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This study aimed to develop a comprehensive and in-depth understanding of teachers’
lived experiences in enacting the Early Childhood Care and Education (ECCE)
policy within government pre-primary schools located in Hadiya Zone, Central
Ethiopian Regional State. To accomplish this objective, the research employed a
qualitative approach rooted in a phenomenological design, allowing for exploration
of participants’ shared experiences. Six pre-primary teachers were purposively
selected based on their substantial professional exposure and practical engagement
in ECCE implementation. Data were collected through semi-structured interviews
and analyzed using an inductive thematic analysis procedure. The analysis generated
Sfour major themes accompanied by five related sub-themes. The findings revealed
a significant discrepancy between the aspirations articulated in national policy
documents and the actual realities observed in school practice. The study further
uncovered persistent challenges, including inadequate physical infrastructure, limited
pedagogical and assessment expertise among teachers, and insufficient parental and
community participation. Based on these findings, the study recommends that the
Hadiya Zone Offices of Education, Health, and Women and Social Affairs reinforce
inter-sectoral collaboration and strengthen partnerships with schools and relevant
stakeholders to improve the effective implementation of the ECCE policy.

1 Introduction

1.1 Background of the Study

cognitive development and equips children with
the readiness required for early grade learning.
Moreover, participation in pre-primary education

Education represents a dynamic process through
which individuals acquire knowledge, skills, values,
attitudes, and behavioral patterns. It takes place
in both formal and informal contexts and signifi-
cantly shapes an individual’s cognitive, emotional,
and behavioral development. Conventionally, ed-
ucation is organized into progressive stages such
as pre-primary, primary, secondary, college, and
university levels. Among these stages, pre-primary
education occupies a foundational position, as it
supports young children’s developmental growth
prior to entering formal schooling. It enhances
©2023 Dilla University.
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positively influences school attendance and engage-
ment at the primary level. When children lack
adequate school readiness, they may struggle to
adjust to formal school environments, which can
increase the likelihood of dropout.

The Early Childhood Care and Education (ECCE)
program is designed to deliver developmentally ap-
propriate care and learning opportunities to young
children, thereby producing long-term developmen-
tal benefits. According to the Ethiopian Federal
Ministry of Education (2007), ECCE plays a deci-


babymorka21@gmail.com
https://www.doi.org/10.20372/dje.v02i02.01

Morka Mogiso et al.

sive role in shaping early childhood development,
contributing to the formation of socially responsible
individuals and supporting national economic ad-
vancement. It achieves this by reducing childhood
mortality, minimizing early childhood illnesses,
lowering repetition rates, and decreasing school
dropout.

International agencies such as UNICEF and UN-
ESCO consistently emphasize the universal im-
portance of quality pre-primary education, regard-
less of children’s socio-economic or cultural back-
grounds. Empirical evidence further confirms the
lasting advantages of high-quality early childhood
education (Curtis, Maureen, & O’Hagan, 2003,
cited in Gebre Egziabher, 2014). As highlighted
above, the early childhood phase functions as a
transitional bridge between preschool experiences
and formal primary education, laying a critical de-
velopmental foundation for future academic and
personal growth.

Globally, the period extending from conception
to approximately six years of age—particularly
the first 2000 days—is widely recognized as cru-
cial for long-term cognitive, psychological, and
socio-emotional development. Access to structured
pre-primary programs is especially significant for
children from disadvantaged backgrounds, as it
enhances their preparedness for formal schooling
and improves life outcomes.

Within the Ethiopian context, Early Childhood Care
and Education is considered a fundamental compo-
nent of basic education and is essential for achieving
the national Education for All (EFA) objectives and
broader human development goals. It is expected
that children engage in preschool activities at an
early age and experience enriched learning environ-
ments that nurture creativity and latent potential.
The Africa Fit for Children declaration (May 2001)
further underscores that investing in children con-
stitutes an investment in future peace, stability,
democracy, security, and sustainable development.

The right to education is safeguarded by various
international conventions and national legal frame-
works, all of which stress the holistic development
of children’s personality and capacities. Since 2010,
Ethiopia has introduced several policy reforms and

Dilla Journal of Education (2023), 2(2) 1-14

strategic initiatives focused on expanding access to
and improving the quality of ECCE services. The
government’s national ECCE policy framework
and strategic operational plans—developed with
UNICEF support—have contributed to measurable
progress, with pre-primary gross enrollment reach-
ing 34% in the 2022/2023 academic year.

Nevertheless, prior studies conducted in
Ethiopia—including those by Fedlu (2018), Fekede
(2021), Misahun (2020), and Mamo & Kenea
(2014)—have identified multiple implementation
challenges. These include shortages of trained
teachers, inadequate facilities, weak policy exe-
cution mechanisms, and particular difficulties in
rural settings. Such findings indicate the neces-
sity for continued research and contextual policy
refinement to enhance ECCE effectiveness, espe-
cially in relatively underperforming zones such as
Hadiya. The 2022/2023 annual report of the for-
mer Southern Nations, Nationalities and Peoples
Regional State Education Bureau documented ele-
vated dropout rates across several zones and special
districts. This situation motivated the present study
to explore teachers’ lived experiences in implement-
ing ECCE policy within government pre-primary
schools in Hadiya Zone—an area where compara-
ble research has largely focused on private urban
institutions rather than government-attached pre-
primary schools.

1.2 Research Question

The study aimed to address the following research
question:

* “What are the lived experiences of teachers
engaged in early childhood care and educa-
tion policy implementation in government
pre-primary schools of Hadiya Zone, Central
Ethiopian Regional State?”

1.3 Review of Related Literature

Extensive literature consistently emphasizes that
the first eight years of a child’s life constitute a pe-
riod of rapid and profound developmental transfor-
mation. During the initial three years in particular,
brain development progresses at an extraordinary
pace, creating a powerful opportunity to influence
long-term cognitive, social, emotional, and physical
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outcomes. The developmental potential remains
substantially high up to approximately eight years
of age. Arnold (2004) describes this stage as a criti-
cal “window of opportunity,” arguing that strategic
investment during early childhood yields enduring
benefits not only for individual children but also for
families, communities, and society at large. Failure
to utilize this developmental window may result in
long-term disadvantages that are difficult to reverse.

Similarly, UNESCO (2004) identifies Early Child-
hood Care, Education, and Development as a press-
ing priority both within Africa and globally. The
organization notes that growing awareness of early
childhood’s foundational importance has brought
the issue to the forefront of educational policy agen-
das. In parallel, Young Lives (2016) asserts that
early childhood represents the most sensitive and
formative stage of human life. The report empha-
sizes that interventions implemented during this
period are among the most cost-effective strate-
gies for mitigating the adverse impacts of poverty,
social inequality, and exposure to trauma. Early
preventive and supportive measures can therefore
substantially improve life trajectories.

A range of empirical studies further demon-
strates that access to high-quality ECCE ser-
vices—including appropriate care, stimulation, and
early learning experiences—serves as a powerful
determinant of lifelong success (ERPA, 2014). Be-
yond educational achievement, early childhood pro-
grams strengthen social competence, emotional
regulation, and adaptive behavior. UNESCO and
UNICEEF (2012) additionally argue that effective
ECCE systems enable governments to fulfill inter-
national commitments—such as those articulated
in the Convention on the Rights of the Child—by
ensuring that young children can exercise their
rights and realize their developmental potential.

Conceptualizing Policy and Policy Implementa-
tion Analysis

The concept of policy plays a central role in the
functioning of both private and public institutions.
While decisions made by individuals or private orga-
nizations are typically classified as private policies,
actions formulated and executed by governments
are referred to as public policies (Ozor, 2004). In
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the context of this study, the term policy specifically
denotes public policies developed by governmental
authorities.

Scholars conceptualize policy from different ana-
lytical perspectives. Some define policy primarily
as a course of action, others as a deliberate choice
among alternatives, and still others as a frame-
work guiding decision-making and implementation
processes (Ikelegbe, 2006). These varying interpre-
tations reflect differences in theoretical orientation.
Ezeani (2006) defines policy as a proposed line
of action that a government intends to pursue in
response to identified problems. Expanding this
view, Ikelegbe (2006) describes policy as an inte-
grated set of actions and programs accompanied
by guiding frameworks that direct practices within
specific problem domains. From these perspec-
tives, policy may be understood as a structured
direction-setting mechanism designed to achieve
predefined governmental objectives.

The 2010 ECCE Policy Framework in Ethiopia

Ethiopia formally introduced a comprehensive
Early Childhood Care and Education Policy Frame-
work in 2010 with the objective of strengthening
children’s development during their formative years.
The framework articulates a clear vision, mission,
strategic goals, guiding principles, institutional
structures, and priority intervention areas.

According to the National Policy Framework
(2010), the vision of ECCE in Ethiopia is to en-
sure that every child enjoys the right to a healthy
beginning, grows within a safe and nurturing en-
vironment, and attains their fullest developmental
capacity. The mission emphasizes the delivery of
integrated, culturally responsive, high-quality, and
developmentally appropriate services that promote
balanced and holistic child development. The over-
arching goal of the framework is to enhance early
stimulation from prenatal stages to seven years
of age, while improving access, equity, and ser-
vice quality through coordinated partnerships and
institutional capacity-building initiatives.

Modalities of Pre-primary Education

Pre-primary education in Ethiopia is implemented
through four primary delivery models: Kinder-
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garten, O-Class, Child-to-Child Approach, and
Accelerated School Readiness. Each modality op-
erates within a distinct structural and organizational
framework.

Kindergarten

Kindergarten operates as a three-year program serv-
ing children aged four to six. It employs child-
centered pedagogical approaches that emphasize
learning through play and experiential engagement.
Within this setting, children develop social iden-
tity, self-expression, and cooperative skills in an
environment that respects individual learning pace
(AACEB, 2013).

0O-Class

The O-Class model functions as a one-year prepara-
tory program integrated within existing primary
schools. It targets six-year-old children imme-
diately prior to Grade One enrollment (MoE,
2013/14). This approach seeks to enhance school
readiness among children who may not have previ-
ously accessed structured pre-primary services.

Child-to-Child Program

The Child-to-Child initiative engages older chil-
dren—typically Grade 5 and 6 students—as young
facilitators who conduct structured play-based activ-
ities with younger children in their homes or nearby
community spaces. Activities are adapted to local
cultural and environmental contexts to ensure rel-
evance to children’s daily lives. Teachers provide
training and supervision to facilitators, while par-
ents participate through observation and support.
The primary objective is to enhance younger chil-
dren’s preparedness for primary schooling (MoE,
2012).

Accelerated School Readiness

This modality is designed as a short-term, two-
month preparatory intervention for children aged
six and above who have not previously attended
preschool. Conducted during July and August, it
aims to reduce entry-level disadvantages before
children begin Grade One in September (MoE,
2017). Its primary purpose is to bridge readiness
gaps among first-time school entrants.
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Learning Materials and Learning Environment

The availability of appropriate learning materials
and safe environments is fundamental to effective
pre-primary education. According to AACAEB
(2011/12), indoor learning materials should include
puzzles, flashcards, geometric shapes, storybooks,
construction blocks, toys, and resources for the-
matic classroom corners (e.g., family, health, shop-
ping, science, language, mathematics). Outdoor
facilities should include play equipment such as
swings, slides, merry-go-rounds, balance tools, and
locally constructed play materials.

NACECE (2003) highlights that such materials
stimulate imaginative exploration and creative ex-
pression. Children often develop strong emotional
attachments to these materials, which function as
mediating tools between the child and their envi-
ronment. Moreover, Curtis (1998, cited in Haile,
2010) emphasizes that outdoor environments pro-
vide learning opportunities that cannot be replicated
indoors. Well-designed outdoor spaces encourage
curiosity, observational skills, and engagement with
natural elements such as weather patterns, plants,
and insects. These experiences foster inquiry-based
learning and holistic development.

Parent and Community Engagement

Parents serve as children’s primary caregivers and
foundational educators. Therefore, effective early
childhood programs require close collaboration
between families and schools. MoE (2016) under-
scores that parents should actively participate in
selecting preschool activities, contributing learning
materials, supervising educational processes, and
mobilizing resources for school operation.

Beyond families, broader community engage-
ment—including local organizations and non-
governmental institutions—is essential (OECD,
2001). MoE, MoH, and MoWA (2010) emphasize
that communities bear responsibility for creating
safe and supportive developmental environments.
Community involvement strengthens holistic devel-
opment through contributions in health, nutrition,
care, and educational services (Eagle et al., 2007,
cited in Yalew, 2011). Effective partnerships be-
tween schools and communities thus enhance the
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sustainability and quality of ECCE programs.

Learning Methodology in Pre-primary Educa-
tion

The ECCE policy guidelines recommend child-
centered, play-based instructional approaches that
promote active participation, peer interaction, and
experiential learning (MoE, MoH, and MoWA,
2010). Teachers are expected to support children’s
efforts, utilize diverse teaching aids, and facilitate
group-based activities that encourage collaborative
exploration.

However, evidence from observational stud-
ies suggests that instructional practices fre-
quently diverge from these recommendations.
In many contexts, teacher-centered meth-
ods—particularly explanation and question-and-
answer formats—predominate. Approaches such as
play-based learning, role-play, experiential engage-
ment, discussion, and storytelling are reportedly
underutilized. Classroom observations indicate
that instruction often emphasizes telling, reading,
and demonstrating, reflecting traditional teacher-
dominated pedagogies rather than learner-centered
engagement.

Assessment Practices in Pre-primary Schools

The ECCE framework advocates continuous and
developmentally appropriate assessment methods
that are not used solely for promotion decisions but
rather to inform learning support (MoE, MoH, and
MoWA, 2010). Assessment findings should also
be communicated to parents.

Nevertheless, classroom observations indicate that
assessment practices are often limited to tests and
attendance records, with occasional consideration
of class participation. Techniques such as portfolio
assessment, observation-based evaluation, drawing,
writing samples, and checklists are rarely imple-
mented. Interviews with school leaders suggest
that inadequate training, absence of ongoing pro-
fessional development, shortages of instructional
materials, and limited financial resources hinder
effective assessment implementation.

Isenberg and Jalongo (1993) argue that assessment
in early childhood settings should rely on contin-
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uous observation across both indoor and outdoor
activities. Evaluation should focus on children’s
engagement, effort, attitudes, and developmental
progress rather than solely on written test perfor-
mance.

Teacher Qualification and Professional Develop-
ment

Establishing a structured qualification framework
for ECCE teachers is essential to ensure consis-
tent standards and progressive skill development
(Biersteker, 2008). Rapid program expansion often
challenges traditional pre-service training systems.
Biersteker (2010) and Orkin ef al. (2012) suggest
flexible models in which teachers initially obtain
short-term certification and subsequently upgrade
their qualifications through staged professional path-
ways.

Teacher competencies—including pedagogical
skills, attitudes, and relational capacities—are cen-
tral to curriculum effectiveness. UNESCO (2007)
stresses that positive teacher-child and teacher-
parent relationships significantly influence program
quality, often more than material resources. Reflec-
tive teaching practices and continuous professional
learning are therefore vital components of quality
ECCE delivery.

Developmentally Appropriate Practice (DAP)

The National Association for the Education of
Young Children (NAEYC, 2020) strongly endorses
Developmentally Appropriate Practice (DAP) as
a guiding framework for early childhood educa-
tion. DAP integrates research-based principles to
support optimal learning by aligning instructional
experiences with children’s developmental stages.

Copple and Bredekamp (2009) explain that DAP
does not reduce expectations but rather ensures
that goals are appropriately challenging and achiev-
able. In such environments, children benefit from
both child-initiated and teacher-guided activities.
Structured small-group and large-group interac-
tions, interactive learning experiences, and care-
fully planned instruction collectively promote bal-
anced cognitive, social, and emotional development.
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2 Research Design and Methodology

This section deals with the design, method, sample
population, sampling techniques, data gathering
tools, data collection procedures, method of data
analysis and ethical considerations.

2.1 Description of the Study Area

Hadiya Zone is administratively located within the
Central Ethiopian Regional State, one of the newest
regional administrations in Ethiopia. This regional
state was officially established following the refer-
endum conducted on August 19, 2023, which led
to its separation from the northern part of the for-
mer Southern Nations, Nationalities, and Peoples’
Regional State (SNNPRS).

Geographically, Hadiya Zone is situated approxi-
mately 232 kilometers south of Addis Ababa, the
capital city of Ethiopia. The zone is bordered by
Kembata Tembaro to the south, Dawro Zone to the
southwest, and the Oromia Region and Yem Zone
to the west, with the Omo River serving as a natural
boundary. To the north, it shares a border with
Gurage Zone, while Silte Zone lies to the northeast
and Alaba Zone to the east. The administrative
center of the zone is Hossana town, which also
functions as the capital of the Central Ethiopian
Regional State.

In terms of educational infrastructure, Hadiya Zone
comprises 586 pre-primary schools. Of these, 127
schools (21.6%) are privately owned and managed,
whereas 459 institutions (78.3%) operate under
government administration. Enrollment statistics
indicate that a total of 102,686 children attend
pre-primary programs within the zone, including
52,082 boys and 50,604 girls. The teaching work-
force consists of 516 pre-primary educators, among
whom 141 (27.3%) are male and 375 (72.6%) are
female”.

2.2 Research Design

To explore and understand the lived experiences of
pre-primary teachers in implementing the ECCE
policy, this study adopted a qualitative research
approach grounded in a phenomenological design.
Phenomenology is particularly suitable for exam-
ining shared human experiences and capturing the
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essence of participants’ perspectives regarding a
specific phenomenon.

As Creswell (2007) explains, phenomenological
research seeks to describe the meaning individuals
attribute to their lived experiences. In this study,
the design enabled participants to articulate their
personal and professional experiences concerning
the implementation of Early Childhood Care and
Education policy within their respective schools.

Furthermore, phenomenological inquiry requires
researchers to focus intensively on participants’
descriptions of their experiences in order to gen-
erate a reflective structural understanding of the
phenomenon under investigation (Bliss, 2016). By
employing this design, the researchers aimed to
uncover the underlying meanings embedded within
teachers’ daily professional realities related to
ECCE policy implementation.

2.3 Sampling Technique

Phenomenological studies commonly utilize purpo-
sive sampling, as this technique allows researchers
to select individuals who have direct and meaning-
ful experience with the phenomenon being studied.
According to McMillan and Schumacher (2006),
purposive sampling is appropriate when partici-
pants possess specific characteristics relevant to
the research objectives. Higginbottom (2004) fur-
ther notes that this method ensures the inclusion
of information-rich cases capable of providing de-
tailed insights.

Within Hadiya Zone, there are sixteen adminis-
trative units, consisting of twelve rural districts
and four town administrations. For the pur-
pose of this study, six government pre-primary
teachers were purposively selected from six dis-
tricts/town administrations and their respective pri-
mary schools. These included Danama (West
Badawacho), Bonosha (Shashogo), Shone Num-
ber 1 (Shone Town), Alemu Woldehana (Hossana
Town), Ansho (Duna), and Sokokta (Amaka).

The rationale for selecting these specific sites was
that both the schools and the participating teach-
ers had been recognized by the Hadiya Zone Ed-
ucation Department for exemplary performance
in ECCE during the 2012/2022 academic year
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(Hadiya Zone Education Department Annual Re-
port, 2022). Their demonstrated engagement in
ECCE implementation made them suitable partic-
ipants for exploring lived experiences related to
policy execution.

2.4 Data Collection Instruments

In phenomenological research, in-depth inter-
views—particularly open-ended or semi-structured
formats—are widely regarded as the most appropri-
ate tools for data collection. These methods enable
participants to express their experiences compre-
hensively and authentically. Padilla-Diaz (2015)
emphasizes that semi-structured interviews allow
researchers to explore a phenomenon deeply while
providing sufficient flexibility for participants to
elaborate on their lived realities. Detailed descrip-
tions generated through such interviews contribute
to a more faithful representation of experiential
meaning.

Consistent with this approach, the researchers de-
veloped a semi-structured interview guide after
conducting an extensive review of relevant litera-
ture on ECCE policy implementation. To enhance
the credibility and clarity of the instrument, the
interview guide was reviewed and validated by
two pre-primary teachers who were not part of the
study sample but possessed relevant professional
experience.

2.5 Data Collection Procedures

Phenomenological research values flexibility in
data collection, allowing participants to narrate
their experiences in rich and meaningful detail
(Smith, 2004). Such methods aim to systemati-
cally analyze shared experiences in order to derive
interpretive understanding (Watson et al., 2015).

Prior to data collection, official authorization was
obtained from the Department of Special Needs
and Inclusive Education at Haramaya University.
A formal letter of permission was subsequently
submitted to the Hadiya Zone Education Depart-
ment. The Zone Education Department then issued
authorization letters to the selected districts and
town administrations, which in turn granted access
to the sampled primary schools.
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Fieldwork was conducted over a one-month period,
from March 12, 2023, to April 12, 2023. During
this time, interviews were carried out intensively to
ensure comprehensive data generation from each
participant.

Data analysis in phenomenological research seeks
to systematically interpret participants lived ex-
periences in order to reveal the essence of the
phenomenon under study (Moustakas, 1994). The
analytical process relies heavily on participants’
narratives, focusing on both individual meanings
and shared experiential patterns (Creswell, 2007).
In this study, data collection and analysis were con-
ducted concurrently. Audio-recorded interviews
were transcribed verbatim within twelve hours of
each interview session to preserve accuracy. Tran-
scriptions were carefully reviewed alongside field
notes documenting non-verbal cues and contex-
tual observations, which enriched interpretation.
An inductive thematic analysis approach was em-
ployed to generate findings grounded in the data it-
self. Themes emerged organically through repeated
reading, coding, and categorization of participants’
responses, allowing the researchers to identify pat-
terns and develop meaningful thematic structures.

2.6 Ethical Considerations

Ethical principles were carefully observed through-
out the research process. Prior to participation,
all respondents were fully informed about the pur-
pose of the study and voluntarily consented to take
part. Participants were assured that the information
they provided would remain confidential and would
not be disclosed without their explicit consent.
Anonymity was maintained in reporting findings to
protect participants’ identities and ensure ethical
integrity.

3 Results

The findings and their interpretations are organized
to directly address the central research question
introduced at the outset of the study. Specifically,
the investigation focuses on understanding teachers’
firsthand experiences in implementing the Early
Childhood Care and Education (ECCE) policy
within government pre-primary schools in Hadiya
Zone, Ethiopia. In doing so, the study result was
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categorized into four themes such as:- theme one;
pre-primary school facilities, theme two; teach-
ing methodologies, theme three; the relationship
between teachers and parents and theme four; an
assessment of children in the pre-primary schools.

Theme 1: Pre-primary School Facilities

The ECCE policy guideline mandates that pre- pri-
mary schools should be physically safe, distanced
from garbage sites, and equipped with adequate
latrine and water services, as well as sufficient
classroom and compound space (MoE, MoH, and
MoWA, 2010). Additionally, the South Nations,
Nationalities and Peoples Regional Education Bu-
reau (2012) emphasizes that "learning by playing"
should be the primary instructional method in pre-
primary schools, necessitating a safe and adequate
area to foster the development of all children.

In light of these guidelines, experienced Pre-
primary Teachers (PPTs) were interviewed to as-
certain the availability of fundamental facilities in
pre-primary schools. One participant from School
2 noted:

“As a PP teacher, I observe that both the out- door
and indoor spaces are insufficient for children to
learn through play or move freely. The school was
originally not intended for PP use, lacking complete
fencing and essential facilities such as water, clean
latrines, and ventilated classrooms”. (PPT, 2)

When queried about the adequacy of outdoor and
indoor environments, teachers from School 3 ex-
pressed significant concerns:

“As evident, the facilities are far from adequate for
children’s learning. Our school faces numerous
issues, the learning spaces are unsuitable, and the
outdoor area is cluttered with trash. The school
infrastructure was initially designed for primary ed-
ucation, not pre-primary. Even parts of the school
farm are leased to generate funds for stationery”.
(PPT, 3)

The investigation highlights that the physical envi-
ronments (indoor and outdoor), learning materials,
and equipment at these schools are subpar, necessi-
tating the engagement and dedication of all school
stakeholders. A teacher from school 2 detailed her
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struggles:

“I have repeatedly reported to the district educa-
tion office that our learning spaces are inadequate
and the outdoor environment is littered. All plan-
ning and budgeting are geared toward primary
education without considerations for PPE”. (PPT,
2)

Moreover, teachers from school 6 shared their frus-
trations:

“Since my employment here, I have never felt content
due to the unsafe physical conditions of the school.
Despite frequent reports to the principal regarding
the need for improvements in gateways, play areas,
and toilets, no changes have been made”. (PPT, 6)

Another teacher from school 1 remarked on the
challenges of teaching without proper facilities:

“I often teach my students outside the classroom
without any support or facilities, relying solely on
oral instruction”. (PPT, 1)

Furthermore, the overall physical and classroom
learning environments, teaching materials, and
equipment are described as unattractive and unsuit-
able for fostering a conducive educational setting.
Tovey (2007) underscores that both indoor and out-
door spaces should offer diverse play opportunities
and quiet areas for solitary activities, essential for
children’s autonomy and security.

Despite the intentions of the ECCE policy to create
garbage-free, spacious, and safe educational envi-
ronments, its implementation has been markedly in-
adequate, particularly in providing sufficient space,
sanitation facilities, and safety, thus compromising
children’s play opportunities and exposing them to
potential hazards and distress.

Theme 2: Teaching Methodologies

According to the ECCE policy guideline, teaching-
learning methods should be child-centered and
facilitate a group setting to help children share
experiences. These methods should support and
encourage children’s efforts during the learning
process, primarily employing a play-based teaching
approach, and utilize various teaching aids in the
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classroom (MoE, MoH, and MoWA, 2010). To eval-
uate the policy’s implementation, interviews were
conducted with experienced Pre-primary Teachers
(PPTs).

One participant from school 5 explained,

“As a teacher at this level, I am well aware of the
appropriate teaching methods. However, I often
resort to lecture methods due to the classroom’s lim-
ited size and safety concerns. Additionally, the lack
of proper playing fields and materials constantly
raises concerns about the program’s success in our
school”. (PPT, 5)

Similarly, a PPT from School 6 stated,

“I primarily use teacher-centered or lecture methods,
both indoors and outdoors, due to the unmanage-
able class size, lack of space, and absence of play
areas and teaching materials. Children often re-
quest to engage in sports and cultural games, yet I
cannot facilitate these play-based learning activi-
ties. The school premises are partially covered by
grass, with the remainder being farmland”. (PPT,
0)

The responses highlight significant challenges in
applying the ECCE guidelines, primarily due to
inadequate facilities. From School 1, a participant
shared, “I possess adequate training and awareness
in PPE teaching-learning methodologies. However,
the nature of our school does not encourage the
practice of these methods. Despite understanding
the importance, 1 have yet to implement child-
centered approaches due to the lack of suitable and
safe conditions”. (TTP 1)

Research by Paciorek and Munro (1999) suggests
that methods “emphasizing child-directed activities
are more effective than teacher-directed instruction
in the PPS curriculum”. Education in PPS should
focus on engaging with children to help them under-
stand the world around them through cooperative
work and responsible learning. This study reveals
that reliance on teacher-centered methods hinders
the curriculum’s effective implementation, affect-
ing the holistic development of children.
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Theme 3: The Relationship between Teachers
and Parents

The ECCE policy guideline emphasizes the impor-
tance of regular communication between teachers
and parents through Parent Teacher Association
(PTA) meetings and sharing information about
the child’s home environment to foster collabora-
tive relationships (MoE, MoH, and MoWA, 2010).
However, the investigation into parent-teacher part-
nerships revealed shortcomings.

A teacher from school 6 remarked,

“While I am familiar with the learners’ behaviors
and activities in the school environment, I lack
insight into their home settings. Despite repeated
attempts to engage parents, only a few consistently
participate in meetings, suggesting that many view
school as a respite from their responsibilities”.
(PPT, 6)

Another response from School 5 indicated a similar
trend:

“I continuously reach out to parents to discuss
their children’s learning issues. Unfortunately, the
majority of parents show little interest in engag-
ing with the school or addressing their children’s
educational challenges”. (PPT 5)

MOoE (2010) states that parents play a crucial role in
their children’s upbringing and development. Ac-
tive parental involvement is necessary for selecting
activities and services in pre-schools, contributing
to learning materials, and supporting educational
processes. Despite this, the practice of collaborat-
ing closely with parents and the community was
found to be minimal, indicating poor implementa-
tion of the ECCE policy.

Theme 4: Assessment of Children in the PPS

The ECCE policy guideline describes the assess-
ment in PPS as continuous, using appropriate meth-
ods that should not solely determine promotion but
should involve parents in the process (MoE, MoH,
and MoWA, 2010). Despite this, the assessment
techniques employed often do not align with these
standards.

A PPT from school 3 stated,
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“Appropriate assessment in PPS should continu-
ously evaluate children’s activities across various
environments. However, our school confines assess-
ments to classroom-based tasks like homework and
tests, which do not adequately measure children’s
innovative skills or promote their creativity”. (PPT,

3)
From School 4, a similar observation was made:

“There is no continuous assessment of out- door
activities here; I only assess students through class-
room tasks and final examinations. A suitable
assessment should include diverse activities that
reflect the children’s learning in more dynamic
environments”. (PPT 4)

Mooney (2000) advocates that assessment should
track understanding throughout educational activ-
ities, not just the outcomes. A multi-source and
multi-measure assessment approach offers a more
valid and comprehensive view of a child’s progress.
However, the findings suggest that such compre-
hensive assessment methods are underutilized in
many PPSs, necessitating improvements to align
with the policy’s intentions and the local context.

4 Discussions

The findings of this investigation reveal that the
actual implementation of Early Childhood Care
and Education (ECCE) policy within the study
area does not correspond with the expectations of
the government or the broader community. More
specifically, the practical realities observed in gov-
ernment pre-primary schools demonstrate limited
alignment with the Ministry of Education’s ECCE
Policy Framework and its associated strategic oper-
ational plans.

Evidence from earlier Ethiopian studies indicates
that the level and quality of ECCE implementa-
tion vary considerably across regions and among
pre-primary institutions. Research conducted by
Gebre Egziabher (2014), Fekede (2021), Misahun
(2020), and Mamo and Kenea (2014) consistently
emphasizes that early childhood education func-
tions as a foundational bridge between preschool
experiences and formal primary education. These
scholars argue that this stage plays a decisive role in
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shaping children’s long-term developmental trajec-
tories. They further maintain that high-quality early
childhood programs contribute to socially respon-
sible citizenship and national economic progress
by lowering child mortality, reducing illness, min-
imizing grade repetition, and preventing school
dropout.

While these prior studies underscore the transforma-
tive potential of ECCE, the present study identified
a contrasting reality within the selected govern-
ment pre-primary schools. The physical infrastruc-
ture and classroom environments were found to be
largely unattractive and inadequate for supporting a
stimulating and developmentally appropriate learn-
ing atmosphere. Instructional practices frequently
relied on teacher-centered approaches rather than
child-directed, play-based methodologies. In addi-
tion, parental involvement in children’s educational
processes appeared minimal, and assessment prac-
tices did not consistently consider developmental
appropriateness, age-related capabilities, or child-
centered evaluation strategies.

Overall, the findings indicate a significant discrep-
ancy between the intended policy framework out-
lined by the Ministry of Education (MoE, 2010) and
the on-the-ground realities observed in the study
context. The implementation process appears con-
strained by structural, pedagogical, and relational
challenges that weaken the effective realization of
ECCE objectives.

Arnold (2004) emphasizes that the first eight years
of life represent a period of intense and rapid devel-
opment, particularly in neurological growth during
the initial three years. This stage constitutes a
critical “window of opportunity” for maximizing
children’s developmental potential. Strategic in-
vestment during this phase generates long-term
benefits not only for individual children but also for
society at large. In contrast to this ideal perspective,
the current study identified multiple barriers that
limit children’s optimal growth within the studied
pre-primary schools.

Among the most significant obstacles were inad-
equate and unsafe indoor and outdoor learning
environments, shortages of appropriate learning
materials, limited professional training and ped-
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agogical competence among teachers, and weak
supervisory and monitoring mechanisms. Further-
more, collaboration among parents, community
stakeholders, and teachers was found to be insuffi-
cient. The data suggest that policy implementation
gaps stem partly from inconsistencies between na-
tional standards and actual institutional practice.

In a similar vein, the National Association for
the Education of Young Children (NAEYC, 2020)
advocates strongly for the adoption of Developmen-
tally Appropriate Practice (DAP) in early childhood
settings. DAP is grounded in research-based prin-
ciples that guide educators in designing learning
experiences aligned with children’s developmen-
tal stages while providing appropriate levels of
challenge. Copple and Bredekamp (2009) explain
that developmentally appropriate practice does not
reduce expectations but ensures that goals are suit-
ably challenging and achievable. It combines
child-initiated exploration with carefully structured
teacher-guided activities.

However, the findings of this study demonstrate
that many pre-primary classrooms and school en-
vironments within the study area fail to create
conditions conducive to developmentally appropri-
ate learning. The absence of stimulating physical
spaces, limited play opportunities, and reliance on
traditional instructional methods hinder children’s
holistic development. These shortcomings ulti-
mately undermine the core principles embedded
within the ECCE policy framework.

In summary, although the national ECCE policy ar-
ticulates comprehensive and progressive standards,
its practical implementation in the studied govern-
ment pre-primary schools remains constrained by
infrastructural inadequacies, pedagogical limita-
tions, weak parental engagement, and insufficient
alignment with developmentally appropriate edu-
cational practices.

Major Findings

The findings indicate that government pre-primary
schools suffer from a lack of attention from various
stakeholders; including government officials, par-
ents, community representatives, school manage-
ment bodies, and non-governmental organizations.

11

Dilla Journal of Education (2023), 2(2) 1-14

Confirming earlier research, this study identifies
significant obstacles in the implementation process,
including inappropriate school facilities, a short-
age of budgetary resources for the program, and
inappropriate assessment techniques. Furthermore,
there is a notable deficiency in learning materials,
such as developmental play equipment, textbooks,
and other teaching aids across all studied areas.
Another crucial aspect for policy implementation
is the involvement of active parents and the rela-
tionship between teachers and parents, which this
study found to be insufficient and lacking regular
communication regarding children’s progress.

5 Conclusion

This study provided a comprehensive understand-
ing of the challenges experienced by pre-primary
teachers (PPTs) in implementing ECCE policy in
Hadiya zone, Ethiopia; by using a phenomenologi-
cal design and in-depth interviews. The findings
reveal continuous deep-rooted problems and short-
ages that hinder effective policy implementation
in the studied area. Although the policy includes
approaches intended to make services available to
all children, there remains a significant disparity in
access between rural and urban areas, and it fails
to address quality concerns.

In all studied areas, preschools are not managed in-
dependently, not secured and non-attractive school
inside and outside environment, face high shortages
of educational materials, and suffer from inadequate
curricula, lack appropriate toilet and pure water
in the school compound, outdated teaching meth-
ods, still now teacher centered teaching approach
is dominant in most of studied areas pre-primary
schools, old (classroom evaluation system was lead-
ing the assessment of early grade learners) and poor
parent-teacher interactions, all of which obstruct
the successful implementation of the ECCE policy.

6 Recommendations

To address the study problem and to reach to sus-
tainable solution for early grade learners success-
fulness and to implement the ECCE policy in the
studied area the following recommendations were
forwarded:-
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* to improve the early grade learners leaning
capacity school stakeholders should fulfill
infrastructure and teaching-learning inputs
for neighboring pre-primary schools,

* to facilitate safe teaching environment for
children’s school stakeholders should provide
appropriate classroom (avoid over classroom
size) and avoid unbalanced teacher-student
ratio in the classroom,

* to provide active and participatory learn-
ing environment; the pre-primary teachers
should create child-centered teaching ap-
proach with attractive and stimulating class-
room and playgrounds and to encourage the
children’s learning,

* to understand their children’s learning gaps
and achievement and to take a common deci-
sion in every issue parent should work with
teachers intimately.
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