life on streets, it is often difficult to break that
pattern (once they [the children] start life on streets, they hardly start schooling at all (A2
P985 ULM* heaPfy Lo19P ML N+ daRaPAN ANTFI4 10 (Participant #M1))).

In general, only a limited number of families who were not from a farming background are
unable to help their children achieve basic education. Children from farming household
backgrounds are forced to engage in petty money-earning activities to support the household
livelihood needs. As their parents are not in a position to provide for the household’s
livelihood needs, the children are unable to effectively participate and concentrate on their
schooling during and the afterschool hours. As a result their meaningful learning is negatively

impacted.

6.3.6 DIFFERENCE BETWEEN THE CHILDREN FROM NON-FARMING COMMUNITIES AND

THOSE FROM PREVIOUS FARMING COMMUNITIES

Considering the issues discussed above, one may wonder whether the problems are specific
for the children of displaced parents, or if they generally affect all children in the locality. Most
of the participants shared the same view in this respect, and thought that the problems faced

by children from families who had a farming background are disproportionally higher.

According to Participant #M1, the only common predicament shared by children from both

backgrounds was the provision of pre-primary education (Due to lack of pre-primary
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provisions in the area, the chance of children from both family backgrounds is almost the
same regarding pre-school opportunity (ARL-UR5T+ NAPLNP PAA NP NN+THD-
mAN4.4.F 9°NT e+ PN+ UL mT NEARG N+AN U9THT Nl TMUNLAN U9TH $ean.
meNg F/+ Paont+4A 024 N+HAPAN+ AJPNHI® Art PAM-9™: (Participant #M1))).

Responding to the query whether they noted any difference among children from farming
community backgrounds and those from non-farming communities in terms of ensuring
effective concentration and attendance, the participants expressed that they noted very
obvious differences. In their response, children from former farming community backgrounds
were forced to waste most of their after-school hours in supporting parents and worrying
about securing daily basic needs. This was not the case with their non-farming community

background compatriots living in same neighbourhood. Says participant #C4:

For former farming community members, achieving basic education to the children and
finding them concentrate only on their study is a real challenge. Their situation is far
direr in comparison. Those from a non-farming background had had the idea as to how
to earn and lead life when their mode of life turned to township. But this had never
been the case for the households with a farming background (A2 9™ ACNALLC N+N
ABT aOALFP PFIPUCT LA MANTT FRUCHFD- AL NF AT8,P+I¢ ML
AHLU N&C PHAP &9 1@-ACH ARC PINGT ANNTARFF®: FIC AL §F@: PANTE
NATAY 2APLA: ATH.P N APTRIR PAGIRC HA LTI YNL-TF M- (Participant #C4)).

In the light of this, leaders of the community structures observed that children from former
farming community backgrounds were more prone to miss out on inclusive basic education
opportunities compared to their peers. In other words, although they believed poverty in
general negatively impacts on the provision of inclusive education in the area, it has a more
obvious link to those households who had to adapt to an urban way of life after being evicted

from their farms.

A departure from this view was only noted from Participant #M2. He believed that the
challenges surrounding the provision of inclusive basic education in the area were linked
rather to the general pervasive poverty situation than specifically to those who had

undergone the urbanisation process. He stated it as:
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Each household received a lot of money in compensation. Urbanisation also brought to
them opportunities to work as labourers on construction sites... | suppose it
[compensation] would help them cover what they would need for the household
members... | do not think disparity impacted on inclusive basic education owing to the
urbanisation process (APf787%8 N+AN N 77HN NhA AR A9FLA:N+THLIP
Ph+amm- dPh44.F PARMATD- NANNNLFD NTALNLE. 9INFPTF +EHC PARNLYF
ABATIR ks NAD- A&PID PN+AN MPAA M ACPCAET ATLTPTIN ANNAU:
NMPAL NN+MD- NAA TPATLF NALFTFO-PHIRUCT ALA AL +RAT ANEZA N
AANNIP::),

Participant #M2 therefore believed that the gravity of vulnerability for former farming
community background children in terms of basic education participation compared to that
of children from other family backgrounds in the locality is not so significant. This would lead
to the conclusion that, in his observation, urbanisation caused no disparity in the area
between farming and non-farming background children in relation to specific basic education
issues such as inclusiveness to pre-primary education, inclusiveness in starting school at the
conventional age, proper attention, and effective concentration. Yet at some point he did
share the worry that some children from these households could become more vulnerable to
exclusion from basic education (These are households in transition; they would appear more
prone to livelihood challenges compared to households living at the centre of the town in

many ways (N7MC ®L h+T YLm+19 AI°C AL PA N+ANT ATLMRUPTF®- aPYA N+

hA INC NEANT NNAM ARC PATT § PAA IZMPTF +IAs ATLMUPr LFANA:
(Participant #M2))).

In response to the concerns raised by the other participants, as was discussed in the preceding
sections, | probed participant #M2, a government representative from the town’s
administration. He was convinced that his office was doing fairly well: “We [town’s
administration] could reach out to every child in a fairly good manner in terms of being

included to basic education opportunity, and thus parents’ satisfaction in the basic education
undertaking is very high” (NAMPAL Ph+M@m- AN+8LLC AALTETE. URT NADING AhFT
Ui a2 eNG F9RUCT APCNF T8ZA NAFAT NHU ATRC PANNNG MASTF 2A+ETF §FD-

NP ANNALR:: (Participant #M2)). He emphasised that inclusive basic education was

supported by policy provisions such as constitutionally enforcing free and compulsory basic
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education for all (The government has made it constitutionally possible for all children to
have access to free primary education (T390 F AR URTT 18 P15 £48 aReNg +9°UC+F
P Tt Nt Y1990 FP AT8UPT ALCAA: (Participant #M2))). However, he

acknowledged that the monitoring of the process relies solely on the report from an ad hoc
steering task force, formed by the town administration, constituting selected women from

among the community, called the Women’s Development Team. He indicated it as follows:

We organised a Women’s Development Team of 30 members per kebele!! monitoring

and reporting fair access of individuals to education and health services, and they are
regularly updating us with what is going on (NHU HZP NPPNAD PMT T +9°UCT
APCNT N+aANT +hTAD A8 PAMR PRABTFM 30 PART ATYT 87T ANAT
S7CF PPCMTATA (Participant #M2))).

This Women’s Development Team is not part of any government structure, but was given the
task of participating in the town administration’s mobilisation and reporting activities.
Participant #M2 believed that working with the Women’s Development Team helped his
office to significantly raise the school participation rates of children. The team also functioned

closely together with existing community structures in the area:

Through their [Women’s Development Team] mobilisation, we could raise school
participation of children from 39, 000 a few years ago to 49,000 in the last year[2016],
and they [Women’s Development Team] work with the structures and churches in
their localities (NAFF PATF MY +ATR NARFTH PATLE £28 +T¢ +ATE
Nh+a9 228 hadt 9a0 4+ N+ h1NZNT 39 000 ML 49000 TNL P+FA ALY

ATRIR NALCTFT Nt ATRTRF IC NIRLF BAC-A: (Participant #M2)).

Attempts were made to include personal suggestions from the town’s administration via
Participant #M2. The purpose was to give this participant ample opportunity if he wanted to
provide more information. Participant #M2 preferred to use the opportunity to emphasise
some points he considered important regarding the provision of inclusive basic education.
First of all, he stated basic education is a top priority issue, and as such the very principle has

to be properly understood by all concerned (We are operating under the principle of

1 Lowest government's administrative structure, similar to wards in South African municipalities
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“Education for All” and | suppose this has to be properly understood by all concerned (A5
ATPAA FIRUCT AUA NG AU AC 10 ATINEPI+ T TPAPAD-:: 78 P +IPUCT AU

MAT 927 MAT 1@ PMADT AT P MANSTFAD ANAT NETN AZST £7NA:=:
(Participant #M2))). He further pointed out that in order to achieve the very principle of
education for all, interested parties should maximise their efforts. One of the ways to
maximise service delivery capacity, he pointed out, was valuing the efforts of every single
participant, and working together in a coordinated manner (We believe we have to value even

efforts being made by a single individual, let alone by a structure which has profound
influence in the community (P+AA A®9° ATREMC ANA ATL ALC P& MUNZAMN HYE NE+E

+N1F PAFO AOPECF $LF PALTETET AANN ANTPR AP NF NARAMT ATITRTAT::
(Participant #M2))).

To conclude, despite a slight departure from the general view, as aired by one participant,
information from the other interviewees illustrated the gravity of the challenge to achieve
inclusive education for children from former farming households. This challenge was far more
intense compared to the rest children in the same locality. It was noted that children from
the former farming community group had more challenges in terms of starting basic
education at a conventionally acceptable age, overcoming the challenges of dropping out,
and achieving effective attendance and concentration levels throughout the primary level.
The children from a farming background had to worry much more about livelihood insecurity
than their non-farming community counterparts. Consequently, it is believed that children
from former farming community backgrounds lack effective concentration, and do not
regularly attend school — both of these to a greater degree than children who were not from
farming communities. Regular school attendance and productively using the time after school
for homework are both necessary components to be successful in the process of basic

education.

6.3.7 REQUIRE A REHABILITATION PROGRAMME

The community structure participants were adamant that a comprehensive rehabilitation
programme is urgently needed. They considered themselves to virtually be evictees.
Although they were able to retain a tiny slice of their farm holdings, they said that the lion’s
share of their holdings was literally expropriated without compensation. They blamed

government for their miserable position, and claimed that they deserve a comprehensive
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rehabilitation package (Though we continue to live in the locality where we have lived for

many years, we are apparently evictees. Thus, government must reconsider that we as a
community need a rehabilitation package (£U UHT +4.52L U F FM-pMm- G0+ UHMTT

aoAN abegn fAN+:: (Participant #A2))). They often referred to themselves as a repressed
minority in the setting. In the light of this they tended to expect a comprehensive
rehabilitation package that would bring better livelihood prospects to every member of the

household (including inclusive basic education for the children).

Participant #M2 argued that before handing over their holdings, farm communities were

presented with ample compensation to cover all the expenses of all household members
(Each household received a lot of money in compensation (A£%7475 N+N1 Ne 77HN NhA

amAn A97%+A:)). From his explanation, he concluded that their vulnerable situation could
only have been as a result of households spending their compensation money unwisely.
Nonetheless, he did not deny the possibility that a child’s basic education could be obstructed

on account of intricate circumstances, as the community was in a state of transition.

In preparation of the planned urbanisation process, the participants generally had an
expectation of the town administration’s role in devising contingent packages for the move
on behalf of the government, in order to ensure that the prospects of the evictees remained
unaffected. With respect to this, it was clear from the interviews that no prior policy
arrangements were made to safeguard inclusive basic education in the face of vulnerable
urbanisation (apart the compensation paid to the plantation on the land, in fact the
administration did not give special consideration concerning how to cover the basic education
expenses of school children in particular (ACI NARLFFM AL AAD ATNAT +NAT
NTNLA NA @65 I AAET AR RNG FIPUCT &9 ANF NHAL AN+884TT PHIED- Mbb&

PAgR:: (Participant #M2))). He went on to explain that the education department was strictly
following the implementation of the “free basic education” principle. In this respect, he
mentioned that they monitored practices to ensure that public schools were not charging
registration fees. They also tried to ensure that schools were not putting pressure on children

and parents to buy a school uniform.

Basically, learners in all public schools nationwide are entitled to free basic education. So
having access to free basic education is a privilege for all children in a school, whether they

are from evictee or non-evictee families. By the same token, attending classes in school
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uniform is principally seen as constructive practice in school to contribute to a sense of learner
unity. From this, it follows that ignoring school tradition by not coming to class in a school
uniform would hardly appear to offer children from former farming households a realistic
advantage in contributing to inclusive education. Besides, none of these seemed like
premeditated measures from the part of the town’s administration. Nonetheless, it was made
clear from his explanation that these were among the points which the town’s administration
focused on as some of the practices to minimise vulnerability factors affecting the provision

of inclusive basic education in the area.

In the absence of evidence of premeditated contingency packages to safeguard the provision
of basic education, the town’s administration claimed that it had taken certain steps which it
believed to contribute to maintaining and retaining inclusion. In other words, it means that
the administration was motivated to consider such steps as those mentioned above, but in
response to facts and figures that signalled learner inclusion in the provision of basic
education was threatened. There was no evidence from the interview with Participant #M2
that the administration worked out any policy considerations beforehand to safeguard

inclusiveness in basic education.

He mentioned that their role was more than just listening to the challenges faced by children
which might hold them back from continuing to attend school. After discussing the challenges
faced by a particular child, the members of the Women’s Development Team would also
investigate ways of addressing the identified issues. They sometimes subsidise families with
serious livelihood challenges. They have a fund at their disposal from which they can offer
assistance (We have livelihood and school expenses support package to ensure and maintain
inclusion of children from destitute families and the orphaned. The Women’s Development
Team members identify the neediest and nominate her/him to receive it (N®NA 28 PAFF
AT &7 PNA F9C PANTTY +T F9°UCT A8 PERCH PEUTT Us @7 NTIMT +IN.0-7

LI A8 P aRAGR e PHCNA: (Participant #M2))). It seems as if the Wolayta Soddo town
administration either downplayed the negative impact of vulnerable urbanisation on inclusive

basic education in the area, or it has not yet been informed of its true impact.

In summary, the discussion in the section above indicated that the provision of inclusive basic
education had been notably impeded by urbanisation. Participants pointed out that in

absence of relevant procedural considerations to achieve and maintain inclusive education,
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meaningful and effective learning processes were negatively impacted. These were explained
in terms of a lack of pre-primary education, long distances those children have to cover to get
to schools, a late school-starting age and early dropout rates, and a large number of children
working during after-school hours. In particular, children from former farming background
households were mentioned to face livelihood pressure affecting their attendance and
concentration on lessons while in class. Due to their economic situation they also had to
spend most of their afterschool hours on petty money-earning activities, and they do not take
the time to revise their school lessons. Participants mentioned that in order to address the
evictees’ livelihood challenges, and the inclusion of children into basic education, the
displaced households would require rehabilitation packages. The urbanisation process which
left many households vulnerable was noted to have negatively impacted the meaningful and
successful provision of inclusive basic education. The next section will present community

structures’ possible involvements to contribute to inclusive basic education.

6.4 INVOLVEMENT OF COMMUNITY STRUCTURES TO SUPPORT INCLUSIVE
BASIC EDUCATION

As a social realist, | believe that what happens to this community depends on what the
members of the community themselves do or fail to do, and how they deal with the
challenges. | therefore engaged with the interviewees to understand how they see the
involvement of community structures to support inclusive basic education. The participants
were probed to find out what the available structures could do, and how they might become

involved with the intent of supporting the provision of inclusive basic education in the area.

The immediate response from most of the community structure leaders that took part in the
focus group discussions was that they were confident that their structures would display good
will towards the proposal of involving community structures in supporting inclusive basic
education. For instance, Participant #A2 said: “| believe the structures will have interest to

support in whatever it can afford to provide [to support inclusive basic education] (A%P-

NFAD- ARG 8 AMRA+E §PL5 BIFTA N8 A9°TAL:). They believed that members of
their respective structures would welcome the opportunity to support the process of inclusive
basic education if the involvement of the structure was considered to make a difference.
Correspondingly, the information obtained from the community structure expert (Participant

#M1) indicated that there are ways he thought self-help community groups in the area could
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support inclusive basic education to children from former farming households in the face of
their livelihood challenges related to vulnerable urbanisation. As a starting point, the expert
recollected his observation as a participant during a three-day consultation meeting his unit
had held with the structures, religious group leaders and local level government executives.
He stated that although the focus was not on inclusive basic education, issues surrounding
the support of elders begging on streets as well as children orphaned by HIV/AIDS constituted
the core concerns of the meeting. Based on his impression of the consultation meeting, he
believed the structures had a strong interest to participate as much as they could to
contribute to the provision of basic education to the children from the evicted families. As he

put it:

From the tone of the participants in the meeting, | can state that the community
structures and the community at large are perceptive that they have moral obligations
of supporting the livelihood and educational expenses of destitute children in their area
(NHU A3 7 hAZCT: PYLMPT ALPTIT PNA ANTELCT JC NhLEI® ANAN
@%F MUNZAMT ANMTFD PA PLY &Y PURFIT MABFFOT PM-F U9TH
PN LT MN+MC PIPLA 18 PANT ATLULT AT TTHN NLIPAN ANTM-PPAU::).

Particularly, he noted a very strong sense of commitment from the structures with regard to
supporting and educating vulnerable children. He expressed this, saying: “A positive emotion
and tone of energy observed while they were engaged in contributing ideas as to how to
support orphaned children and children with disabilities was impressive” (A2+% NG F+7
PHAANTTFD WAL Pt UITHE ANA FE8+ETT AZIP LT NAPCET HA P 10 NMPAL
PLOUNTF@ N+ aeAses TNC:: (Participant #M1)).

| noted from Participant #M1 that most of the members constituting each structure had also
been evicted from their farm holdings. From this it appears as if the financial position of
members would not place them in a situation to be able to contribute monthly membership
fees high enough to still have some money in reserve with which to help others. Still, it was
clear that the expert concluded that these structures have self-reportedly significant potential
(particularly in terms of social capital) to contribute and make a difference to the initiative
(They believed they possessed huge capacity but scattered here and there. If able to pool

their scattered resources as a single unified whole and synergise their efforts, they could to
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function better than many NGOs in the area (0.2 CF5 PATRIF MF&FF AHIR AHI® P+NF+Y
UNT AAT: AL AR ao+NNC NFAT NITD9° AT B A ATINTR: (Participant #M1))).

Participant #M2 shared that his office believed that the structures have a potentially
significant role to play in terms of supporting the provision of inclusive basic education in
vulnerable urbanised areas. He observed the view of pushing informal structures to consider
becoming more active in their role. Further, it was clear that he placed a strong degree of
trust in participating religion-based structures for a better effect due to their philosophical
foundations (I feel faith-based structures have philosophical sympathy as their foundation

which makes them more concerned with supporting the needy, so making them participate
in basic education will have a better effect (N+tA2 PAIRI+ +LM+ naoh/>P
ANTIRUC FFO-9° AIRC O+ FIL RLEF N&EHE NEL NAAG-I AT ATICHE USTT aReng
TIRUCT AECNT A18.L74 AR P+AA Mt ALPATH AL FA AT A (Participant

#M?2))). He further believed that faith-based structures in particular would embrace the idea
of supporting inclusive basic education, unless constrained by their own financial situation
(based on monthly membership fees). He felt that it would probably make it difficult to them

to afford supporting something like an education project.

Generally, Participant #M2 believed that community structures would positively react to calls
on a range of detailed concerns pertinent to improve the provision of inclusive basic
education. The concerns that he thought the structures could positively contribute to,
included the task of promoting good will in the community in order to maximise their
participation regarding the issue, identifying and mapping the community’s tacit capacity and
assets that could be utilised to support inclusive education, identifying and reaching out to
potential relevant role-players, and eventually networking with them in order to contribute
to inclusive basic education. From the interview it was therefore seen that the town’s
administration believed the structures could have a significant role to play in order to support

the provision of inclusive basic education in vulnerable urbanised settings.

Moreover, it was clear Participant #M2 believed his administration could have a role to play
in supporting the structures in any endeavour to contribute to the provision of inclusive basic
education in vulnerable urbanised areas (Our office can take the initiative of bringing the

structures together and facilitate discussion forums in order to persuade them reach

consensus for action (A°NZP NFT7 AGLCTF @elh £ ATPLLNGT AJdd +oNC

148



Chapter 6: Qualitative Data analysis

NmeaNNt UALIT MAME dYeA$PN §PLET 1M (Participant #M2))). Bringing available
structures together and helping them to create synergy as encouraging them to pool their
available resources, would appear vital at the initial stage, as the involvement would appear

more effective when it jointly engaged more structures.

From the above it is clear that all the participants considered it a good idea to involve the
community structures in way to ensure that children get access to, and are retained in,

education opportunities.

6.4.1 ALIGNMENT OF STRUCTURES’ INVOLVEMENT IN BASIC EDUCATION WITH POLICY

Given that the structures were found willing, and that the community members welcomed
the intent, the structures had to keep in mind that their support of basic education would still
happen within a specific government policy environment that dictated the implementation.
Leaders of the structures believed that their attempts to support basic education does not in
any way conflict with the basic education policy of the country (This [involvement of
community structures in supporting inclusive basic education] has nothing to conflict with the
government policy (20U NA2YINT ANG-C IC 099,768 17C AL LATP:: (Participant #A2))). Most
of the participants had noticed the government making calls for the community to intensify
its participation in the basic education endeavour (These days government is encouraging
community participation in basic education. It does not conflict with the government policy
(A78G 248 TIPUCT AL PTUNGAN +ATE a219INt PN FFA:: (Participant #B2))). In the
light of this, they felt the project would be consistent with the government policy, and that
government would appreciate such initiatives. Nothing [would conflict with the government
policy]. Even | suppose government would welcome it [the idea of community structure

participation to support inclusive basic education ([NT279INt ANEC IC L9796 11(C]
RRECIP:: A8 PM-9° LL44A N 1M PA99RYM-:: (Participant #C4))). The response of

leaders of self-help community structures therefore indicated that involving their structures

in supporting inclusive education would not conflict with the government’s policy.

6.4.2 ON-GOING COMMUNITY SCHEMES TO SUPPORT INCLUSIVE BASIC EDUCATION

The community structures were established with the aim of supporting members when
families face unforeseen crises such as death. In the light of this, none of the community

structures initially planned to become involved in public projects such as supporting inclusive
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education. It was also not captured in their codes of conduct. The community structure
leaders were therefore asked if the fact of not including the agenda of supporting inclusive
education in their bylaws!? would lead the members of the structures rejecting the proposal.
In response, they optimistically expressed that it would be possible to convince the members
to amend their bylaws through open discussion (Our community usually embraces this sort
of ideas, so it will not be rejected (UNZ+NMT ATNT ATLHU %7+ YA AEMAI:
(Participant #A3))). They explained that their optimistic assertion was based on the fact that
challenges surrounding the provision of inclusive education have been one of the major public
problems in the area (The point in question [inclusive education] is evidently a clear problem
to the community. So, when explained, | hope the proposal [of supporting it] will be accepted

by everybody (788 NN&F eMN+PA FCT P+NNZ D2t PAAMELDP ARPF 910K 10 NAHU
LU NNGATOD: N2+ PIRRFA: (Participant #A1))). Complementarily, all participants

emphasised the need for planning an in-depth discussion to persuade every member of the
structure on amending the bylaws in a manner accommodating activities that support

inclusive education (First, there is a need of holding informative and honest discussions with
members to amend the bylaws, and then | think they will approve the amendment (N$ .23, P
mMN+a9L 091 N PO-LLFG oNRC areZh MHIEFPNLAIA: NHU ARYF NNELTIAFD-
EeNAN:: (Participant #B3))). Thus, in summary, although the agenda of supporting the
provision of inclusive basic education had not been enshrined in the bylaws of the structures,
the participants believed that members of the community structures at large would not reject

the proposal that their structures become involved in supporting the provision of inclusive

basic education.

Leaders of the structures were asked to suggest how they thought they could contribute to
support inclusive basic education using community structures. They mentioned issues of
raising public awareness and commitment, fundraising to capacitate their structures,
identifying and establishing partnerships with stakeholders for improved capacity, and calling
for comprehensive social rehabilitation programs in the area. These will be discussed further

in the sections that follow.

12 Bylaw refers to a founding document which is also seen as covenant detailing terms and conditions,
organisational and membership code of conduct, list of activities, rights and entitlements etc. sought to be rigidly
observed by a given structure. It is in writing but can also be agreed upon verbally in the case of traditional
structures having an illiterate/uneducated membership.
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6.4.3 ADVOCACY

One of the issues that was mentioned often is advocacy. Participants emphasised the need
to have a forum for genuine dialogue and discussion with members of the structures to
heighten their understanding about the predicaments, and to propose possible solutions (I
propose starting to hold immediate discussion with the entire community and sensitising and
creating awareness with them regarding the gravity of the problem and orienting them with

possible prospects to solve the problem (A% UNé+NAMNT NF9148 MEFM- 4P +ANNN

ML+ NEIC AAAM-:: (Participant #B1))). The participants believed that when all the
members are consulted from the start, they would feel a sense of ownership for the initiative,
which would have a lasting impact to make the project effective and sustainable (An entry
point has to be holding thorough discussions at the community level. There is a need to
convince them of the fact that even though they themselves are frontline victims they are,
the project is their own, so the community members have to take the lead in the process of

looking for prospective solutions (N®£.0 A4 PA PRUNZNN @-LLF THNLE j0»::
TMUNZAMNT AFER NANT ARUPET ARy 24 N2 AL+ BPCN S (Participant #C1))).

The assertion that underscored here is that a call for the participation of members of the
structures right from the start would reinforce their sense of ownership of the project and

lead to a better degree of involvement from the members.

Moreover, leaders of the community structures asserted that they understood that they have
a definite role to play in terms of promoting a culture of compassion, the philosophy of social
interdependence, and practices of sharing among members of the structure. They believed
that these constituted the core values of their structure (Culture of compassion, spirit of
sharing and interdependence are the founding principles of our structure (7229769 02/ 88+
08¢ PHREADAT KATHM- 7M-: (Participant #B4))). They further believed that these could
potentially be transcended to support the provision of inclusive basic education through the
involvement of their available structures (Promoting a culture of sharing and supporting each
other is the core value of the structure. | think again this can be adopted here (AZ4
PHaAL+@m-gR L I1&T ATSNC 1M LU NT AN AHU AATRIR AP APNLIP:
(Participant #B1))).
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6.4.4 COOPERATION AND LIAISON

The structures in the community are informal in nature. It was clear from their suggestions
that the participants believe that government sectors (specifically the municipality) and non-
governmental organisations (often referred to as developmental NGOs) are needed as
strategic partners to work with the community structures, especially at the initial phase of

their structures’ move to support inclusive basic education.

Based on his expertise on the structures, participant #M1 felt that a strong coordination of
efforts would be needed in order to function effectively. He shared that structures would
definitely be able to receive backing, at least from the Community Organisation Unit formally
functioning under the town’s administration (Our unit works closely with the community
structures in the town. A few months ago, we had a three-day consultation meeting with the
structures, religious group leaders and local level government executives (0.£C+7 N+a™AN+

PAG AR+TC NAIYT IC NPCNT LALA: HIZC ARCTYI PYLMPT dRlPFI1T P$NA
ANTELCTT ANANT NAAMST ARAN A3 €7 AMPL+TA: (Participant #M1))). He shared that

during the consultation meeting, the structures revealed that they would need technical
support from professionals in for example designing feasible proposal. They would also need
technical and administrative support to mobilise the capacity at hand to be able to embark
on supporting inclusive basic education (Given that they are administratively and technically
guided, in areas like project design and accountancy, they said they have enough of
everything to support all the destitute within them sustainably (TCEn+ NM&/&: Anm-7+
N +s YIP A@-1F N7 NARAAAT AN+8LLPT +N1h® £I& N1 F NARYNATT

FC PANFO-T AHAPFO- +1N, &I& APLCTF &FAN:: (Participant #M1))). Participant #M1
confirmed that the Community Organisation Unit of the town administration had pledged its
willingness to offer everything it could, within its professional limits. Moreover, it was clear
from the discussion that the unit had already initiated certain practical steps (We as a sector
are inspired a lot by their [structures and faith groups] remarks during the consultation
meeting. Now, we have drafted a sort of roadmap of joint action and planned the second
consultation meeting for feedback and further discussion). (NM-£2+ M$+ N FFO-F NG L
ARG PNAM ATPPRTA: NAHU TCENTI® $CATA ANL-RANG PDLLT APmen
AMRHATE R5L +m NNANTE ANNTA:: (Participant #M1))). He assured me that

professionals working in the Community Organisation Unit had already identified areas in
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which they would be able to assist the efforts of the structures, and based on a situation
analysis, his unit started conceptualising an integrative project that would embrace the
involvement of the structures (We know we can do a wonderful job in terms of providing a
technical backstop for the structures to support inclusive education and livelihood by putting
those on the streets back in shelters and maximising their participation in income-generating
activities based on urban agriculture (%72 A2 AT P4+ Nt +NCFNTT 9°9H+
tPRCAFD N, MAIE ACI T ACNF PAC AThAT OHtT NTATLTT NASTITFO-

A1rT9° NMATE ANLTE NG APNLT £ FAA: (Participant #M1))).

The unit is eager to use community structures to support the provision of inclusive basic
education as a productive concern. It would welcome and embrace informal structures as co-
actors in terms of supporting the provision of inclusive basic education (Our sector is doing
something more than just seeing the initiative as a productive concern. We are thinking of
holding discussions with the structures, identifying, liaising and linking them with actors and
sectors that could help in the design of the project, financial support, and the distribution of
land (NADYFRIFT ATOANLPATEI N+INCT® APHA+TL 1M ANANAN APMPPT APPLLNE
TCENT APPLAL TN £I& ALECT TMFA ANATT NMMAL (ALH NI LL) ATRAA N+
ANT8LC NF ATENMTD NMFDF NPANAT APIPAPA ALANT 1M (Participant
#M1))).

The participant made it clear the unit could assist the structures administratively in terms of
liaising with the municipality in the process of land distribution, to set up offices and to run
small urban business activities. It could further play a facilitating role in linking the structures
among themselves and with other appropriate stakeholders. The unit could also provide
important technical support such as assisting in proposal design in a professional manner.
Eventually his assertions were found helpful in terms of affirming that the agenda of using
community structures to support inclusive basic educations, would not conflict with
government policy issues (I am a government employee, and among my regular duties include
identifying the available structures and encouraging them to promote their support to
vulnerable sections of the community (P A% PARY9INF +ms NATTP (PRI haneng
+9N4 AT8 PARUNZAN PPHEFT ddAPT doeAbh MA+NNCT AT UID +IA6 AR

mYNZAN A&AT ATHU OPPCTF MAM-T7 & I& PN FFF 1M (Participant #M1))).
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From their perspective, the community leaders hoped that the municipality would grant them
sufficient space to construct an office and shops to run the intended business that would help
to finance inclusive basic education (The government has taken away our entire landholding
[members in the community]. So, at least it has to reissue us land to build an office to our
structure as well as some more on which we may run certain activities of income generating

and public services (NFF35 4LFFY POALE 219N+ NLLIN AOLLTT AT AITFO-
NPT NZ MAMY AAAM-: (Participant #A3))). They also needed NGOs for financial

assistance in order to achieve their goal of raising seed-money for initiating businesses as a
sustainable source of income with regard to financing inclusive basic education (further
discussed in 6.4.5 and 6.4.6) (We need considerable initial financial support from non-

government organisations [NGOs] (%90 F+P hAUPr LCE&$FIn apyAg gy P

PNEATTA:  (Participant #A1))). They mentioned that they prefer a grant as initial seed-
money at initial stage, rather than seeking continuous financial assistance, as this would give

them a sense of self-reliance and would also contribute to the sustainability of the initiative.

From his side, Participant #M2 assured me that government policy encourages community
participation in public service delivery, and his office has been involving community members
and the structures on a range of service delivery issues (Under the existing policy framework,

we have been involving the structures and faith-based groups by linking them to the Women’s
Development Teams for action (A7 NA®= 7AN A£969° NC PAAFT AT 7T hAL TS
Nt-ATRIETF ASLHHT NTUNGP A4 ANMA PECATD-T A8 PNCAE APLLAT T

(Participant #M2))). From his assertion, it was clear that government policy embraced the co-
operation of community structures in community welfare initiatives such as supporting
inclusive basic education. It is also consistent with the interests of the community structures.
From the responses of structure leaders, it was noted that they have a great interest to
participate in initiatives of public relevance, as it is in the scope of their capacity. They would
welcome technical, material and financial support that could enable their further involvement
(Given its [structure’s] involvement, and the awareness for raising funds is technically
heightened, the structure will embrace the responsibility [of participating in the initiatives]
(APT 2279 NNAT ATHAE NLLIAT O&4FT AHU AIPAPA F9C ALFCNTIR =
(Participant #C1))). Further views of the structure leaders surrounding this issue will be

presented below (c.f. 6.4.5 & 6.4.6).
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In sum, interest from various angles seems to be enabling community structures’ participation
to support inclusive basic education. The structures are willing to stretch their tacit potential
and put all the efforts and resources they have together in order to improve the situation with
their active involvement. The Community Organisation Unit expressed its willingness to
providing technical support to the community structures as needed. Moreover, no policy
constraints were noted which could obstruct the structures’ involvement in such initiatives,

as government policy encourages societal involvement in development initiatives.

6.4.5 CONTRIBUTING FINANCIALLY TO INCLUSIVE BASIC EDUCATION?

Despite the positive response in terms of general involvement, the community structure
participants did not disguise their own fragile financial capacity during the focus group
discussions. They explained that the financial limitations of the structure could limit any
meaningful involvement in supporting the intent of assisting with basic education (At the
present our structure has no viable financial capacity to shoulder such involvements. But if

there are any external funds to support the capacity of community structures so that the
structures can get involved, our structure would not reject it (A7 NA®~ U323~ 0.2C N+

APIPPAM-IO:: 91 AA POLCT APIP PTRPIH ANA NFPC ANAFTT LUT EMAN AdATR:)
(Participant #C2))). They explained that their respective structures have very strong social
capital, but its financial situation is so scanty that it would not allow them to rush into
activities such as these that they have not yet added to the bylaws of the structure (Our
structure actually functions on monthly fees membership as our sole financial source. So, if

not for this financial constraint, there will be no reservations from the part of the structures
to get involved in the initiative (A2¢ @2+8 84 PM- PANAT ML PP d2Pgbe NARP'E AT L+NAD-
APID PAM-IR:: NHUALYT 8L AMA+E 97 +1ARTE mPE M-NH PaRIN AL LAT:

(Participant #C3))). However, a few participants expressed their worry that the community
may display a mixed reaction to the intent. They said that the attempt could cause panic with
some members of the structure, as it would mean taking their scant monthly membership
fees and using it for something outside of the structure. They further argued that membership
fees were earmarked to pay compensation in serious unforeseen crises which a household
would face such as death, so spending this money on supporting inclusive basic education
would likely evoke objection from some members of the structure (I think they may come up

with diverse views. It will be difficult to bring about consensus to use the money raised from

membership fees for something other than what was specified (NANAT NPgee P+ANNAN
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7THN AAA AATY ATMPI® NNA PHN&LA AdPANNT PAPMA N& ANIA®-: AT TRAaRE
PATF4A: (Participant #C1))).

All participants emphatically supported the idea of arranging open discussion sessions with
the community at large, however concern was raised about whether or not such additional

involvement would be allowed. Participant #C4:

All the structures are established with already identified organisational objectives.
The bylaws do not allow us to carry out public projects outside what is detailed in the
structure’s mission statement. But, importantly, in consultation with the members of
the structure, it would be possible to amend, given that the financial capacity of the
structure may be somehow enhanced (A2 A2 €] NARYAM- P+78N AATY &H P+1A
P 1@ ATE NTPPLE HAAN ARAR, >N NHCHE NHIABE- @R, AHNP
TCEATTT ALK U ARLPSI™ =+ BUT ATE APIP N7 L73MT NTIAAA

ANATT AP L ANAT IC N AT N+ATRLM- MM NA +9INC AL MPA+E& & FAA:
(Participant #C4))).

Those participants, who were optimistic that their structure members would unconditionally
welcome the structure’s participation to support inclusive basic education, believed such
discussion sessions would significantly contribute to inspire those already positive members
to further commitment to the case. Equally, other leaders who expressed worries that their
members might be hesitant to welcome the structure’s participation in inclusive basic
education, also suggested that an open discussion would help to convince members to accept
the idea of them supporting inclusive basic education (It would be difficult to bring about
consensus to use the money raised from membership fee to other than what was specified.
That would need consultation and convincing the members beforehand (NANA+ NARPgee

PHANAN 7THN AAA AAT ATMPI® NNA PHN&LA ATPANNT PAPmMA N& ANIAD-:...
$Laq P M PP+ L MPPA:: (Participant #C1))).

The participants thought it important to devise a strategy to raise funds in a sustainable way
before the structures embark any specific activity to support inclusive basic education. Most
of them emphasised the planning of an income-generating project beforehand, which would
be managed by their structure and would eventually help to finance the inclusive basic

education initiative in a sustainable way (A rigorous scrutiny to grants and structural capacity
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enhancement has to be emphasised first. If additional means for income-generating is

secured, the structure will have a chance to become full-fledged in order to coordinate basic
education provision in a sustainable way (7ML @395 @®372%7 AN$PLIe AN Fhdt
emeda: NH.LI® N1+ 1N, ALNTTF PLFA 17T NHNE. P PDAD- UL+T TA+NNC

AL 7 (Participant #C2))). They proposed voluntary additional contributions from
members for a certain period, and would also seek support from the government and non-
governmental organisations in order to initiate money-generating projects such as starting a
grain mill. They believed that this would help them to sustainably complement their effort of
supporting inclusive basic education in the area (Besides looking for external financial
support from NGOs and government sources, | suppose we have to start thinking seriously
about contributing and saving some money exclusively for this purpose, and start a money-
generating business first, which will help us to sustainably finance inclusive basic education
(NAAT YA FPT AN FP NALF ANAT ACSF TINEATF AT8A BT AT TR AH U AATH
N+AL +7A &MNT MPMF aREaRC AANT: NHP HAE 7N, T991§ R8P PALAIA:
(Participant #B3))).

Participant #M2 explained that the town administration was considering measures of
supporting basic education and health service provision issues jointly with the Women'’s
Development Team and with the Office of Women and Children’s Affairs. He further pointed
out that the Office of Women and Children’s Affairs was in charge of managing 0.2% of the
running cost being credited to its account from eighteen sectors under the administration. He
promised that the town administration would unboundedly respond to requests from the
structures to support them in technical, financial and other ways, such as distribution of land,
within their financial capacity (As they start practical undertaking, the town administration

will be able to provide them with what it can afford to offer on a request basis: be it technical,
material and financial; we will show no reservations (AT ML +9NC A.AT4¢ N+nTh:
N7IHN P71 NAA 292 N LM U ATL,MERT Nk TPAN ATAMTFPAT:: (Participant #M2))).

The importance of finding financial resources to support the involvement of the structures

was highlighted.
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6.4.6 MOBILISING AND CASHING OUT THEIR LATENT POTENTIAL ASSETS

The participants were asked if their respective structures would be willing to participate in
mobilising the non-financial assets of their members that could help to advance the provision
of inclusive basic education in their vulnerable urbanised setting. In this respect, they

expressed that their structure would commit itself to participate without reservations (I
believe the structures will have interest to support in whatever they can afford (A%7%:

NMFAD: 378 AMRA+E €L7% LUPTA N& AITAU:: (Participant #A2))). Every
participant in all group discussion sessions unanimously stated that the community would
show no reservations for participation as long as it only entailed what they could realistically
afford. The community leaders thought that their structures could participate in advancing
such crucially important roles as recognising, identifying and mapping its non-financial tacit

assets or available capacity to support inclusive basic education.

For members of the structures to identify and mobilise their tacit resources would call for
systematically organised coordination and guidance. From this point of view, the participants
were asked if their structure would agree to play such a leadership role in terms of guiding
and coordinating members in the process of raising awareness to identify their tacit assets
relevant for supporting inclusive education, and mobilising these effectively. In response,
they agreed that this could be an extension of the responsibility their structure was already
discharging in the process of serving the community. Most of the participants reacted
enthusiastically to this suggestion, using brief exclamatory assertions such as “yes, of course”,
“definitely” and so on (They will be, no question about this (EMNLPA APMPLPIE:
(Participant #A4))).

Parallel to coordinating and guiding members in reminding them of their tacit potential or
assets, and mobilising these to support inclusive basic education, leaders were asked if they
think their respective structures could possibly push ahead its frontier of financial limitation
through devising strategies such as looking for grants from external sources. They expressed
that, if called for, their structure could accept looking for grants and managing these to
support inclusive basic education, although this has not been done before. (Given its
involvement deemed to contribute, and the awareness for raising funds is technically

heightened, the structure will embrace the responsibility (A®P% £2/° MN.NAST °1THNLOD-
NLEIAT 68T AHU AGRYPAPN FoC ALFCNFI™: (Participant #C1))). Concomitantly,
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their response here again sparked the implication that they would need technical support in
identifying potential grant sources and how to convincingly approach these. It is important,
however, that they clearly indicated their willingness to embrace the responsibility of
supporting the provision of inclusive basic education in the area by stretching the capacity of

their structure to the maximum, and by looking for additional grants from other sources.

From their response it was seen the participants believed their structures would consider to
jointly function in coordination with other actors who have an interest in improving the
provision of basic education. As in cases such as identifying sources for grants as mentioned
above, they were again noted to need support in identifying potential role-players.
Otherwise, almost all the participants briefly affirmed that they would appreciate working
with other actors at the level of executing the intent of supporting the provision of inclusive

basic education.

6.4.7 CHALLENGES

In the interview with the expert (participant #M1), he indicated that the Community
Organisation Unit from the Wolayta Soddo Town Administration would support the structures
with whatever the unit could afford to provide. The unit believed that involving societal
structures to support public service provision such as inclusive basic education would be
highly appreciated and productive. However, the expert also indicated certain institutional
constraints which might minimise the extent of the unit’s engagement in terms of supporting
the structures (We are pleased to observe that the community structures are willing to
support their vulnerable sections and we believe they deserved our backing despite poor

logistics that might prevent us from effectively embarking on it (TPPPCE YNAMTT NN7

mM-ASFD MLIP 1M PATI® ATH LINFPA: APNPA 17 APT° ASLIENT ALLAU:
(Participant #M1))).

Another issue which the community organisation expert identified as a hurdle to his unit’s
support to the structures is a trend of absenteeism from top political decision makers. From
the interview with the expert, it was clear that some senior administrative officials rather

devote most of their office hours to political meetings.

Everybody in our unit is committed to participate on matters affecting vulnerable

sections of the community. ... However, dealing with this matter will not be simple to
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us in situations when it calls for sorting it out through discussion with top government
appointees. One can hardly catch their chaotic schedules which are almost fully booked
by ordinary and extraordinary meetings. In which case one often has to wait maybe for
months (A&t@FFT UAT® NMI° Mg AT AATFD: AL ATEL NF ARUT
ATLREPID PRFA: NHAPT, IC M-LLF NTMPP +8L 9F ANT AT +DPLT
MmN LT TAP 45 1@ PR PI@:: AHU ATL NAen U719 @0 U177 AA UALD- N+A PP
ANAN NATPMARE NLATD 1H ATRTIIC ATTTM9P: AT87L MC MNP Ui
ASCNT £2FAA: (Participant #M1))).

A high turnover of office staff, especially in senior positions, was also reported. So sometimes
an official would vacate a position before getting enough time to sort out matters on the table
waiting for executive decisions (The turnover with appointees heading this town

administration has generally appeared crazy either on account of promotion or demotion of
the individuals (AT8,U9° YALD ML NFRF ML NMéF NPLHRE NNFd- 2945 AA A8N
+APM, Nam N JC LR A8 LN AR EanC £apmA: (Participant #M1))). This results in every

action being delayed for technical staff in the unit, particularly when a form of support not
explicitly stated in an expert’s job description is required from potential service-seekers such

as community structures.

Generally, therefore, the interview with the expert made it clear that he believed strong
interest from the part of the structures on one hand and an equally impressive sense of
commitment from the side of his unit to cooperate with the structures in supporting them,
on the other, could address the situation. Contrarily, he added that he worried that the trend
of prolonged absence from duty on account of frequent meetings and the unpredictable
turnover of political appointees could in certain ways impact the degree of support the

experts would like to offer to the community structures.

Participant #M2, who was indeed one of the senior appointees that participant #M1 referred
to above, agreed that the structures could contribute in the process of supporting inclusive
basic education. However he emphatically suggested this could only be achieved if they were
fully convinced from the start, and redefined the scope of their service to the community (The
structures have huge capacity but in order to effectively utilise this capacity, the priority

should go to working on a change in attitude (AT “1t& APIR NFLFO9° LUT NATINM:
AM$PI® N+tLAT ITHN PAPADMMGT ALMAFTDT ANG+D AT8MAN+ PTHLZ) N
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anepge LN FA: (Participant #M2))). He explained that so far, their involvement was
restricted to social support surrounding death and accident in a family. He hinted that this
tendency first needs to be transformed, otherwise it would prevent the structures from

assuming a range of roles they could play in the scope of community service.

6.5 DISCUSSION

In this chapter the focus was on qualitative data generated from three sources: structure
leaders, a community organising expert in the town’s administration, and a senior political
appointee from the town. The data analysis helped to investigate the understanding of role-
players in the setting about the state of inclusive basic education. It also helped to find out
role-players’ understanding about the actual and potential role of societal structures in
supporting inclusive basic education in the vulnerable urbanized setting of Wolayta Soddo.
Based on the above, | will try to make sense of all of this in the sections that follow, in order

to respond to the secondary research question.

6.5.1 UNDERSTANDING THE STATE OF INCLUSIVE BASIC EDUCATION IN THE SETTING

An analysis of responses from the participants indicated that parents (as they were reported
by leaders of the community structures) were not content about the provision of basic
education in the vulnerable urbanised area of Wolayta Soddo. The response from the
structure leaders suggested that most parents in the area were_subjected to financial
hardships due to the urbanisation process which left them economically vulnerable. This was
specifically acute in the context of the schooling of their children, which in turn caused them
to feel greatly dissatisfied (cf. 6.2.1). The response from structure leaders further suggested
that the challenges of providing for basic education, and the inherent public discontent about
this, stemmed from two fundamental factors: household deprivation (in this case household
livelihood challenges caused by the dispossession of landholdings), and infrastructural
predicaments (such as lack of pre-primary provision and the distance of these available

schools from home (Cf.6.2.2)).

Similarly, the information obtained from a community organisation expert of the town
affirmed the same. Based on the experience and observation of the community organisation’s
expert at Wolayta Soddo, most of the community, including parents and children in the new

sprawl areas of the town, were dissatisfied with the provision of basic education in the area.
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He pointed out that in the process of rapid urban sprawl, the farm holdings of households
were expropriated, and this in turn damaged the livelihoods of the households who were
formerly making their living through farming activities. Consequently, this adversely affected

the basic education opportunities of the children from these households (cf. 6.2.1 & 6.3.2).

However, information from the town’s administration executive contradicts the information
obtained from the structure leaders and the community organisation expert. Participant #M2
(who was also heading the urban education department) believed that efforts had been made
by the government to achieve inclusive basic education in the area, which helped parents to
be content. He also argued that basic education has constitutionally been made freely

accessible for all children in the country (cf.6.3.6).

Parents’ dissatisfaction with basic education in general should be seen in relation to specific
features either contributing to or constituting the achievement of inclusive basic education.
In light of this, structure leaders tried to justify that inclusive basic education was undermined
in the setting when assessed in association with these features. To make matters more
specific, they indicated that most of the children were not receiving pre-primary education
(cf. 6.3.2), and that many learners were unable to start primary education at a conventionally
required age (cf. 6.3.4). Community leaders also pointed out that some children in the area
were unable to attend classes and lessons regularly (cf. 6.3.5), and a good number of learners

were dropping out before completing the primary level (cf. 6.3.4).

As in the general remark about parents’ dissatisfaction, the information obtained from the
community organisation expert appeared consistent with that of structure leaders. He
underlined that each of the features of basic education mentioned by the structure leaders
were pitfalls, signaling a lack of the provision of inclusive basic education. As such, he believed
that these ultimately drove both parents and children to discontentment with the overall

delivery of inclusive basic education in the setting (cf. 6.3.5. & 6.3.6)

Nonetheless, the information from the executive’s angle tended to contradict this. He
demonstrated reservations regarding the state of some of the features mentioned by both
structure leaders and the community organisation expert of the town administration (cf.

6.3.6).
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6.5.2 PROVISIONS TO SAFEGUARD INCLUSIVE BASIC EDUCATION

In response to the query whether there had been premeditated arrangements and
contingency packages from the town’s administration to safeguard the inclusive basic
education of children from livelihood-affected households in the face of urbanisation,
structure leaders consistently expressed that there had been none. They made it clear that
the process of urbanisation did not engage the community in any arrangements beforehand
in order to jointly work out strategies. They stated that no government sector or community
group was invited to discussions in order to ensure that the provision of inclusive basic
education remain unaffected in the face of the vulnerable urbanisation. They sadly recalled
that had such prior contingency packages been in place to take the children’s schooling
expenses into account, achieving and sustaining learner inclusion in basic education in the

area would have been better managed (cf. 6.3.1).

The information obtained from the community organiser affirmed the claim made by the
structure leaders. He stated that during the process of urbanisation, the eviction of
households from their holdings was reckless and chaotic, and messed up the life patterns and
prospects of members in these households. Correspondingly, he believed that the possible
impact had not been thoroughly considered beforehand, and no contingency packages were
introduced, even after the effect was been felt in sectors such as child education (cf.6.2.1 &

6.2.3).

However, the information from participant #M2 tended to conflict with the assertions from
structure leaders and the community organiser. He mentioned that the Women’s
Development Team members were closely following the inclusive participation of children in
basic education after the removals. He also mentioned that sectors in town administration
allotted a budget to support the expenses of education and health of the poor people living
in the town. He concluded that this strategy was devised to address problems such as

children’s access to basic education (cf. 6.3.6).

6.5.3 VULNERABLE URBANISATION VIS-A-VIS INCLUSIVE BASIC EDUCATION

One of the important points of the data analysis from the three angles was the adverse effect
of vulnerable urbanisation on inclusive basic education. The analysis revealed that a lack of
inclusiveness in the provision of basic education in the setting was largely attributed to the

imposed urbanisation process, in which families were dispossessed of their farm holdings,
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and were forced to accept an urban way of life without being consulted beforehand.
Vulnerable urbanization therefore affected the household earnings that were previously only
coming from farming, and this adversely affected the inclusive basic education opportunities

of the children from farming community backgrounds (cf. 6.2.1, 6.2.3 & 6.3.1)

In this regard, the information from the community organisation expert was the same as that
of the structure leaders. He pointed out that children from evicted households were more
vulnerable than those from non-farming backgrounds in terms of being excluded from basic
education. On account of this the expert concluded that vulnerable urbanisation in the area
had had a direct deterring effect on the provision of inclusive basic education (c.f. 6.2.2 &

6.2.3).

However, participant #M2 did not agree with this assertion made by the structure leaders and
the expert. He believed that the degree of challenges to children coming from former farming
community households compared to those coming from non-farming households was not
significantly different. In his opinion the apparent exclusion from basic education in the
setting is rather due to pervasive household destitution. He therefore felt that it would be
wrong to directly link the urbanisation processes in the setting to challenges regarding

inclusive basic education opportunities (cf.6.3.6).

6.5.4 PROSPECT OF INVOLVING STRUCTURES TO SUPPORT INCLUSIVE BASIC EDUCATION

Involving structures to support inclusive basic education was seen achievable by the structure
leaders, if certain prior considerations could be met. They believed they could play a
significant role in this respect. However, they mentioned they would need to plan and discuss
it with their communities in order to amend their bylaws, convince the public and enhance
their capacity. They also stated that they would need financial, technical and administrative
support from different parties. If they could get this, they would be in a position to participate
and play a significant role in improving the provision of inclusive basic education in the area

(cf.6.4).

Information obtained from the community organisation expert was also consistent with the
view of the structure leaders. He believed that the structures possess wonderful potential in
terms of supporting inclusive basic education in the area. He also pointed out that his unit

would welcome whatever support the structures would need (cf. 6.4).
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Information from participant #M2 also appeared positive in viewing the importance of
participating structures to support inclusive basic education. He mentioned that the town
administration had started to involve the structures and religious groups through the
Women’s Development Teams. From this experience, such structures are capable of
contributing a lot. He therefore pointed out that intensifying the role of structures in this
regard would appear rewarding in terms of improving the provision to inclusive basic

education (cf.6.4).

6.6 CONCLUSION

In general, qualitative data in this chapter were gathered from three angles: structure leaders,
a municipal community organisation expert (Participant #M1) and municipal executive
appointee (Participant #M2) of the town. The analysed information helped to investigate the
understanding of these actors about the state of inclusive basic education, as well as about
the actual and potential role of community structures in supporting the provision of inclusive
basic education in the vulnerable urbanised settings of Wolayta Soddo. It was seen that the
information obtained from structure leaders and the community organisation expert mostly
tended to converge on many issues, whereas considerable deviations were noted in the case
of most the information obtained from the town’s administration executive appointee with
reference to a range of issues. In the next chapter, a discussion of the findings of the

gualitative data, the survey outcome and a critical policy analysis is presented.
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CHAPTER 7: CONCLUSIONS AND
RECOMMENDATIONS

7.1 INTRODUCTION

It was stated in the introductory chapter that the apparent link between household livelihood
pressure, induced by vulnerable urbanisation, and challenges of children to effectively
participate in basic education, fundamentally triggered this research (1.2). My assumption
right from the start was that while external role-players can certainly contribute to the
solution, the crux of the solution should be sought within the communities themselves (1.1;

1.4.1).

In Ethiopia there are strong non-formal structures and the major binding factors of most of
these structures is that they are funeral associations within the communities. While an
outsider might find the emphasis on funeral associations as a community structure unusual,
a funeral is a very big occasion that takes place over an extended period of time. This implies
catering and other expenses. Although funerals are managed by the church or mosque,
community funeral structures financially support considerable sums of the funeral expense
to a structure-member household when death happens. It is for this purpose that each
structure member household head contributes a monthly membership fee. However, as
explained by the Institute for Development Studies (2019), the networking and support
offered by the community structures transcend the understanding that an outsider will have
of a funeral association, as it also involves development activities, amongst other things. In
the particular community that this study focuses on, | included three such structures. The
leadership of the church-based funeral structure constitutes church leaders. It is the only
structure of which all church member household heads are members, and there are no
members outside of the church membership. Being affiliated with the church, the church-
based structures can negotiate to use church buildings during funerals. The other two
structures that | involved in this study are not linked to a particular church or mosque. The
two are neighbourhood-based structures, and these two have tents as shelters and a number
of benches which they use whenever they have gatherings. Also all the three structures have
some members such as primary school teachers, who do have relevant skills to participate in

order to improve the inclusion of basic education provision.
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In this study | set out to consider how these structures could contribute to overcome the
external barriers to inclusive basic education posed by the rapid urbanisation of the former

farming communities, causing them to lose their means of making a living.

7.2 OVERVIEW OF THE STUDY

| positioned myself within pragmatism as a paradigm, and social realism as a theoretical
perspective (1.4.1; 3.2). | therefore assumed that the understanding of the existing
circumstances of the society as transformable, by using its inner power as in the social reality
worldview, would provide an appropriate theoretical lens to the study. Theorisation in this
manner allowed me to view a community along with its structures and members as agents
capable of thinking and acting in order to discover the inner power of lifting one out from dire
circumstances. A pragmatist philosophical view was also considered to derive the inquiry
process, along with social reality. This philosophical view encourages research that occurs in
a socio-political context. The pragmatist view does not stick to a rigid methodological belief
as to whether the external world is independent of the mind or not, and in this way it is able
to accommodate multiple methods. | therefore decided on mixed methods as an appropriate
approach to undertake the research (1.4.2; 3.3). After developing the conceptual map of the
overall research proposal, as reported in Chapter 1, in the second chapter | thoroughly
reviewed the available literature pertaining to the study. Subthemes relating to inclusive basic
education and societal involvement in basic education constituted the largest portion of the

reviewed literature. This provided me with a foundation on which to build my empirical work.

In Chapter 4 | conducted a critical policy analysis of relevant policy documents. My intention
with this exercise was to understand policy directions in Ethiopian and international policy
frameworks in the light of societal structures’ involvement to influence the provision of
inclusive basic education in my study setting. The policy documents analysed comprised the
Education and Training Policy of Ethiopia ratified in 1994, along with its series of five-year
implementation strategy manuals, and the manual on the Special Needs/Inclusive Education
2012. It was carried out keeping in mind important concerns derived from the definition of
inclusive basic education, and crucial values in international and local legislation pertaining to
the provision of inclusive basic education. All of this was geared toward achieving the third

specific objective of the study.
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| then conducted a survey which | reported on in Chapter 5. The insights obtained from the
literature review and the policy analysis informed the questions used in the questionnaire.
The questionnaire was completed by household heads who were members of social
structures. Their responses were captured, grouped, summarised and eventually analysed
using descriptive and inferential statistics. The survey was conducted to achieve the fourth
specific objective, namely to investigate the perceptions of community members on the
extent of inclusion, and the structures’ actual and potential involvement in the

implementation of basic education.

| then undertook group discussions with leaders of three community structures in separate
sessions, and conducted two one-on-one interviews with relevant officials of the Soddo town
municipality. This was done to explore role-players’ understanding of the state of
inclusiveness in basic education, and their understanding of the roles of social structures in
supporting inclusive basic education in vulnerable urbanised areas of the town. The details
obtained from the sessions were carefully analysed and reported on in Chapter 6. All of the
above provided me with information to respond, in this chapter, to the main research

guestion, namely:

How can societal/community structures be used to support the provision of inclusive basic

education in the vulnerable urbanised settings of Wolayta Soddo, Ethiopia?

7.3 INCLUSIVE EDUCATION IN THE CONTEXT OF THIS STUDY

In order to draw on the scenario of meaningful inclusiveness, | used the constituting features
of the provision of inclusive basic education derived from literature. In the section that
follows, | juxtapose the findings from my different chapters, to firstly sketch the situation.
Based on that | comment on the possible involvement of the societal structures, and the

policy adaptions needed to improve the provision of inclusive basic education (7.4).

World-wide there is a drive to include all children in education, at least for the duration of
primary education (1.1; 2.4). Inclusive basic school education opportunities include the
availability of pre-primary schooling (2.6.2.1) as well as availing the opportunity for primary
and junior secondary schooling in equitably relevant conditions (2.4; 2.5.5). Such a system
embraces all learners in the community, irrespective of any impairment that the child may

have (2.5.3). However, inclusive basic education also focuses on including all the children in
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the community in schools, irrespective of external barriers such as class and the economic
status of the family (2.5.4). An inclusive basic education system focuses on issues such as
compulsory age-appropriate entry to school and its monitoring (2.2; 2.3), and the provision
of free primary education (2.4) that has a tracking system to monitor learners’ progressive
attendance and concentration throughout the level (2.5.5). It also values the active
engagement of key stakeholders such as parents, community, state sectors and NGOs in the

schooling process (2.7.2-2.7.4). These will be discussed in more detail below.

7.3.1 PRE-PRIMARY PROVISION

Literature (2.6.2.1) emphasises the importance of a pre-primary foundation in order to
sufficiently prepare children for school. However, pre-primary provision seems to be a very
marginal concern for the ETP 1994 (4.3.5.1). In the brief section in ETP 1994 stating specific
objectives and strategies responding to the major concerns provided in the policy document,
nothing is detailed about the provision of pre-primary education. The absence of a clearly
stated implementation strategy regarding pre-primary education would presumably harm its
implementation. The policy does not mention ways of financing and managing pre-primary
education, or the training of teachers. It is therefore not surprising that the survey results
indicate pre-primary education provision in the vulnerable urbanised setting was not
available to the children (5.2). The structure leaders indeed confirmed that pre-primary
foundation was lacking (6.3.2). The participants from the community structures perceive this

as an investment failure by government, and indeed even the officials confirmed this view.

7.3.2 FREE PRIMARY EDUCATION

Globally there is a drive to make free and compulsory basic education available to every child
(2.4), and this is enshrined in the ETP 1994 (4.3.2.2). Nonetheless, a strategy of reaching that
ideal remains vague with regard to compulsory age-appropriate entry and retention (4.3.5.2),
and also on how to make this education inclusive in livelihood-threatened contexts such as
vulnerable urbanised settings (4.3.5.4). This would clearly refer to one of the major silent
issues of the policy’s content, which totally fails to take into account the negative impact of
livelihood pressure on inclusive basic education. This has implications to provide this
education in an equitably inclusive manner to every child. Both the survey results (5.5) and
the analysis of the qualitative data (6.3.2) confirmed that primary school provision in this area

is not free (the implications of which are discussed in subsequent sections).
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7.3.3 INCLUSION OF ALL LEARNERS

In my literature study | conceptualised inclusive basic education as separate from the pre-
primary foundation, as the basis (discussed in 7.3.1) of formal education in the primary and
junior secondary school, “designed with due attention to equitably help all learners to
effectively acquire the necessary knowledge and skills to develop their full capacities, to live
and work in dignity, to make informed decisions, to improve their quality of lives, to fully
participate in development and to continue learning overcoming barriers that could obstruct
the process” (2.3). This implies that not only should internal barriers to the child be
accommodated (2.5.3), but all extrinsic barriers, including societal, economic as well as
structural barriers should be addressed (2.5.4). Perceptions in the school community should

also be inclusive and without prejudice (2.5.4; 2.6.2.4)

Findings from the survey as well as the interviews in Wolayta Soddo confirmed that inclusive
basic education in vulnerable urbanised settings was not available to all the children (5.2;
6.3.3). This poor state of inclusion was attributed to the process of vulnerable urbanisation
(5.3). It was seen that children from families who were forced to start an urban way of life
without it being their own choice were usually excluded to a greater degree than other
children (5.3; 6.3.6). Parents from former farm-background were more challenged to afford
schooling expenses, so their children spent most of their time on streets, vending, to raise
money to support their subsistence and schooling expenses (6.2.2; 6.3.5). This often leads

children to quit school (6.2.2; 6.3.5) entirely.

Empirical evidence pointing to the cause-effect relationship between vulnerable urbanisation
and learner inclusion in basic education was confirmed by the policy analysis. An analysis of
the ETP 1994 (4.3.5) and that of the Inclusive Education Strategy (2012) (4.3.7) found these
documents to be silent about strategies to improve the situation. There is for example no
mention of strategies such as contingent packages to guarantee inclusion in basic education
in cases of unforeseen challenges (6.3.7). In light of this, the adverse effect of urbanisation on
inclusive basic education will remain, as the result of the forceful eviction of households from
their age-old livelihood pattern. Clearly policy makers need to recognise the situation, and

have the political will to enable and bring about the needed change.
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7.3.4 AGE-APPROPRIATE ACCESS, RETENTION AND SUCCESS

An important issue highlighted in the literature on inclusive education, which is also an
international drive, is the need for children to access education at the appropriate age, and
to be meaningfully retained towards success (2.4; 2.5.5). Results from this study, however,
suggest that children in the study area do not adhere to the conventional school-age structure
from the very start (5.2; 6.3.4). Furthermore, evidence of a low completion rate was shared,
as many children quit their attendance before finishing the primary level (5.2; 6.3.4). This

sustains the cycle of poverty of the marginalised former farming communities.

7.3.5 PERCEPTIONS OF CHILDREN'’S RIGHT TO INCLUSIVE BASIC EDUCATION VIS-A-VIS

GOVERNMENT’S ROLE

One aspect that underpins inclusive basic education is if and how education is perceived as a
basic human right (1.1; 2.4; 4.3.2.1). The empirical findings pointed out that awareness about
children’s right to inclusive basic education was encouragingly high from the side of both the
public (5.4; 5.6; 6.4.1; 6.4.2) and the government (4.3.2.2; 4.3.5.4). However, findings from
the survey (5.5) and the qualitative data (e.g. 6.2.1, 6.2.2, & 6.3.1) pointed out that
government’s own role assumption and commitment to achieve inclusive basic education was
disproportionately low, although some claims about attempts were made by one of the

government officials(6.3.4).

Although the above section only briefly touched on the situation regarding inclusive
education in the area under study, there is no doubt that there is massive room for
improvement. This is indeed a community in distress, and only limited resources are available
in official government structures. Thus, as was my assumption right from the start of the
study, the solution needs to come from within. | now consider how an important role-player
in the community, namely the community structures, can be included to support inclusive

basic education.

7.4 HOW CAN COMMUNITY STRUCTURES AND THEIR MEMBERS SUPPORT
INCLUSIVE BASIC EDUCATION?

In the literature review | expanded on the three sets of role-players that can possibly support

and enable inclusive basic education. The first is the state (2.7.1), who has to fulfil its
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obligations as stipulated in international declarations and in the constitution to provide
education to its citizens. Secondly, a potential role-player is the NGOs that operate at local
and international levels (2.7.3). The third potential role-player is community organisations
(2.7.4), and who are made up of local people in the community (2.7.4), this study focuses on

this group.

The participants generally thought it was a good idea to involve such structures and their
members to support inclusive basic education. The policy analysis also lightly touched on the

possibility of involving the community in basic education (4.3.5.8).

Findings from the survey delivered strong evidence affirming that community structures and
their individual members could in many ways support inclusive basic education (5.7 & 5.8). It
was suggested that they would play important roles either in closely working with parents
and the school, initiating their own independent interventions contributing to inclusion, or by
networking to jointly function with external actors working in the environment of basic
education (Table 5.11 & Table 5.13). By and large, the survey results found that societal
structures along with their individual members could have significant potential roles to

support inclusive basic education in vulnerable urbanised settings.

Findings from the interview sessions and group discussions confirm the result of the survey
outcome. Structure leaders pointed out they would and should be involved in order to
improve the poor state of inclusive basic education (6.4). They came to the conclusion that in
the absence of serious attention from the government to manage the poor provision of basic
education, they could not afford to keep watching and doing nothing as the future of their
children are compromised (6.4). They felt that the structures would probably need initial
support from other actors to enhance their capacity, and they believed that they could
eventually become self-reliant in this regard (6.4.4). Findings obtained from the interview
with the community organising expert (6.4.4) and that of the municipal government

appointee (6.4.4) were also found to be consistent with the survey results.

When critically looking at the information from all three sources (policy analysis, survey
analysis and synthesis of qualitative data), one can make the assertion that the educational
policy direction of the country does not provide clear direction regarding inclusive basic
education in vulnerable urbanised settings. This was also implied in the report on critical

policy analysis (4.4), the survey result (5.9) and the analysis of qualitative information (6.5).
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The reports from the respective chapters concerning policy response to inclusive basic
education therefore largely correlate with to each other. In particular, the analysis and
synthesis of pertinent pieces of information signalled that the country’s education policy is
silent on how to meaningfully and sustainably include vulnerable children from livelihood

insecure households in basic education.

Based on the major findings and conclusions drawn in the preceding sections of the study, |
have suggestions for policy which | believe will help to improve the provision of inclusive basic
education in vulnerable urbanised settings. As the current education policy directives have
some noticeable strength, despite the obvious gaps, | will start the section on
recommendations by acknowledging existing features promoting inclusive basic education. |
will then point out recommendations geared toward the crucial issues which the policy is
silent about. | will also forward suggestions regarding certain observed flaws in policy matters
which are contradictory to the pursuit of achieving and maintaining inclusive basic education
in vulnerable urbanised settings. Eventually, | will point out ways of using the support of

societal structures to improve the provision of inclusive basic education in the setting.

7.4.1 ADOPTING AND VALIDATING FUNDAMENTAL STRENGTHS IN THE POLICY

Although not a comprehensive educational act, ETP 1994 has been in place as a national
educational directive since its ratification. It contains a section on the broad objectives of the
education sector, and encapsulates some fundamental issues acknowledging free and
compulsory basic education. Ideally, this was a magnificent step forward in light of advancing

the provision of inclusive basic education.

Equally important is the fact that ETP (1994) was set to operate in the context of the national
constitution (4.3.2.2). Plainly stating, in the Constitution of the Federal Democratic Republic
of Ethiopia Section 9 [4] it was ratified that all international laws and accords signed by the
country have been acknowledged as the law of the land. Thus, by virtue of Ethiopia having
signed global principles involving the advancement of inclusive basic education as the right of
every child, there is a binding legal embodiment to this via the Educational and Training

Program (1994).

The aforementioned points are crucial as far as laying down foundations for the provision of

inclusive basic education is concerned. In fact, evidence from the survey (5.9.1) and interview
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with structure leaders (6.3) indicated that stipulations were not translated into practice.
Nonetheless, ratification of international laws favouring inclusive basic education itself could
be seen as a major step forward. Any policy enhancement to advance inclusive basic

education could foresee the prospect of building on these strengths in the document.

7.4.2 CONSOLIDATING CRITICAL GAPS FOR CONSOLIDATION IN THE POLICY

Critical analysis of the content revealed that the ETP (1994) is not a comprehensively detailed
national educational act, and certain gaps were noticeable regarding certain crucial matters.
Identifying the gaps pertaining to the provision of inclusive basic education is important to
suggest prospective alternatives that could help to fill these. The following are gaps in the
current policy documents which have to be filled in order to consolidate efforts of achieving

inclusive basic education.

The first clear gap | identified was that the policy fails to clearly respond to the provision of
pre-primary education. The content of the ETP (1994) underlines pre-primary education as
important to prepare children for the transition from home to school. Nonetheless, its

implementation was entirely left to the private sector (6.3.2.)

Needless to mention, a private sector investment is often driven by profitability. From this, it
follows that in a social setting of poor communities; parents are hardly in a position to afford
paying for pre-primary services, which entails a nearly zero-profitability prospect for the
sector. So if the government continues its non-involvement, the pre-primary level will become
unavailable to the children from poorer families, for all practical reasons. This gap must be

addressed at the policy level.

7.4.3 CRITICAL SILENCE OBSERVED IN THE POLICY PERTAINING TO THE STUDY

Contrary to making basic education freely and compulsorily available to every child (4.3.2.2 &
4.3.2.3), the ETP (1994) was found to be silent as to how to ensure this. In a context where
there is dire livelihood insecurity and household vulnerability, it would be implausible to
compulsorily involve children in the basic education process. One could hardly compel a
starving child from a destitute family to effectively be included in schooling (6.2.1, 6.2.2,
6.3.3). To entice a child from a starving household to come to school livelihood support

mechanisms such as school feeding programs need to be put in place.
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Similarly, the Special Needs/Inclusive Education Strategy (4.3.7) acknowledges the urge of
realising international non-discriminatory acts (4.3.2.3) in order to reach children with
disabilities and get them meaningfully included in basic education. However, the focus is on
enabling the school’s physical environment to accommodate learners with disabilities (4.3.7).
It does not mention how to address the challenges of those learners whose disability is

coupled with livelihood pressure.

Both the ETP (1994) and the Special Needs/Inclusive Education Strategy (2012) are silent
regarding how to realise compulsory learner participation in an all-inclusive manners. These
policy documents do not mention any financial assistance to support financially vulnerable
school children. As livelihood pressure is one of the most crucial determinants to achieve
learner inclusion (6.2.1, 6.2.2, 6.3.3), the silence of these documents in this regard needs to

be thoroughly addressed in policy.

7.4.4 AMBIGUITIES NEEDING CLARIFICATION

The issue of finance appears to be one of the key concerns needing clear articulation.
Inclusion in basic education is an unrealistic claim in vulnerable and destitute settings (6.2.1,
6.2.2,6.3). Its realisation is dependent on public financing and practical financial support from
the government. Consistent with this, the ETP 1994 (under its subsection 3.9.4) states that
special financial assistance would be given to those deprived of educational opportunities,

and steps would be taken to raise the educational participation of deprived regions.

In the face of a massive need for financial assistance to individuals to help them be included
in basic education, stipulating the option of “special financial assistance” '* would
unquestioningly be appreciated. It is, however, unclear whether the deprivation of
opportunity refers to only those in deprived regions or to people throughout the country.
Equally, the term “deprived regions” and type of “deprivation” used in the text would require
clarification. Thus, the ambiguity surrounding this key section in the ETP (1994) concerned

with financial assistance should be clarified.

13 «gpecial financial assistance will be given to those who have been deprived of educational opportunities, and
steps will be taken to raise the educational participation of deprived regions”- ETP, 1994, p.31, section on
the policy on educational financing, subsection 3.9.4.
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Similarly, in subsection 3.7 of the ETP (1994), there is a reference to “educational support
inputs”!. This also appears ambiguous — is it exclusively meant to support a child only in the
school setting, or does it refer to entire schooling process? This section of the ETP mentions
that special attention will be given to the preparation, distribution and use of educational
support inputs to women and needy learners who are not exposed to educational
opportunities. Children would probably have needs regarding educational support both inside
and outside the school. Thus, the the expression “educational support inputs” needs

clarification.

7.4.5 INTER-TEXTUAL CONTRADICTIONS AND MISALIGNMENT NEEDS TO BE ADDRESSED

The content of the ETP (1994), the Constitution of the Federal Democratic Republic of Ethiopia,
as well as other international laws, emphasise that participation and inclusion in basic
education is a fundamental right for every child (4.3.2.2 & 4.3.2.3). These legal and policy
documents have been approved and adopted by the government of the Federal Democratic
Republic of Ethiopia. However, a contradictory policy directive of urban development guided
the practice of rapid urbanisation that displaced farming households without proper
compensation (6.2.1, 6.2. & 6.3.). The process forced farming communities to adopt an urban
way of life without much choice or decision. This ruined their age-old livelihood pattern, and
by so doing disrupted the schooling opportunities of the children. Such grave inter-textual
contradictions between the educational policy and urban development directives should be

sorted out to safeguard the inclusive basic education of the children.

7.4.6 SOCIETAL STRUCTURES SHOULD BE INCLUDED AS A ROLE-PLAYER TO SUPPORT

THE PROVISION OF INCLUSIVE BASIC EDUCATION

The analysed policy documents tended to overlook role of communities and their structures’
participation in the support of basic education. My empirical findings point to an eagerness
from the side of the community and its structures to significantly support inclusive basic
education in vulnerable settings (6.4). This is however not reflected in the policy at all. Such

omissions need to be addressed during the policy-making processes, in order to effectively

14 ETP, 1994, p.29, subsection 3.7.7.
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utilise societal structures’ latent potential to support the provision of inclusive basic

education provisions in vulnerable contexts.

From the findings societal structures and their members believe that they can hugely support

the provision of inclusive basic education in a variety of ways, such as:

e Organising a follow-up team to work with parents and the school to support inclusion

e Liaising with the school to set up an ad hoc group to ensure inclusive practices at school

e Establishing a link with the school for joint discussions on consolidating inclusive practices

e I|dentifying livelihood-related barriers to inclusive education in households

e Planning income raising schemes to subsidise the schooling of children from destitute
families

e QOccasionally supporting destitute family children buying books and uniforms

e Looking inward and unleashing the unexpressed expertise of their members

e I|dentifying individuals who could pledge to sponsor the schooling of vulnerable children

e Launching events for fundraising and resource mobilisation along with other players to
support inclusive basic education

e Targeting needy children and liaising for support by a potential philanthropists

e Reaching out to potential role-players and mobilising them to work for a common goal

In order for the societal structures to effectively become involved in supporting inclusive basic
education, government has to start viewing them as influential partners (6.5.2, 6.5.4).
Government should also honestly respond to their technical, financial and material requests
in terms of enhancing their structural capacity so as to help them serve the public with

improved efficiency.

7.5 FRAMEWORK

Considering the literature that | discussed, my own observations during data collection, and
the analysis of the data in the form of policies, survey results and the interview data, | propose
a framework that follows to conceptualise the involvement of societal structures to support
inclusive basic education in vulnerable urbanised settings. The framework starts with
conceptualising the vulnerable livelihood context. There are certain elements or factors that
cause vulnerability, and specific agent(s) and other actors behind these factors. The

framework acknowledges that the vulnerability of the setting can be associated with one or
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more of three possible sets of issues, namely natural factors (e.g. natural disasters, inborn
learner disability), social factors (e.g. displacement due to intergroup conflict), or structural

factors (e.g. failure in governance, policy problems).

It follows that behind each of these potential factors there is nature, competing groups and
governance, all of which can be seen as agents pushing the vulnerability or helping to
overcome it. In my framework | acknowledge that there are rooms to enhance the role of
certain vulnerability agents so as to make them positively contribute to efforts to mitigate the
consequence of already induced vulnerability. For instance, government in this particular
setting is seen as a principal agent causing vulnerability. Nonetheless, it should actually be a

main player in the process of negotiating for policy and structural reform.

Other than factors and agents, the framework also pinpoints actors operating in the setting
who presume that they are not part of the problem. At the same time these actors are not
conscious enough that they have significant potential to make a difference in terms of
positively influencing the consequences of the vulnerability (which | hope my interaction
partially addressed). Correspondingly, for instance, NGOs, societal structures and possibly
even business persons'®> operating in vulnerable urbanised settings are important actors

identified by this framework/model.

What | have found in Wolayta Soddo vulnerable urbanised settings can be illustrated

diagrammatically as follows:

15 This was not the focus of my study.
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Figure 7-1: The situation of involvement of different sectors

Government set up certain features of basic education, and there was limited involvement
from some of the NGOs, but the structures in the community were not involved at all. As a

result only a limited number of children have been included in education opportunities

(depicted by the yellow shaded circle).
Through my engagement and discussions, particularly during the interviews, there was an

awareness of the potential of increasing the involvement of all three groups of actors. Hence

| depict it as follows:
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Figure 7-2: Proposed Inclusive Basic Education Support Framework in Urbanised Vulnerable

Settings

Expanded involvement is depicted in green. In brief, the framework conceptualises the
interplay between actors and agents in the setting in order to consequently improve the
vulnerability situation. In the framework, community structures are considered as a crucial
new player of the role of inventing strategies and mediating between the government, the
community and NGOs operating in the area to improve inclusiveness in basic education. Their
role has ultimately improved coverage of inclusive basic education from the small yellow
circle (circle-1) in figure 7-1 to the bigger yellow area (covering both circle-1 & circle-2) in
figure 7-2. Coordination of roles and efforts between actors also has slight positive impact on
the state of access to basic education under circle-3 in Figure 7-2, and thus circle-3 turns grey.

Specifically, in the framework, it is believed that the planned involvement of structures
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enlarges the inner circle or coverage of inclusion in basic education. However, it needs to be

noted that government involvement and the involvement of the NGOs should also expand.

Secondly, the lines and arrows suggest engagement between the different stakeholders,
instead of a top-down approach, to open up channels of communication and break down

barriers.

7.6 LIMITATIONS OF THE STUDY AND AREAS OF FURTHER RESEARCH

| carried out the study in order to address the problem of inclusive basic education in
vulnerable urbanised settings using the support of societal structures. While the study was
underway, | encountered some challenges. Some of these might shed light on the need for

further research in the scope. | mention these challenges in the following section.

7.6.1 KNOWLEDGE AREA LIMITATIONS

In the study, | attempted to do a rigorous review of the existing body of knowledge. | reviewed
scholarly works under the broad domain of social development with emphasis to how to
improve policy directives of public service rendering in vulnerable urbanised areas, with
particular attention to the provision of inclusive basic education in Ethiopia. However, |
noticed a knowledge gap in relation to the scarcity of scholarly information and the lack of a
clearly defined scope with reference to the conceptualisation of inclusive basic education. A
scarcity of local literature on the scope of inclusive basic education was one of the serious
challenges | had. On a global level as well, the link between opportunities for basic education
and livelihood is generally not communicated well in scholarly works. The existed body of
knowledge in this respect is limited to reports and reviews associated with donor texts on the
Education in Emergency program. This issue resulted in my literature review being a little

limited, a fact that | am aware of.

The review also informed me that a consistent and globally shared conceptualisation has not
yet been achieved regarding the scope of inclusive education and the features that constitute
meaningful inclusion. Most of the existing literature tends to perceive inclusion in connection
with mere learner enrolment, leaving aside many salient features attributing to and
constituting a meaningful schooling process. Other researches incline to associate inclusion
with special needs education for learners with disabilities. On account of this, | had to work

out an operational definition of inclusive basic education for the study on the basis of those
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attributing and constituting features, which | believe define an effective and meaningful
inclusive basic education program. If this sparks new confusion about the conceptualisation
and the scope of inclusive basic education, | presume that will in turn open up an opportunity

for further research.

7.6.2 METHODOLOGICAL LIMITATIONS

The selected participants included structure leaders, a community organisation expert and a
representative of the town’s executive. Through the survey questionnaire, an overview of the
parents’ perspectives was also included. In retrospect the composition of participants could
have included more representation from other sectors. In particular, | could have included
participants from the school community. Including their perspectives would have made the

findings more comprehensive. | was, however constrained by time and finances.

7.6.3 PARTICIPANT-RELATED LIMITATIONS

In relation to employing a survey, | encountered that a good number of the participants could
barely read or write, and had trouble completing the questionnaire independently. Few of
the survey participants could complete the questionnaire by themselves. As a result | had to
make use of enumerators who could read content of the questionnaire, and then record the
participant’s in writing. As a precaution to limit the enumerator bias, | took them through a
thorough induction process. They were also thoroughly advised to remain as objective as
possible and leave the decision to the participants. However, | can imagine that the very
presence of an enumerator might somehow influence the participants’ decisions in the rating

of their responses.

7.6.4 RESEARCHER-RELATED LIMITATIONS

The fieldwork phase of this research presented a number of constraints which had
considerable implications on the study itself. My research site was in Ethiopia, so | had to
work far away from my research supervisor for almost a year. We had very occasional
contacts via an exceedingly poor and fragile internet connection from Ethiopia. | also had a
very serious security concern during the fieldwork, as it was undertaken in a time when the
country declared a state of emergency in response to large scale political unrest. The

fieldwork phase of this research also presented financial challenges. | did not have a research
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grant to finance the fieldwork. As result, | had to work on it with meagre personal savings,

and also be sponsored by my family members.

Yet, despite the above limitations, | would like to conclude as follows:

7.7 CONCLUSION

Based on the findings of the study, | will now present my conclusions. To start with, basic
education in the vulnerable urbanised setting of Wolayta Soddo lacks most of the features
constituting the provision of inclusive basic education. Children in the area hardly have access
to pre-primary education, so most of the children start primary level without any pre-primary
preparations. Some children could start basic education later than the conventionally
acceptable schooling age, meaning that they had missed out on precious schooling time.
Many of the children in the area were forced either to not concentrate effectively on learning
while they were still in school, or they were compelled to quit schooling altogether due to
immense household livelihood pressure, largely linked to vulnerable urbanisation in the

settings.

The findings led me to the conclusion that most of the barriers to inclusive basic education in
the area are rooted in infrastructural predicaments and household livelihood challenges.
Major issues surrounding infrastructural challenges include a of total absence of pre-primary
education provision in the area, and distance of the available primary schools from home,
making it difficult for younger children to attend school during hot and rainy seasons. Due to
household livelihood pressures, most parents are unable to feed their children and also cover
their schooling expenses, making it difficult for their children to continue with basic

education.

The findings could also shed light on the public’s awareness on children’s right to participate
in basic education, and the public’s perception towards the low level of government
commitment to enable this right. The participants indicated that they are aware of the fact
that every child has a fundamental right to basic education, and the community as a whole
had positive attitude toward meaningful participation of a child in basic education. The public
perceives that government is not doing enough to ensure inclusive basic education for the
children. They believe that government education policy is silent about how to deal with

certain pressing basic education challenges. In the eyes of the public, government actions

183



Chapter 6: Conclusions and Recommendations

sometimes seem to be in direct opposition to the provision of basic education, such as for
example creating programmes of forced urbanisation that displaced households and

disrupted schooling.

In relation to this urbanisation process, that tremendously deterred inclusive basic education,
the empirical findings provided evidence leading to the conclusion that the process was based
on an unconsented-to policy decision. The findings proved that households had been
displaced without having the chance to consider their options, and so the process was
unpopular and ended up affecting the life prospects of family members, including children’s
schooling. Consequently, this unconsented-to policy decision created two divergent versions
of the truth on the side of the public and the executive. The executive defended this
urbanisation project as a process involving and leading to development, but the perception
of the community and the way they experienced it, involved displacement and caused
vulnerability to the households. Similarly, the executive appeared content with a mere
stipulation of laws endorsing free and compulsory basic education in the constitution, but in
the perception of the public these stipulations remain unaddressed and are not backed by

practice. This can hardly guarantee securing the rights enshrined in legal and policy texts.

Lastly, looking into the interplay between findings and conclusions in different sections of the
study led me to draw a grand conclusion of the study pointing to the need of redressing issues
in the policy. It would appear from the major findings that the policy needs to embrace two
important considerations. Firstly, the policy needs to avail contingent packages in terms of
projecting financial backstopping in vulnerability scenarios where inclusive basic education is
affected. Equally important, the policy should embrace strategically identifying and involving
core stakeholders such as residential societal structures to sustainably support the provision

of inclusive basic education in vulnerable settings.
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ADDENDA

ADDENDUM A: LETTERS OF PERMISSION AND CONSENT IN ENGLISH

Room 110 Vergeet-my nie Building
University of the Free State
Bloemfontein, 9300
06 February 2017
Soddo Town Administration

SNNPR, South Ethiopia, Wolayta Soddo

Re: Request for permission to conduct a research project: Student Number 2014116103
Dear Madam/Sir

This is to kindly request a permission to conduct a research project involving certain
community structures and few key informants in Wolayta Soddo town, South Ethiopia. | am
a PhD-student registered at the Faculty of Education, University of the Free State in South
Africa, and currently engaged in a research project as part of the requirements for my PhD in
Philosophy and Policy Studies in Education. | am attempting to investigate ways using
community structures to support the provision of inclusive basic education in urbanised
vulnerable setting in Wolayta Soddo.

The study requires a survey, a focus group discussion as well as a few interviews. Therefore, |
would wish to approach members of three selected community structures (locally called
“sefer idr”) to take part in a survey, and to contact the executives of the same structures for
a focus group discussion. Besides, the interviews are sought to be arranged with the mayor
of the town and with an expert in charge of community organization affairs in the town’s
administration. | believe the data | obtain from these participants could provide me with
valuable information pertaining to my research. As such | would earnestly need and sincerely
appreciate the participation of each informant.

The information obtained in the process will be treated with the utmost confidentiality and
only for research purposes. Hard copies of answers of each participant will be stored in a
locked cupboard at my residential place and electronic information will be stored on my
personal password-protected computer. The survey questionnaire will take about 15-20
minutes to complete, and it could be filled in at the convenience of each participant. Each
informant will be contacted based on their respective informed consent, and they can also
withdraw at any point of time if they feel uncomfortable. Copies of the questionnaire are not
numbered or specified, individuals will respond anonymously, and the responses will be
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aggregated during the analyses. Thus no individual will be identifiable from the research
report.

My research project was approved and registered by the Faculty of Education. All aspects of
my research was reviewed by the Ethics Board of the Faculty of Education, and ethical
clearance (reference number XXX) was granted.

| would also like to point out that you are welcome to contact my study promoter Dr Lynette

Jacobs at the University of the Free State, South Africa at JacobsL@fs.ac.za oron (+27) 51 401

3421, if you need any further clarification.

Thank you for considering my request.

Very kind regards,

Medhin March Dollebo (email: medhinmarcho@gmail.com)

Tele: +27 71 72 97 436 (S. Africa) +251 911 468997 (Ethiopia)
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Consent Letter from head of the town’s administration

I hereby agree to take part in the research project

on using community structures to support inclusive basic education provisions in urbanised

vulnerable setting in Wolayta Soddo, Ethiopia.

| understand that | will have to be available for semi-structured face-to-face interviews which
will be schedule through an appointment at my convenience. | understand that the interview
will be recorded by means of electronic recording device. | confirm that the person asking my
consent to take part in this research has told me about the nature, procedure, potential
benefits and anticipated inconvenience of participation. | have had sufficient opportunity to

ask questions and am prepared to participate in the study.

| also understand that I:

e Will participate only voluntarily and | can withdraw at any time and there will be no
negative consequences for withdrawal.

e Will not be asked personal questions and may at any time decide not to answer
qguestions or withdraw if | wish so.

e May ask for access to the transcripts of all sessions and will be allowed to withdraw
some or all of the information | will provide in the case of second thoughts.

e Shall stay anonymous in the study.

e | have received a signed copy of the informed consent agreement.

Participant 10 (head of Soddo town administration) Medhin M. Dollebo (principal

investigator)
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Consent Letter from community organisation and social affairs expert

I hereby agree to take part in the research project

on using community structures to support inclusive basic education provisions in urbanised

vulnerable setting in Wolayta Soddo, Ethiopia.

| understand that | will have to be available for semi-structured face-to-face interviews which
will be schedule through an appointment at my convenience. | understand that the interview
will be recorded by means of electronic recording device. | confirm that the person asking my
consent to take part in this research has told me about the nature, procedure, potential
benefits and anticipated inconvenience of participation. | have had sufficient opportunity to

ask questions and am prepared to participate in the study.

| also understand that I:

e Will participate only voluntarily and | can withdraw at any time and there will be no
negative consequences for withdrawal.

e Will not be asked personal questions and may at any time decide not to answer
qguestions or withdraw if | wish so.

e May ask for access to the transcripts of all sessions and will be allowed to withdraw
some or all of the information | will provide in the case of second thoughts.

e Shall stay anonymous in the study.

e | have received a signed copy of the informed consent agreement.

Participant 11 (Soddo town Community Affairs’ expert)  Medhin M. Dollebo (principal

investigator)
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Consent Letter from the executive members of the community structures

I hereby agree to take part in the research project

on using community structures to support inclusive basic education provisions in urbanised

vulnerable setting in Wolayta Soddo, Ethiopia.

| understand that | will have to be available for a focus group interview by appointment and
that the interview will be recorded by means of electronic recording device. | confirm that the
person asking my consent to take part in this research has told me about the nature,
procedure, potential benefits and anticipated inconvenience of participation. | have had
sufficient opportunity to ask questions and am prepared to participate in the study. | also

understand that I:

e Will participate only voluntarily and | can withdraw at any time and there will be no
negative consequences for withdrawal.

e Will not be asked personal questions and may at any time decide not to answer
qguestions or withdraw if | wish so.

e May ask for access to the transcripts of all sessions and will be allowed to withdraw
some or all of the information | will provide in the case of second thoughts.

e Shall stay anonymous in the study.

e | have received a signed copy of the informed consent agreement.

Participant 1 (member of community organisation 1) Medhin M. Dollebo (principal

investigator)

Participant 2 (member of community organisation 1) Medhin M. Dollebo (principal

investigator)
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Participant 3 (member of community organisation

investigator)

1)

Participant 4 (member of community organisation

investigator)

2)

Participant 5 (member of community organisation

investigator)

2)

Participant 6 (member of community organisation

investigator)

2)

Participant 7 (member of community organisation

investigator)

3)

Participant 8 (member of community organisation

investigator)

3)

Medhin M.

Medhin M.

Medhin M.

Medhin M.

Medhin M.

Medhin M.

Dollebo (principal

Dollebo (principal

Dollebo (principal

Dollebo (principal

Dollebo (principal

Dollebo (principal
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Participant 9 (member of community organisation 3) Medhin M. Dollebo (principal

investigator)
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ADDENDUM B: LETTERS OF PERMISSION IN AMHARIC
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ADDENDUM C: SURVEY QUESTIONNAIRE

Using community structures to support inclusive basic education provisions in urbanised

vulnerable setting
Survey Questionnaire

Using community structures to support inclusive basic education provisions in urbanised

vulnerable setting
Dear participant,

| am currently engaged in a research at the University of the Free State as part of the
requirements for my PhD in Philosophy and Policy Studies in Education. | am attempting to
investigate ways of engaging the informal self-help community structures to support the
provision of inclusive basic education in urbanised vulnerable setting where some households
are struggling to keep their children learning due to the livelihood challenges induced by the
urbanisation process. In relation to this, | am convinced that your experience-based inputs
are essential in order to inform my research. Therefore, | earnestly request you to take part

in the following survey, by completing the questionnaire.

| suppose the questionnaire would not take longer than 20 minutes to complete, and it will
be filled in at your convenience. | want to assure you that the information obtained from this
guestionnaire will be treated with the utmost confidentiality and be used only for research
purposes. Please note that copies of the questionnaire are not numbered, and that you should
please not write your name or the name of the community structure which you associate to
by membership on it. All the scores will be aggregated during the analysis. This means that no

individual will be identifiable from the research report.

Please, respond to each item as honestly as you can. If you are uncomfortable with a specific
qguestion, feel free to leave it out. If you want to verify anything concerning this questionnaire,
or simply want to raise concerns, do not hesitate to contact me through my email or

telephone address indicated below.

In advance, | thank you for your time and willingness.
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Very kind regards,

Medhin March Dollebo

Telephone: +27 71 72 97 436 (South Africa) +251 911 468997 (Ethiopia)

Email: medhinmarcho@gmail.com

GENERAL INFORMATION

This questionnaire has two sections. Section A contains few background particulars and
section B comprises a list of 40 question items that constitutes the major part of the survey.
Each item has to be completed based on your honest personal expertise, opinion and
experiences. Thus, please only read each statement and choose a corresponding response
you think best represents your view or experience and accordingly put an X or write down

your response in the space provided. For example:

In which town do you live: Soddo
Awassa
OR
In which country do you live? Ethiobiov

In _the context of this questionnaire, community or societal structures refer to voluntarily

organised self-help neighbourhood associations (locally called “sefer Idir”) to which the local

residents belong.
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Vulnerability refers to household livelihood challenges relating to urbanisation, having their

rural landholding expropriated by the municipality and the concomitant exclusion of children

from basic education opportunity.

SECTION A
a. Whatis your gender? | Female
Male
b. How many years you have lived in Wolyta Soddo
town? e
c. How many years have you been associated as a member to
this community structure (association)? |
SECTION B

Please read the following statements and indicate your views on the scale as provided in the

table that follows. Please show your response to each item by putting an X mark.

school learning opportunity

Response
To what extent do you agree with the following T>~° d o ) ?>~° 2]
. d (] [T} b c
statements: § g % g 9 § a 35
&9 18| &7
1. Allthe children in this locality get a pre-primary

2. All the children in this locality enrol to start primary
school by age of 7

3. Children in this locality successfully complete their
school years (between grade levels 1 to 8)

4. Education provision in this locality is all-inclusive
allowing every child to acquire the knowledge and
skills necessary to develop his/her full potential

5. As a result of their livelihood situation, few children
in this locality are not sent to school

6. Former farm households in this locality who started a

urban way of living face livelihood challenges that
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To what extent do you agree with the following
statements:

Response

Strongly

aAorpp

Agree

Disagre
(=]
Strongly

dicsaore

Un

HPN A |

A |

results in not being able to cover their children’s
school expenses

After school hours, children in this locality from the
former farm community families engage in petty
money-raising activities to support the household’s
livelihood needs

As the number of former farm-community household
members is negligible in this locality, it is difficult to
know if children of that background are excluded
from schooling

Every child has the right to free basic education

10.

Basic education has to be compulsory to every child

11.

It is only the families responsibility to teach their
child

12.

Development plan should in no way affecting free
and compulsory basic education provision to every
child

13.

Currently, the government has laid down the
necessary facilities to pre-primary education for
every child

14.

Currently, the government has made basic education
free to every child

15.

Government has put a system of control in place to
ensure every child is included in basic education

16.

Government has contingent packages for the
schooling and inherent livelihood needs of children
from vulnerable families

17.

Government compensates learning expense of
children when families are displaced from their
holdings

18.

When government and the parents are unable to
offer education to a child, community structures can
have a role to play

19.

It is important to hold discussions at community
level, to involve local community structures in
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To what extent do you agree with the following
statements:

Response
> > k|
®aq 9 g ?,,El
c g 9 W €8 £ 7
Sd ¥ | 2] gy >
& (a AT E

supporting inclusive basic education provision to
those from vulnerable families

20.

Community structures can organize a follow-up team
to work with parents and the school to support
inclusive provision of basic education to vulnerable
children

21.

Community structures can embark on identifying
barriers to inclusive education that relate to
livelihood challenges of households in the area

22.

Community structures can waive membership
contributions of the poorest families to some months
to subsidise the children’s schooling

23.

Community structure can plan income raising
schemes (e.g. renting rural land outside the town and
let the willing families grow plants) to subsidise
children’s schooling

24,

Community structures can support some poor
families striving to keep their children in school,
occasionally buying books & uniforms, subsidising
house rents, electric bills etc.

25.

Community structures can work on promoting and
identifying individuals who pledge to sponsor the
schooling of a child from the poorest family

26.

Community structure, jointly with school and other
role-players, can launch fund raising events to
support the provision of inclusive basic education

27.

Community structures can recruit the most needy
children and liaise for support by a potential
philanthropist

28.

Community structures can liaise with the school to
setup an ad hoc committee to ensure that inclusive
education practices at school level are effective

29.

Community structures can establish a link with the
school to plan and execute occasional joint
discussions on consolidating inclusive provision
practices
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Response
To what extent do you agree with the following T>o d o ) ?>o q] 4
S
statements: c g ¢ Hd €8 £ 1
od » | » Qv =2
& Q@ < (a AT <
30. Community structures can recruit tutors and

councillors from its members for brief weekend
couching and counselling support to students and
parents on inclusive education

31.

Community structures can recruit volunteers for
continuous fundraising and resource mobilization to
help the needy children remain included in learning
process

32.

Community structures can embark on identifying and
reaching out to potential role-players (e.g. faith-
based groups) in order to mobilize them to work for a
common goal of inclusive basic education

33.

Community structures can lobby for a dialogue
gearing towards policy improvement to lay down a
lasting structural solution to help maintain inclusive
provision of basic education

34.

| believe every member of the community who is
able to afford it has a moral responsibility to support
a child whose parents are unable to fulfil her/his
basic learning needs

35.

| believe a child in neighbourhood should never be
abandoned and denied learning opportunity simply
because parents cannot afford to pay for his/her
basic schooling needs

36.

| believe helping a child to keeping going to school
would shape him/her to become a competent and
productive citizen

37.

| believe the policy of the country must acknowledge
that every child deserves free basic education
opportunities

38.

| believe the policy of the country must endorse that
basic education should also be compulsory to every
child

39.

| believe that the international agreements on the
rights of the child, which the government signed
should all be unconditionally respected in this
country
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Response
To what extent do you agree with the following T>~° d o ) ?>o q] 1
S
statements: c g ¢ Hd €8 £ 1
Sa » | =« g v >
& Q@ < (a AT <

40. | believe the relevant government sectors, non-
governmental role-players and the community
structures should commit themselves to contribute

for the effective provision of inclusive basic
education to every child.

I honestly appreciate your participation in this survey, and | thank you very much for your time

and information.
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ADDENDUM D: INTERVIEW QUESTIONS

Based on your experiences and expertise, please reflect on the following points in detail.

1. How would you explain the basic education provisions in your area?

Are all the children and parents happy with it?

Is every child benefiting from it?

Is it effective enough in providing meaningful learning in child-friendly
manner?

Does everybody has involvement in it (parents, the community, structures of
the community...)?

2. Do you see every child in the locality (be it from rich or poor family, a boy or a girl,
with or without disability):

Has pre-primary school experience?

Start going to primary school at the right age (at age of 7)?

Keep attending and complete the grade which he/she is registered for?
Does not dropout schooling until he/she finishes the primary school (grade
8)?

Does not waste his/her after-school hours on income generating tasks to
cover her/his school expenses and and/or support livelihood of the whole
family?

Attend in a school with sufficient capacity and facility to help her/him obtain
meaningful learning to get relevant knowledge and skills so that to grow into
her/his full capacity?

3. Researchers list some barriers or blockages of inclusive education provision like
learner disability, socioeconomic problems (e.g. poverty and household livelihood
challenge), sociocultural problem (e.g. marginalizing a learner on account of
backward cultural beliefs) and so on. Now, let us focus on socioeconomic barriers. In
this regard, how do you evaluate the effect of poverty in general and vulnerable
urbanisation process in particular (i.e. starting urban life being evicted from rural
landholding) in impacting inclusive provision of basic education in this locality?

Do children from poorer families due to vulnerable urbanisation in the
locality have equal pre-school opportunity as compared to those from the
middle class?

Do children from poorer families due to vulnerable urbanisation struggle to
start schooling at the right school age?

Do they complete the primary school without dropping out somewhere in
middle?

Do they equally devote their after-school ours for study and leisurely
activities as those from the middle class?

If you have more idea on this issue please you can explain further
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This part of Soddo town constitutes the urban proportion of the most recent
expansion limits. As such some of the inhabitants are presumed to have started
urban way of life quitting their former farm-based livelihood pattern. In the light of
this, how do you evaluate achieving inclusion of their children in the process of
attending the basic education (do you think they managed to keep their children
going to school)?
e Do you think the children’s schooling expenses were properly taken into
account when families of former farmers were asked to start urban way of
life?
e With a focus on children from these households and their basic education
opportunity, do you think their parents and the government have managed
inclusive provision of basic education to the children effectively?
In what ways do think your self-help community group can support the inclusive
basic education provisions to children from former farm community households in
face of the livelihood challenge relate to the urbanisation process? Please comment
on this in relation to perceivable actual prospects your structure likely to offer and
ways of enhancing these in terms

e Displaying good will to the case,

e Recognising/identifying and mapping its tacit capacity and available

assets,

e Coordinating and outsourcing its resources

e Enhancing the capacity and widening the horizon

e |dentifying potential relevant actors and networking with them

e Promoting culture of compassion and philosophy of social

interdependence etc.

Do you think the community i.e. members of the community structures would resist
to welcome a proposal that self-help community structures like your group has to
get engaged in supporting inclusive education provision of children from livelihood
vulnerable households? If yes, what persuasion strategy would you suggest?
Do you think the proposal that self-help community structures like your group has to
get engaged in supporting inclusive education provision of children from livelihood
vulnerable households would in any sense conflict with the government policy? If
yes, what would you suggest to make it consistent with the government basic
education provision policy?

Please make specific recommendations with regards to achieving inclusive provisions
of basic education in urbanised vulnerable setting through the involvement of
community structures.
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