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program at Madda Walabu University:
perceptions and practices

Abraham Tulu '* & Demissie Korasa 2

L Addis Ababa University
2 Madda Walabu University

Abstract

The concept of professional development is significant in the learning community. This
study’s main objective was to find out how Madda Walabu University teacher educators felt
about HDP training. University teacher educators who took part in the program in the years
2022 the study'’s participants. The most often used data collection techniques in this qualita-
tive case study were interviews and observations. After two training sessions were observed,
six teacher educators, two HDIs (Higher Diploma Leaders), one HDT (Higher Diploma Tutor),
and one HDP Coordinator were interviewed. The qualitative data was presented systemati-
cally. The study findings revealed that the program'’s forced nature dampened participants’
enthusiasm, and a variety of disappointing and dissatisfying situations, such as the com-
petence of instructors and leaders and the lengthened schedule, stifled their efforts to get
the most out of the program. Furthermore, several activities in the program were shown to
encourage deception, and there appeared to be a schism among participants regarding the
importance of school placement. Despite the setbacks, participants eventually recognized the
importance of the program in the majority of its components. In general, the HDP is perceived
by trainee teachers as bureaucratic, decontextualized, lack active learning and engagement
and viewed solely as a professional development program that provides information. As a
result, researchers recommend that the training module shall be reviewed and emphasize on
technology-enhanced pedagogies, teachers’ ethical perspectives and commitments, as well
as assess its impact on the teaching/learning process.

1 Introduction

Teaching profession, like every other field in the twenty-first century is rapidly chang-
ing. It has evolved into a field with a variety of viewpoints. These viewpoints typically
stem from a concern about how new teachers can best be mentored, taught, and trained
in obtaining the skills necessary to offer high-quality educational experiences for their
pupils. The current wave of change has centered on how to handle the complexities, am-
biguities, and uncertainties of teachers’ work and learning to teach (Kane, 2002) in order
to improve school teaching quality In this manner, Avalos (2002) argues that teacher ed-
ucation should shift away from simply training teachers to administer a curriculum and
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generate specific learning outcomes, and instead focus on fostering an understanding of
the larger social and cultural context in which teachers work.

Teacher education programs should strive to educate instructors who are able to analyze
evidence using the reasoning processes and critical approaches approved by the disci-
pline (Long and Reigle, 2002). As a result, if a country wants to increase the quality of its
education, it should first focus on increasing teachers’ teaching competence through var-
ious professional development courses. Teachers’ demand for professional development
should be considered by educationists and material writers who are trying to improve the
quality of education at various levels.

It also appears that neither initial training nor prior teaching experiences are sufficient
to ensure that teacher educators are effective in their teaching. Weimer (1990) argued
by saying teachers are seasoned; they may not remember or comprehend the process
of becoming a teacher. This indicates that teachers should participate in higher diploma
program in order to improve their teaching skills to improve the quality of their students’
learning. Furthermore, teaching is a difficult and time-consuming career. To deal with
it effectively, teachers must continue to develop their profession in order to become ef-
fective professionals who fight to prevent professional atrophy and increase educational
quality.

The Ministry of Education formed a task force to investigate the causes of the problem
and offer strategies to solve it in order to increase educational quality and accomplish
the targeted educational goals. The study’s findings emphasized urgent need for TPD
training programs, both short and long term (Ministry of Education, 2019).

The Higher Diploma Program (HDP) was established in October 2003 in response to the
recommendations to satisfy the recognized needs of teacher educators and to assist the
implementation of the TESO program as part of ongoing professional development ac-
tivities (Ministry of Education, 2004). The curriculum could be viewed as an important
aspect of professionalization for all current teacher educators, with the goal of improv-
ing educational quality by giving them with the necessary tools. HDP's main goals are
to provide teacher educators with the knowledge and skills they need to demonstrate
adequate awareness of higher education environments, teaching strategies and assess-
ment techniques as well as changing trends and needs in order to improve academic
programs, engage in various teacher development activities, active learning methods,
continuous assessment, and action research. The purpose of this study was to explore
perception and practice of HDP training at Madda Walabu University in 2021/22 as one
of the professional development programs designed for teacher educators.

2 Research Problem

Professional development provides a great deal of personal satisfaction and allows teach-
ers to attain greater levels of expertise if it is pursued over time with like-minded col-
leagues who can provide mutual support and critical companionship (Pollard, 2005). Sim-
ilarly, (Villegas-Reimers, 2003) claims that professional development experiences have a
substantial impact on teachers’ performance, both in and out of the classroom, which
is especially important given that a large proportion of teachers around the world are
under-prepared for their profession.

The HDP, which is founded on the principle of reflective practice, is expected to make
significant improvements in Ethiopian teacher education. It offers a practical program
to promote teacher educators’ growth as successful teachers and reflective practitioners
with expanded professional status, capable of modeling active learning and continu-
ous evaluation, managing change, and making a difference in the educational system
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(Ministry of Education, 2018a). The research, on the other hand, raises concerns about
how such professional development courses are delivered and the attitudes of people
involved, which may have an impact on the achievement of the goals. For example, ac-
cording to Robinson (2002), course-based professional development approaches may be
too academic, lack practical application in the classroom, be dependent on the provider's
preferences, and overlook instructors’ expertise. Guskey (1988) also states that, while
many professional development programs for university instructors aimed to improve
practice, they appeared to have little influence and were not well received by the faculty
members who took part. This suggests that even well-organized programs may not be
well-received by participants, resulting in little impact on their subsequent performance.

According to the researcher’s observations, there is disparity between what is anticipated
of teacher educators as a result of HDP training and their actual practices. For instance, at
Madda Walabu University, thirty-six trainees were dropped out of the training and thirty-
four instructors dropped out. That means in the two consecutive years seventy instructors
couldn’t complete the training at Madda Walabu University Regarding this, many teacher
educators complained that the contents of HDP are repetitive and unrealistic in real-world
classrooms. They also noted that the HDP training is comparable to their pre-service
training. Therefore, the purpose of this study was to explore the perception and practice
of HDP training at Madda Walabu University in 2022.

To attain the objective, the following research questions were raised.

1. How do teacher educators perceive the HDP at Madda Walabu University?

2. How do teacher educators practice the components of HDP at Madda Walabu Uni-
versity?

3. What are the major factors that make instructors to dropout from attending the
HDP program at Madda Walabu University?

2.1 Objectives

The purpose of this study was to explore the perceptions and practices of HDP trainees
at Madda Walabu University. This helps:

1. To examine teacher educators’ perceptions of the Higher Diploma Program.
2. To analyze teacher educator’s the practice of the components/facets of HDP.
3. To explore the reasons why instructors dropout from HDP program?

2.2 Significance

The findings of this study will have the following significance and provide deep insight
to:

higher Diploma leaders, tutors, coordinators and the university community at large to
have clear understanding about HDP suggest to HDP modular developers, practitioners,
officials and researchers to have a clear view on HDP implementation process to make
possible improvements. help to contribute to existing literature regarding HDP imple-
mentation
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2.3 Delimitation

The study was delimited to Madda Walabu University in Ethiopia, and its primary objective
was to explore teacher educators’ perceptions and practices of HDP training implemen-
tation.

3 Literature review

This section reviews different source on the implementation of HDP program practices
and perception of the trainees

3.1 The need for HDP

The professional development of teacher educators is an aspect of Professional devel-
opment that has been neglected despite many reports that show its importance in the
improvement of the development of all teachers. In fact, research involving teacher ed-
ucators is scarce, and little, if any, attention has been paid to their Professional develop-
ment (Villegas-Reimers, 2003). The same author asserts that

In higher education institutions, teacher-educators and other educators’ professional
growth is similar to that of elementary and high school teachers. In addition to subject
area expertise, teachers in higher education typically lack pedagogical knowledge. They
also need to learn teaching strategies skill, attitudes, and ethical principles that guide
teaching (Villegas-Reimers, 2003).

In a similar vein, Wayson (1984) contends that the advice is exactly the same for initiatives
that would train educators to train educators. It teaches an: Those who educate teachers
must demonstrate professional perspicacity in order to earn it. The transition from a more
technical, “"menu” approach, including single-session seminars, activities, and strategies
that concentrate on general skill development, is one of the most fundamental changes in
how appropriate professional development for teachers is conceptualized. Professional
development is instead viewed as a complex and intellectual orientation that calls for
new goals, roles and pedagogical practices.

Professional development enables teachers to develop the skills and expertise needed to
assist students to function as independent thinkers and creative learners both inside the
school and in society at large. Professional development is also necessary to broaden in-
structors’ knowledge and skills, which are necessary to help students successfully acquire
and grasp curricular content standards and to create effective schools.

Craft (2004) claims that in recent years, professional growth has drawn more and more
attention. Teachers need to expand their abilities through professional development
because of the rapid change, high requirements, and appeals for better quality.

When it comes to their subject area, various teaching philosophies, and assessment
methods, TPD programs that contain HDP can assist teacher educators in adjusting to
changes and innovations over time. Being inventive and enhancing the standard of in-
struction and student learning are also beneficial.

Teaching is a difficult job that necessitates professional judgment in situations where
there are no right answers. On the one hand, there are teachers who strictly adhere to
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predetermined routines based on tradition, habit, institutional standards, and expecta-
tions (Ministry of Education, 2004). As a result, professional development programs for
teacher educators, such as the HDP, are critical to enhancing teacher educators’ profes-
sional competence and improving educational quality.

Many countries, such as Norway, the United Kingdom, and Sri Lanka, have made deci-
sions about the requirement of pedagogical training for university professors (Gibbs and
Coffey, 2004). Many universities in Finland set out pedagogical training for their faculty
members, but training is not compulsory. To develop teachers’ pedagogical thinking and
skills, the University of Helsinki, for instance, underlines the need for every new teacher
to have the opportunity to take part in an introduction seminar on university teaching
(University of Helsinki, 2003). However, the training is voluntary.

HDP began in 2003 as a consequence of study recommendations made by a task force
convened by the Ministry of Education to improve educational quality and accomplish
desired outcomes. The study’s findings and recommendations for action noted that TPD
training programs, both short and long-term, are critical. As a result, HDP was recom-
mended as one of the programs to satisfy the identified needs of teacher educators
and to assist the execution of the TESO program as part of teacher educators’ ongo-
ing professional development. As a result, the HDP's main goals are for candidates to
identify their needs and become professional, reflective teachers who demonstrate high
professional ethics, demonstrate adequate awareness of higher education environments,
including evolving changes and needs to improve academic programs, develop teach-
ing skills based on sound theoretical knowledge and experience, serve as a role model
for effective teaching, and contribute to institutional and community decentralization
(Ministry of Education, 2018b).

3.2 The Implementation of HDP

In many educational contexts and at the policy level, the importance of professional de-
velopment in raising educational quality is acknowledged. In order to raise the caliber
of instruction, this program also recognizes the relevance of professional standards and
related accreditation for instructors (Ministry of Education, 1994; UNESCO, 2005). Suc-
cessful professional development opportunities have a discernible effect on teachers’
work, both inside and outside of the classroom, especially in light of the fact that a siz-
able portion of teachers are unprepared for their profession (Villegas-Reimers, 2003).

Rowe and Hill (1998) comes to the conclusion that the most important take away from
the research on educational effectiveness is that good teachers and their professional
development do make a difference, and that what students experience on a daily basis
in interaction with teachers and other students in classrooms rather than what they bring
with them is really what matters. Cohen and Hill (2000) study is another that demon-
strates the substantial correlation between raising student accomplishment levels and
bettering teachers’ practices (1997). This study found that teachers who took part in on-
going curriculum-based professional development reported changes in their teaching
methods, which were then linked to noticeably higher student accomplishment scores
on state exams. Regardless of the scale of the change, there is a mutually beneficial
relationship between educational reform and teachers’ professional development. Re-
forms in education that exclude teachers and their professional growth have not proven
effective. Initiatives for professional development that have not been integrated into
a reform of institutions and policies have also been unsuccessful. A significant change
is rarely brought about by changing teachers while also altering contexts, beliefs, and
structures. On the other hand, professional development opportunities and experiences
that are not incorporated into some form of major reform of organizations’ structures,
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policies, and practices have not been successful. Reforms like this are typical worldwide
(Darling-Hammond, 2000).

HDP as one of the professional development programs offers a great deal of personal
fulfillment and enables teacher educators to build higher levels of expertise if it is imple-
mented properly in line with its specified objectives.

The HDP candidates will work together as a group and will be supported by HDL who have
already completed the HDP. The group is in charge of coming up with new ideas, keeping
discussions on track, making mutual teaching observations, offering peer support and
feedback, and presenting research findings. The implementation of the course relies
heavily on active participatory learning.

The HDP is a one-year program that includes regular observation, feedback, placement,
action research, and professional meetings with the HDL and tutors. The teacher educa-
tors must complete a number of training package projects demonstrating how their work
for the diploma influenced their own instructional techniques. Reflection on their class-
room practices and research projects should lead to ongoing and lasting improvements
in their teaching throughout the year. The trainees carryout their teaching commitments
and at the same time complete the HDP. Most of the works of teacher educators in the
HDP is based on their own teaching and other professional activities.

Continuous assessment contributes to complete the portfolio of evidence which is the
beginning of continuous professional development plan for teacher educators who com-
plete the program (Ministry of Education, 2011).

From this, one can understand that the practice of the HDP requires reflection on prac-
tices, continuous and self-assessments, devotions and commitments of both the teacher
educators, HDL and tutors to improve their practices.

3.3 Teacher educators’ attitudes towards HDP

Teachers' attitudes are the foundation for acting positively or negatively toward people,
ideas, or events in the environment. And the majority of educators believe that teachers’
attitudes are critical aspects of the teaching process.

The attitude of instructors toward suggested curriculum changes is critical to the success
of any innovation. Students who have teachers that have a good attitude toward edu-
cation and the material perform well in school. Teachers’ attitudes are a very important
aspect of the teaching process, according to Keynes (1986), Cooper (1986), and Chalan
(1988). Teachers' attitudes toward the subject taught are one of the most commonly
studied teacher characteristics, according to Keynes (1986), Cooper (1986), and Chalan
(1988).

No matter how well-developed a curriculum is and how much support is provided, no
matter how much motivation is applied through the accountability of a national assess-
ment scheme, no matter how much politicians exhort, teaching will never improve be-
yond adequate unless teachers have a good enthusiasm for the subject and methods
with their students (Wool, 1994). Similarly, L. Anderson (2004) remarked that regardless
of what is done in terms of providing new materials or producing new curricula, educa-
tional efficacy is determined by teachers’ attitudes and teaching and class management
methods.

As a result, it is possible to deduce from the above ideas of scholars that having a good
curriculum or a college degree in any way does not guarantee that teacher educators
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will be effective in their teaching unless and until they have a positive attitude toward
the subjects, new programs, and teaching methods. Negative attitudes can harm the
entire teaching process, including topic selection, methodologies, activity planning, and
evaluation procedures, among other things. The ability to achieve the desired learning
outcomes can be demonstrated by a teacher educator with a positive attitude and the
appropriate theoretical and technical knowhow.

3.4 Components of HDP
3.4.1 Conceptualizing reflection

Reflection in teaching and learning is defined as analyzing one's practice, finding lessons
from it, and determining how those lessons influence future action, or engaging in a
deliberate, planned, structured activity to link theory and practice, according to schol-
ars. In a nutshell, reflection is concerned with learning, growth, and change (Ministry of
Education, 2018a).

Reflective teaching is an inquiry-based approach to learning that emphasizes a caring
ethic, a constructivist teaching approach, and creative problem solving. An ethic of com-
passion recognizes and values all people’s diverse qualities and abilities, regardless of
cultural, intellectual, or gender disparities. Teachers who use a constructivist approach
place a strong emphasis on concepts, students’ questions, active learning, and coopera-
tive learning, as well as integrating evaluation into their lessons. A constructivist method
aims to link theory and practice, and sees the student as a “Thinker, inventor, and con-
structor”.

Reflective teaching necessitates the development of reflective activities that enable prac-
titioners to experience and evaluate their actions by verbalizing, thinking, or writing about
them. It also enables individuals to get the most out of the autonomous, ongoing, and
lifelong production of meaning from their work experiences.

Reflective teaching aids in the development and preservation of professional knowledge.
Teacher educators’ labor is constant due to the multifaceted nature of educational top-
ics and the practical needs of classroom teaching. This means that teacher educators
must keep up with evolving educational concerns in general and the practical needs of
classroom instruction in particular.

Donald Schon, a well-known expert in the field of reflective practice, has established
components or levels of reflection. Knowing-in-action, reflection-in-action, and reflec-
tion on-action are the three types (Schon, 1987).

Reflection in action is reflecting on what we are doing. Itis thinking on our feet. It is mak-
ing decisions events in the classroom as they happen. Reflection on action is reflecting
on an action already completed. It is retrospective thinking or thinking after the event. It
is like thinking about one's teaching after the class. Reflection for action is reflecting for
our future action. It is thinking about the future event. It is proactive thinking to guide
future action.

Teacher educators can use reflective teaching to make good and principled decisions.
Teachers who are confident and competent in their teaching must reflect systematically
and methodically on evidence collected from their activities. The evidence-based nature
of reflective teaching and learning follows.

In conclusion, reflective teaching is critical in assisting teacher educators in increasing
their chances of taking informed actions (actions based on assumptions that have been
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carefully and critically investigated), developing rationale for practice, sharing experience
with colleagues, constructing meaning from experience, changing theoretical knowledge
into practice, and developing evidence-based decisions in their career, all of which con-
tribute to their professional development.

3.4.2 Developing active learning

“Learning activities that, instead of imparting knowledge to students, engage students
in a continuous, collaborative process of constructing and reshaping understanding as
a natural result of their experiences and interactions with the world in real ways,” de-
scribed Grabinger (1996) environments. According to Breslow (1999), active learning
occurs when students are engaged in some form of directed activity in class, rather than
simply sitting and listening to the instructor give a lecture or watching him/her work on a
problem on the board. Active learning teachers, he continued, feel that the greatest way
to gain information is to instruct pupils, not just with them, but also with one another
and with the topic being taught. Students must participate in higher order weighing tasks
such as analysis, synthesis, and assessment to be actively involved; they must be mentally
and motivationally engaged in a task; and they must have a clear responsibility and an
effective role (Bonwell and Eison, 1991). In this context, active learning strategies can be
defined as instructional activities that involve students in doing things and thinking about
what they are doing (Bonwell and Eison, 1991), and can include a variety of activities, such
as having students discuss a problem or a concept with one another during class to hav-
ing them work on semester-long design projects in groups (Breslow, 1999); cooperative
learning, debates, drama, role playing and simulation, and peer tutoring (Bonwell and
Eison, 1991).

The necessity for active learning in the classroom stems from constructivism, a theory of
knowing (ICDR, 1999). A constructivist epistemology assumes that knowledge is created
or made meaningful by the learner's engagement with the environment around him or
her (Leu, 1998 cited in ICDR, 1999). Because the universe is not perceived as being made
up of permanent facts, it promotes analysis and interpretation rather than memorization.
Instead, all knowledge is viewed as being fairly unstable, depending on the observer's
or learner’s interpretation (ICDR, 1999; Knowles, 1998). As a result, it is assumed that
learning is an active process of constructing rather than receiving knowledge, and that
education is a process of assisting rather than communicating that construction (Duffy
and Cunningham, 1996).

Active learning that develops from such an epistemology, according to research, plays a
crucial part in the teaching/learning process (Smylie et al., 1999; Breslow, 1999; Bonwell
and Eison, 1991; Orlich et al., 2001). Because the learner is at the center of thought, Smylie
etal. (1999) discovered that an active learning attitude toward one’s teaching aids in rec-
ognizing and solving the challenges teachers confront. He concluded that without such
a perspective, teaching becomes essentially a technical undertaking, focused on instruc-
tor behaviors rather than student experiences and outcomes. Spring et al. study cited in
Breslow (1999) of the effect of active learning on achievement, persistence, and attitudes
among undergraduates at the University of Wisconsin found that students who learned
through active learning methods had higher achievement, stayed in class longer, and
had a more positive attitude toward their courses than students who were taught using
traditional methods. Furthermore, a research reported in Grabinger (1996) by Stoiber
(1991) revealed that active learning practices in teacher education programs are more
effective than traditional instruction in generating reflective instructors.

Other studies have demonstrated that active learning strategies are superior in encour-
aging the development of students’ thinking and writing skills (Bonwell and Eison, 1991),
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and that they address a variety of learning styles because active learning necessitates the
employment of a variety of learning strategies (Orlich et al., 2001).

In Ethiopia, Amenu (2005) discovered that the magnitude of practicing active learning
in Ethiopian HEls is low, despite teacher educators observing that they have established
good attitudes toward active learning instructional approaches.

Generally, the assumptions and importance of active learning is summarized (ICDR, 1999)
as follows:

Teaching is effective only when students are learning Learning is effective only when it is
meaningful to students. Learning becomes meaningful when students can use it, connect
it to their lives or actively participate in it. Active learning encourages students to use
higher order thinking skills and move away from the extensive use of lower order thinking
skills. It encourages students to communicate effectively about what they are doing and
what they are learning. It prepares students to solve problems and to use information
from their environment and other sources to make a better life for themselves, their
families and their communities.

3.4.3 Continuous assessment

One of the components of HDP is continuous assessment. The program calls for contin-
uous assessment.

Continuous assessment is defined as “an assessment approach that should depict the full
range of sources and methods teachers use to gather, interpret, and synthesize informa-
tion about learners; information that is used to help teachers understand their learners,
plan and monitor instruction, and establish a viable classroom culture,” according to
Airasian (1999) cited in Alausa (2000). According to Puhl (1997), this type of assessment
aims to bring about a paradigm shift in educational evaluation in numerous ways. He
identified the movement of assessment from a judging to a developmental role as the
primary aspect of this transition. Continuous assessment, in this sense, entails the use of
a range of assessment tools to examine many aspects of learning, including not just the
thinking process but also behaviors and personality traits, throughout a period of time
(Alausa, 2000).

Continuous assessment, from an instructional standpoint, recognizes that changing the
instructional process requires changing the assessment process (Puhl, 1997). According
to Puhl (1997), the concept of continuous assessment has a lot of potential for instructors
because it promotes higher-order, creative, and critical thinking, as well as encompasses
not only cognitive but also affective and behavioral results. He goes on to say that con-
tinuous evaluation gives students greater control over their own learning and transforms
the work that teachers undertake, reducing instructional drudgery and increasing profes-
sional happiness. In a similar vein, Livingstone (2001) claims that with the deployment of
continuous assessment, the teacher is able to monitor, identify, and take note of learn-
ing as it occurs as well as behavior as it expresses itself. Above all, Puhl (1997) claims
that a continuous assessment strategy can help to address the issue of mismatches be-
tween tests and classroom activities, and that when assessment is integrated into the
instructional process, test takers' bewilderment and irritation are decreased.

3.4.4 Action research

The other component of HDP is action research, which is critical for improving teacher
educators’ practices.
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Action research is becoming more well-known as a method for empowering practitioners
to take charge of their own lives and environments. It is a term that refers to a practical
manner of examining one’'s own work to ensure that it is as desired. Practitioner-based
research is a term used to describe action research that is carried out by practitioners.
It is sometimes referred to as a form of reflective practices because it involves thinking
about and reflecting on practice (Eastern Mennonite University, 2007).

Action research, according to Robson (2002), is a method of bringing about change in the
teaching-learning process by incorporating learners in the investigative process. It can
also be defined as a research, reflection, and problem-solving process aimed at improv-
ing teaching-learning. Purposefulness, introspection, adaptability, practitioner empow-
erment, and commitment to teaching-learning are all characteristics of action research.
Participatory research, collaborative inquiry, action learning, contextual research, school-
based research, self-reflective inquiry, teacher research, and practitioner inquiry are all
terms used to describe action research.

As aresult, it is clear that the primary motivation for engaging teacher educators in action
research is to help them improve their practices. Conducting action research specifically
helps teacher educators in:

examine their own practice and see whether it lives up to their own expectations of them-
selves in their teaching; establish a systematic evaluation procedure and identify the cri-
teria, or standards that they and others are using to judge the quality of what they are
doing.

In summary, support for professional development through action research builds on a
model of learning where practitioners are challenged and helped to find new ways of
doing things directed toward s improving practices.

3.4.5 Placement in educational institutions

School placement is one of the components of HDP which is helpful for the professional
development of teacher educators.

Teachers in higher education must collaborate with schools or organizations to integrate
the mostly theoretical instruction that universities provide with practical application in
the workplace. Teachers benefit from this type of involvement because it allows them
to fill in gaps in their understanding of the workplace as it relates to their subject areas
and to discover community issues. Students can also learn practical skills and acceptable
professional values in their subject of study through school or organizational placement
(Ministry of Education, 2018a). As a result, school placement is critical for teacher edu-
cators to share their knowledge.

From the above reviews HDP is essential in order to improve the quality of education
in the country and making efforts to cope with the current technological advancements.
This could help to fill in the gap and develop the professional competency of teacher
educators.

4 Research methods
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4.1 Research design

This study aimed the perceptions and practices of university instructors about the Higher
Diploma Program (HDP) at Madda Walabu University. To achieve this, a qualitative case
study design was employed as it is believed to enable the researcher to collect and in-
terpret meaningful human actions and interpretations that people give of themselves or
others (Creswell, 2018). Besides, qualitative case study helps to analyze cases in their
temporal and local particularity, and starting from people’s expressions and activities in
their local contexts (Flick, 2002) by which this study was dressed.

The study was based on a specific situation, namely, a program (Higher Diploma Pro-
gram for Teacher Educators). The goal of the program, according to the HDP Handbook,
is to improve the quality of education in Ethiopia by developing the abilities and pro-
fessionalism of teacher educators through a licensing program. It was created to offer
teacher educators a practical program to support their development as effective teach-
ers and reflective practitioners with enhanced professional status, capable of modeling
active learning and continuous assessment, managing change, and making a difference
in the educational system.

According to the Handbook, the program is a new mandatory qualification for all teacher
educators, and it consists of four 4-hour timetabled sessions per week stretched out over
a year, for a total of 128 hours of learning to finish the four modules. Completing a list
of activities is required to complete the program successfully:

Ten reflective activities showing development of reflective thinking and its effect on prac-
tice Two course plans, one per semester Two session plans (excluding Projects and the
School Placement) showing development of active learning and assessment techniques
Records of 4 formal session observations of the candidate by the HDL or HDT Managing
Learning Project School/ Organization Placement Report Action Research Project Contin-
uing Professional Development Plans All End of Module Self Assessments and the Final
Self-Assessment

Thus, Higher Diploma being the general case, the specific issues that are addressed within
this case are:

Perceptions of the program and its constituents that include active learning, continuous
assessment, reflection, action research and school/Organization placement. The practice
of these components during their training in the classrooms Reasons why some candi-
dates stopped attending the program

4.2 Sources of data and subjects

The data for this study include both primary and secondary sources. With regard to the
secondary sources, documents such as the individuals' portfolios and attendance were
consulted. Interview and Observation were used as methods of primary data collection.
The participants of this study were teacher educators who attended HDP training in 2022,
HDP leaders. HDP tutors and HDP Coordinator. Individuals Portfolios for practicing HDP
and attendance were used to make the data more reliable and to fill the gap.

4.3 Data collection Tools

In-depth interview and observation were used to collect relevant data.
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4.3.1 Interviews

An interview schedule was prepared. In-depth interview was conducted with ten partic-
ipants selected purposively based on their experience and attendance in the program.
Six teacher educator (trainees) two HDL, one HDT and one HDP Coordinator participated
in the interview. Before starting the interview, the respondents were informed about
the purpose of the study. Moreover, for the purpose of ethical consideration, they were
informed and given consent that no harm would come to them because of their partici-
pation in the study. On top of this, they were informed that they would remain antonyms
in the presentation and discussion of the results of the study.

During interviews, all responses were recorded using hand written notes. Finally, the
responses of the interviewees were qualitatively analyzed using thematic approach and
incorporated in the final report.

4.3.2 Observation

The focus of the observation was on HDP candidates’ practices of the training using
checklist. During the training the two-module training were observed two times. During
observations, notes were taken on important incidents of each observed session. The
notes were rewritten after each observation descriptively to substantiate the interview
analysis. The descriptions were discussed with each observed participant and after their
confirmation

4.4 Ethical Considerations

Consent from the respondents was secured through a clearance letter from Institute of
Review Board of Madda Walabu University and open discussion with them before starting
the study. All of them have shown their agreement and thus, participated willingly. Their
anonymity as well as their responses was kept confidential and responses were used for
research purposes.

4.5 Method data analysis

Data analysis in qualitative research is the process of making sense of, sifting, cataloging
and selecting themes (Holliday, 2002; Yin, 1989). This process was undertaken at a num-
ber of different levels. The first step was to create individual case studies for each par-
ticipant, which presented a detailed portrait of them. The key objective at this level was
to provide meaning to the raw data gathered through interviews, observation, and other
methods. The data was then organized into patterns/themes in the second stage. Some
patterns were anticipated in advance based on research objectives; however, it was possi-
ble that a new pattern would emerge during analysis. Patterns can be known in advance,
extracted from research questions, and used as a template for analysis, as Stake (1995)
pointed out. As a result, the corpus data was categorized by patterns: HDP perceptions,
HDP practices, and reasons for withdrawal.

A comprehensive analysis was used in the third stage to generate themes under each pat-
tern and across the data. This required a thorough comparison study and interpretation,
which included sorting and sifting confirming and disconfirming material. A method of
triangulation is a deliberate search for confirming and disconfirming evidence from the
corpus data (Stake, 1995). At this level, every attempt was made to connect the various
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components in a cluster and demonstrate how one piece of data became an example of
a larger subject.

5 Results and Discussion

In this section the results of the data analysis are presented. For case analysis, G. Ander-
son (1998) proposed a broad qualitative research approach that organizes the data into
descriptive themes. Data was analyzed descriptively using transcribed interviews, class-
room observations, and document analysis. The information was grouped and matched
based on the themes and patterns that emerged during the research.

The analysis and interpretation of data is presented under four main headings: percep-
tions of the program; practice of the facets; reasons for withdrawal. These headings came
out from the basic questions that were sought to be answered. Each major heading con-
sists of a number of themes which describe the case that was studied.

5.1 Perceptions of the program

In this part are presented participants’ perceptions of HDP. Specifically, it describes ex-
isting perceptions of the educators on HDP programs implementation

5.1.1 Zest reduced by must

The fact that HDP was imposed as a government mandate has been a source of con-
tention. The majority of participants enrolled in the program since it is a system-wide
and mandatory requirement. This has had a negative impact on their learning and par-
ticipation. They cooperate only to stay on track, which they regard as a "must.” Such
conception of the program has affected their zest and enthusiasm during the sessions.
R1 noted this:

| was forced to attend HDP against my will, and | was uninterested in several of the ses-
sions. | began to actively contribute after | recognized some importance in the contents.

Almost every interviewee, including R1, claims that their interest in the course grew as
the semester progressed. However, they initially saw HDP as something that was forced
upon them, and their enthusiasm for the sessions was low. Participants have a strong
tendency to lose interest in a course or training if they do not feel responsible. Adult
learners’ intellectual aspirations are least likely to be awakened by severe, uncompro-
mising requirements of authoritative, conventionalized learning programs, according to
Knowles (1998). Smylie et al. (1999) further noted that professional development activi-
ties have been viewed as grossly inadequate and have been labeled as a waste of time, a
joke, and a slum of education. This is because, they explained, they have been imposed
rather than owned and treated as a special add on event rather than a part of a natural
process. R2 view also reflected:

Our willingness to participate in HDP was not based on our interest. We were not con-
sulted. It's the university’s choice. They simply design and offer whatever they want. So
what's the big deal about HDP?

You can see how the participant feels about the program. In this way, HDP is seen as
something that is imposed upon them. Few could anticipate participants’ passion and
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enjoyment to be great if the do not identify with the program, that is, if they do not
have a sense of ownership for it. This might be due to a lack of awareness, in which
participants were not sufficiently oriented to the importance of HDP and pushed it away.
The professional perspective on education emphasizes the uncertainty of teaching and
calls for high levels of enthusiasm and zeal from teachers. The top-down imposition of
change, on the other hand, is incompatible with professionalism and has dampened the
enthusiasm of teacher educators.

5.1.2 Effort undermined by disappointment

The time allocated for HDP is the source of dissatisfaction. For a year, HDP is scheduled
for two two-hour sessions per week (128 hours). The participants were unyielding that
it was an excessive amount of time. They argue that it should have taken two or three
months to plan. R3, for instance, argued:

. the program should not have been offered for such a long time. It is possible to
condense the major points such that they can be covered in two or three months while
remaining interesting.

As they attended more and more sessions, daydreaming and boredom were big issues
for the participants. This was owing to the program'’s lengthy duration and the content'’s
repetitious nature. R4 commented:

..the program was disjointed and disorganized. On the one hand, no orientation was
provided prior to the commencement of the program, which would have increased our
awareness. On the other side, we were getting tired of the sessions, especially as the year
progressed, because we had been doing the same things all year. As a result, | believe
the time should be reduced.

The participants couldn't help attending longer sessions with repetitive contents. The
majority of interviewees agreed that HDP should have been available for shorter peri-
ods of time. They had found it tough to attend it enthusiastically due to their one-year
timetable. Furthermore, mundane and typical activities did not pique their interest. Such
incidents have harmed their efforts to get the most out of the program in one way or
another.

Secondly, participants were disappointed by the partiality of leaders and tutors. Discus-
sions during learning were highly dominated by a few participants. R5 reported:

... the tutors and leaders usually ask and give chances to those who came from the College
of Education. They have pedagogical backgrounds and because of that they took the
lions share in the discussions. And because of the domination, we usually surrender to
them and our participation was minimal

This feeling of being dominated was difficult for them to overcome, and together with
boredom, worsened their participation. As R6 pointed out.

Because tutors lack confidence, they ask instructors of pedagogy for every issue raised.
This has created partiality. Therefore, | believe that tutors should be trained well and
should preferably come from Education Department.

The interviewees' lack of confidence and frequent references to a few participants “who
had background information” are linked to their incompetence, as previously stated. Par-
ticipants mistrusted the tutors because of their combination of flaws. Tutors may have
viewed those participants as resource persons, but giving them more opportunities has
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instilled in others a sense of inferiority, which has had a negative impact on the program’s
conduct.

5.1.3 Activities encouraging dishonesty

The nature of the exercises and the tutors’ insistence on doing whatever they were taught
caused participants to be dishonest. The parts on lesson planning, reflection, and mod-
ule assessment at the end of each segment are repetitious and often unnecessary, thus
participants were obliged to respond even if they didn't want to. R4 described:

... reflective activities reflective activities produce liars. We were forced to write when we
had nothing to reflect in those wide boxes. Because it is a must, we were trying something
which was not related with our practice and thought.

According to the program, it must be adaptable to the circumstances in which it is deliv-
ered (Ministry of Education, 2018a). The teachers and leaders, on the other hand, were
so rigid that the participants’ responses were dishonest. This means that educators and
leaders demanded quantity above quality and content were redundant and didn't allow
trainees for discussion and reflection. The majority of the times, individuals were writing
because they felt obliged to do so. R5 attested to the inflexibility as:

In reflective activities and module assessment parts, there are wide boxes. We were
forced to fill all in the boxes. If we write what we feel but the box is not full, we are
considered as if we did nothing. Therefore, we were writing what we didn’t feel, merely
to fulfill our duties.

Rather than engaging in actual learning, the participants were adjusting to the tutors’ and
activities’ characteristics. The inflexibility of the program in general, as well as the rigidity
of the tutors and leaders, contributed to this. Furthermore, there appeared to be a lack
of follow-up and ongoing learning monitoring on the part of leaders and tutors, which
contributed to dishonesty. A typical example of this is the report of school placement
R7, for instance, commented:

.. We were attached to schools in order to gain school experience. | didn't understand
the point because I'd been there for a long time. So | only went for two days, and my
report on the school experience was written at home rather than on the spot.

HDP includes a school placement so that teacher educators can gain experience in the
school for which they are preparing teachers. Despite this, the lack of well-organized
placement and follow-up made attaining the objectives difficult and instead fostered
dishonesty.

All of this suggests that the learning experiences chosen, the leadership’s advice, and the
program'’s rigidity fostered dishonesty because it was the only way out for the partici-
pants.

5.1.4 Disparity in valuing school placement

There is a variation in participants’ perceptions of the importance of school placement or
placement in other organization, owing to differences in prior experience. While many
who had taught in secondary schools for many years dismiss the importance of school
placement, those who had never had the experience attest to its importance. They claim
that they were aware of how schools operate and how they should be placed, but that
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the placement did not take this into account. R7, who taught in secondary schools for
six years, commented:

... | have sufficient school practice experience and exposure. Observing school practices
for a month is thus a waste of time. For me, | got nothing out of my school placement.

R5 also noted:

... | was familiar with the schools and was perplexed as to why | had been assigned to
them. | only stayed for two days and wrote the report from the comfort of my own home.
| didn't think it added anything to my ability to handle lessons better.

These two extracts imply that participants believe school placement will be of little help
to them merely because they are familiar with school practices from previous years.
Nonetheless, the goal of school placement is to allow school teachers and teacher edu-
cators to exchange their experiences and build school-university cooperation that would
allow both sides to continue their professional growth. The idea that educational prac-
tice are dynamic and that school teachers profit from the placement is undervalued. Such
cases were not appropriately oriented, indicating a lack of school placement organiza-
tion.

The latter group, however, attested to the value of school placement. They contend that
they gained a lot from their experience in the school. As R8 noted:

...the school placement allowed me to pay close attention to the surroundings. Prospec-
tive graduates who may join the school in the future benefit from knowledge of the
school environment, which helps to prepare them for the problems they will face. It also
enabled me to learn from the school’s senior staff of the school.

R9 also pointed out:

Despite some issues with the manner in which it was handled, it made me think about how
schools work. | wondered if that was the case in the high school where | had attended.
| was startled to learn that high schools are overlooked, and | witnessed a complete
breakdown in their operations.

| understand from these participants’ responses that they valued the school placement’s
aims in that it allows them to share their experiences with schoolteachers. Nonetheless,
the methods used to attain the goals were ineffective due to a lack of coordination and
follow-up.

As a result, the gap can be interpreted as people having significantly divergent perspec-
tives on school placement. The level to which they value it is determined by their previous
experiences. Participants who had previously taught in schools regarded it with suspi-
cion, while those who had never taught before acknowledged to its usefulness.

5.1.5 Dramatic eventuality: perceiving the relevance

Despite the program's flaws, participants’ perceptions of education and knowledge ap-
pear to have been significantly influenced in a good way. The importance of the various
aspects of HDP, particularly active learning, continuous assessment, and action research,
is eventually recognized by participants. Not only did they show appreciation, but the
importance of the various aspects of HDP, particularly active learning, continuous assess-
ment, and action research, is eventually recognized by participants. They believe that they
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have learned alternative teaching and assessment approaches. What they overlooked
was the manner in which the program was delivered. For instance, R3, said:

..I'think it has changed the way | had been thinking about teaching a lot. The fundamental
realization for me was that teaching should only be considered in relation to learning.
When you are teaching, unless you are constantly monitoring that learning, and trying
to address what you understand from that in practice of your teaching, then it really
becomes sort of teaching that you really don't care.

As far as | can tell, the participant believes that the best way to learn about pupils is
to start with what they think. This suggests that participants begin to think of instruc-
tion as facilitating learning rather than as knowledge transfer. | considered it a really
dramatic effect of the curriculum because they themselves indicated a change in ideas
of the teaching/learning process. The learning process was fraught with problems, but
it eventually had an impact on the minds of the participants. Another participant, R10,
noted:

HDP enabled me the opportunity to learn about various active learning strategies and
to refresh my mind so that | could put my theoretical knowledge into practice in the
classroom whenever possible.

You may appreciate the participant’s skepticism about putting the skills he learned into
practice, even though he recognizes that his knowledge of the approaches has grown.
To put it another way, participants’ knowledge grew and their perspectives shifted, but
the door to practice did not appear to be opened. R9 expressed his hesitation regarding
the practice:

... It's actually an attempt to deconstruct the typical teaching method that we've grown
accustomed to. It encourages instructors to participate in a variety of activity-based
preparations for students’ learning and assessment of their work. As a result of the nu-
merous restraints, instructors are obliged to work under extreme duress.

As a result, | believe that the participants recognized the importance of HDP, despite
being disappointed by the process'’s flaws, and remain committed to the practice. In the
next piece, we'll look at why they're so adamant about practicing the facets despite their
understanding of their importance. But, at this point, all | can say is that the end result
is spectacular and astounding, because a program that was highly bureaucratized and
plagued by problems has at least influenced participants’ preconceived notions.

5.2 The practice of candidates to the components of HDP

In this part, | presented participants’ practices of the facets of HDP that include active
learning, continuous assessment, reflections and action research. The description of this
unit of the case is based on my personal observation of the practice, participants’ self-
reports of their own practice.

5.2.1 Action research: The most welcomed the least effectual

Understanding Higher education, managing teaching learning was well addressed during
HDP training; however, organizational placement and Action research is the most praised
aspect of HDP in terms of its importance to the participants. It has aided participants
in seeing research in a new light. Most participants admitted that they had previously
viewed research as requiring advanced abilities and as a task reserved for a select few.
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However, the incorporation of action research in HDP has transformed them into a type
of study that can be undertaken by any teacher in the field.

Participants appreciated action research the best because it simplified a topic (research)
that they had previously considered complex and challenging. During the interview, the
majority of the participants were enthusiastic about action research. As R3 noted:

... action research piqued my curiosity more than anything else. | used to think of myself
as someone who couldn’t perform research since | thought it was only for individuals with
advanced degrees and knowledge. But now | see that it is something that any teacher
educator may undertake.

This novice participant had been considering a type of research that would necessitate
a high level of competence and a vast scale. The majority of the other participants were
drawn to this aspect of the program because it provided them with an alternate method
of conducting research that improved their skills and self-esteem. They were made aware
that everyday classroom life can be researched, which alleviated the challenge of coming
up with study topics. R9, for instance, noted:

... | believe that action research is the most effective. It taught us how to conduct research.
You should be conducting research as a university instructor. It is one of our responsibil-
ities. Now, simply in our neighborhood, there are a plethora of issues to investigate. I'm
hoping to do so in the future.

Although action research is the most popular and well-received aspect of the curriculum,
| believe it is the least effective. Action research is centered on improving practice rather
than performing research to meet obligations or demonstrate expertise. Participants
were enthusiastic about action research since it allows them to do study and publish
articles. However, when asked how often he conducted action research and how effective
it was in helping him improve his practice, one participant responded:

Of course, | didn't undertake research after HDP [He had to perform one as part of his
HDP requirements]. Action research could do less in my profession because the problems
are more or less clear, but the remedy should come from the government. R4.

As aresult, action research'’s problem-solving approaches receive less emphasis, whereas
research for publication and reputation receives adequate attention. Unlike traditional
forms of study, which focus on other people, action research focuses on the researchers
themselves. Action research is a self-inquiry into oneself (McNiff and Whitehead, 2002).
Participants, on the other hand, appreciated action research because it provided them
with insights into conducting research so that they could be labeled as researchers, not
because it may help them better their profession. Except for the ones done as a re-
quirement for HDP, the majorities of the articles published by the University’s research
seminars are big size and not aimed at enhancing practice.

Based on these observations and reactions, | contend that action research is the least
effective because participants’ understanding and practice of research do not align with
the goal of action research. That is, it is not a good idea to conduct research into one’s
practice in order to improve it. Instead, action research is admired for bringing study
subjects and concepts to life.

5.3 Reasons for withdrawal

In the year 2022 a total of twenty candidates were dropped out of HDP. Another topic
covered in this study was why these educators stopped attending HDP. The following are
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the reflections of some of the participants that are considered to be typical cases.

HDP was introduced as obligatory and compulsory. The management of the University
insisted candidates to attend the course while refusing to listens any claims from the
candidates. This rigidity finally resulted in wastage of time and resource as some of the
candidates quitted it some way in the course. R9 witnessed the rigidity:

... In the university, | am a novice teacher. | need to put in a lot of preparation if | want
to keep my job as a teacher as an excellent instructor in the institutions. | had to attend
HDP, which required extra time and also, | was loaded in teaching. Because of this was
forced to quite HDP training.

5.4 Reflection analysis

The aforementioned informants have each separately examined many case units. Teach-
ers believed that high student loads and the requirement to write rather than ponder and
share experiences among themselves were the main reasons behind training dropout. In
this section, an attempt was made to connect the meanings of the units in order to arrive
at a common understanding of the case.

The overall backdrop of attending HDP and putting it into action was not conducive,
according to the study of the case across the units. The perceptions of people who fin-
ished the program and those who dropped out are similar. Majority of participants on
both sides expressed their dissatisfaction with the program'’s execution. They paid close
attention to the program'’s inflexibility. The learning environment was not pleasant or
courteous; it was top down obligatory which lack snack/tea session during break. One of
the most difficult challenges for those planning adult learning opportunities/lack andra-
gogic approaches during trainings, as Murphy (2020) pointed out, is to create a good and
courteous environment in which that learning can take place. In this instance, it seemed
like the university was failing. Participants lose passion, become dissatisfied, stop attend-
ing, and leave the university as a result of the process’ inability to elicit their motivation.
In professional development activities, motivation to learn could be generated in secure,
dependable, and encouraging environments characterized by meaningful relationships
with compassionate individuals and instructional aides tailored to each person’s unique
potential (McCombs and Whisler, 1997).

Participants learned a lot about active learning, continuous evaluation, and action re-
search, and their previous beliefs and conceptions were challenged, according to the
perceptions study. This was also validated by a review of their procedures. Despite the
fact that they are not really practicing the facets, their excuses for not doing so suggest
that they value them. In other words, the lack of practice is related to the setting of
practice, not to a disrespect for the elements of HDP. Change in practice is a result of an
optimum balance of excellent professional development, explicit teaching materials, op-
portunity to tinker with ideas, and a supportive environment, according to Wallace and
Louden (2003).

As a result, it is fair to conclude that the majority of the participants were positive in that
they had been struggling to benefit from the program, as seen by their admiration for the
features and their attempts to implement them where they believed it was practicable.
Developers (leaders, teachers, and managers) and the developing environment, on the
other side, were not as good and have eclipsed the conclusion.
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6 Conclusions and implications

The following conclusions were made based on the results presented and the analysis
made.

6.1 HDP Becomes More Administrative

The study comes to the conclusion that teacher educators’ professional development was
largely, if not entirely, controlled by the process by which they were licensed through HDP
and exposed to the realm of bureaucracy. Individuals are usually self-directed and do not
want to deal with bureaucratic red tape or government organizations telling them how
to operate, but professionalism and personal conscience require that they stay current
in their fields of practice in order to provide the best service possible (Lowenthal, 1981).

HDP is a heavily bureaucratized professional development program. It is a system-wide,
mandatory program for teacher educator that reflects professional development bu-
reaucracy. However, for professional development activities to be effective, participants
should have some control over what they learn, when they learn it, and how they learn it
(McCulloch et al.,, 2000). This is because, as adult learners, teacher educators learn best
when they have the most control over the nature, speed, and approach to their learning
(knowles1989 cited In Bell and Gilbert, 1996). When mandated professional develop-
ment events, such as HDP, are implemented without regard for practitioners’ interests,
attendance may be skewed. Participants appeared to be disengaged, if not entirely, from
the process because they perceived HDP as something done to them rather than with
them and for them, and some boycotted the program. HDP’s emphasis on a centralized,
dominated, and “generator” model of professional development (Morales and McGinn,
1982) may strengthen control, but it also suffocates initiative and innovation. Due to the
required and bureaucratic structure of HDP, it was difficult to elicit active involvement and
maintain attendance honesty. As a result, while creating and implementing such profes-
sional development programs, a balance between institutional and individual needs must
be struck.

6.2 Decontextualizing HDP and practice

Teachers' teaching and professional development contexts are frequently diverse, and
they have a variety of effects on teachers, their work, and their professional growth
(Villegas-Reimers, 2003). A variety of institutional contextual elements influence both
teaching and learning to teach. This indicates that a proper balance should be struck be-
tween the accuracy of professional development programs and the need for adaptation.

HDP, on the other hand, is a standardized professional development program for Ethiopian
higher education institutions (HEIs). According to Morales and McGinn (1982), the as-
sumption behind standardized programs is that either all instructors are the same or that
the range of characteristics between institutions is consistent and doesn't alter the im-
pact of programs. However, they argue that the setting for the teaching/learning process
should vary by institution, and that little attention is paid to the great range of experi-
ences, abilities, and interests among faculty members.

Furthermore, a reflective model of professional growth, on which HDP is epistemologi-
cally built, is fascinated or intrigued by features of the practice setting and frames those
aspects in terms of the setting’s particulars (Villegas-Reimers, 2003). However, because
HDP is decontextualized, participants are dissatisfied with the lack of immediacy of ap-
plication. Furthermore, this paradigm assumes that teaching necessitates complicated
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thinking and decision-making in a variety of scenarios. When a professional development
program is prescriptive and ignores the context of practice, development and change are
primarily cosmetic, as HDP demonstrates. That is, it was removed from its practical set-
ting, and the program became purely theoretical.

6.3 Should it be informative or transformative?

The informational aspect of HDP is another theme that is related to the aforementioned
theme. The value of professionally training teacher educators cannot be overstated.
However, experience has shown that the majority of programs just deliver surface experi-
ences (Cranton, 1994). HDP produces a similar result. The program provides prescriptive
information to teacher educators on specific strategies without taking into account the
context in which they educate. It fails to initiate and sustain transformational learning.
Teaching as a profession hasn't changed much in the last few decades. Although partic-
ipants gradually recognize the value of HDP features such as active learning, continuous
assessment, and action research, the purpose of the program is still purely to inform
them.

Teachers are both themselves and the situations in which they find themselves. Helping
them transform their practice necessitates not only assisting them in questioning their
beliefs and assumptions or prescribing strategies, but also assisting them in changing
their environment. Because HDP is a separate experience from the context, prescribing
it to transform their profession didn't work. They are experiencing a huge increase in
student enrollment during the period they are being pressed to implement HDP. Profes-
sional development activities, on the other hand, should be those that encourage people
to try new things. However, expecting a change in practice as a result of HDP in the cur-
rent scenario is overly optimistic. As a result, the program should take a critical posture
toward the teachers’ perceptions and roles, as well as the surroundings.

6.4 Implementations

On the basis of the findings and conclusions made, the following recommendations were
forwarded.

In order to increase program attention, the HDP certification shall be valued for promo-
tion, and competition for various positions in the university.

Assessment of HDP is by its nature qualitative and suit to adult learning. So HDLs are
expected to check candidates’ understanding on contents regularly during sessions and
feedback on reflective activities should be provided every week to help trainees improve
their teaching strategies, and also give discussion on time.

The HDP handbook should be revised and designed to andragogy level for adult trainees

The university should use various incentive and benefit mechanism to encourage and
motivate the candidates in order to draw more staff members to the program.

The curriculum handbook has to be reviewed by MOE and university personnel together.
Consequently, in order to fully comprehend the beneficial effects of this training program
on high-quality education in general and students’ academic success in particular, future
researchers and scholars might carry out additional research on HDP training and its
relationship to students’ academic performance. Teachers acquire the skills necessary to
support students’ optimal learning. The strategies used by their local education system
to enhance instruction and student learning may not be widely known.
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Abstract

The primary purpose of the study was to assess the relationship between transactional and
laissez-faire leadership styles with teachers’ job satisfaction in secondary schools of Konso
zone, Southern Ethiopia. The study employed descriptive survey and explanatory corre-
lational research design. The study involved 110 participants from five secondary schools
namely: Abaroba, Fasha, Kemele, Arfide and Konso by systematic random sampling tech-
nique. The MLQ was employed to collect data from the rafters. The data were analysed
quantitatively using descriptive and inferential statistical techniques. The results of this study
revealed that although both leadership styles have not been practised adequately, transac-
tional leadership style was relatively the prominent leadership style. It was also found that
organizational outcome (teachers’ job satisfaction) was considerably effective in the schools.
From transactional leadership factors although all of them have not been practiced ade-
quately, contingent reward was perceived as the most effective component in the schools.
Respondents’ age was found to be minimally altering the correlation between laissez-faire
and teachers job satisfaction. The study suggested employing transactional and laissez-faire
leadership styles via considering the contingency theory as the paramount important for
schools effectiveness. The researchers also recommended to give more attention by the con-
cerning parties in providing school leaders a targeted training that will help them develop a
better understanding about the different leadership styles and the associated organizational
outcomes.

1 Introduction

There is no one best definition for the term leadership; rather various scholars defined
it in varies ways. For instance, Yukl (1998) defined leadership as the process of control-
ling followers to understand and agree about what needs to be done and how it can be
done effectively, and the process of enabling individual and collective efforts to achieve
the mutually inclusive objectives of the organization. House and Shamir (1993) define
leadership as the skill of an individual person to inspire others towards the collective or-
ganizational vision in sacrificing his/her self and to contribute to the achievement of the
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intended vision and being with others in sacrificing oneself beyond the expected role.
Schein (1985) identifies leadership is as the ability of alter corrective process to start evo-
lutionary with no consideration of followers’ culture. Chemers (1997) also defines the
term leadership as a process of impacting the people and their actions in identifying
their gaps to make the followers provided with the potential of performing the organi-
zational tasks. From these definitions it can be seen that leadership is taken as a group
phenomenon that involves the interaction between two or more persons (Janda, 1960).
Similarly, Yukl (2013) defined as the nature of the influencing process in such a way that
its result is occurred between a leader and followers and how this influencing process is
expressed by the changed nature of leader’s and follower thoughts including the situa-
tion in which the influencing process is happen.

Among the different educators who attempted to define the term leadership Burns (1978)
was the prominent one. He elaborated the characteristics of leadership as:

“A leader induces followers to act for certain goals that represent the values and the
motivations, the wants and needs, the aspirations and expectations of both leaders and
followers and the genius of leadership lies in the manner in which leaders see and act on
their own and their followers’ values and motivations”

From these definitions it can be learned that leadership can be viewed as a process that
includes interaction among three variables namely; leader, follower and situation.

Job satisfaction has been defined as differently by scholars. For instance, Gull and Zaidi
(2012) defined job satisfaction as the perception of followers towards the task that the
followers undertake. The authors also claimed that job satisfaction is believe that the
followers have towards anything which is assumed to be paramount important to them
such as benefits, promotional opportunities, supervision, coworkers, working conditions
and the work itself. Sattar et al. (2012) define it as the extent to which the followers are
being enthusiastic to attain the organizational goal. Based on this definition, the fol-
lowers strive to address their problems in that they try to bridge the difference between
expectation and actual achievement is labelled as job satisfaction (Sattar et al., 2012). Job
satisfaction has been influenced by leaders’ leadership styles. For instance, Bass and Avo-
lio (2000) argue that the types of relationship between leaders and followers determines
employees’ job satisfaction. Bizhan et al. (2013) also noted that when managers/leaders
have the skills and techniques to effectively lead the relationship between managers and
employees’ it will result in higher motivation and job satisfaction.

Leadership style is defined by varies scholars in different ways. For instance, Casmir (2001)
states it as a pattern of emphases, indexed by frequency or intensity of specific leadership
behavior or attitudes, which a leader places on the different leadership functions. Bass
(1985) are classified leadership styles as: Transformational, transactional and laissez-faire
leadership styles. Burns (1978) affirms that transactional and transformational leader-
ship are at opposite ends of a range. On the contrary, Bass (1985) contends that leader
can use transformational and transactional leadership behaviour where the situation is
viewed appropriate. This ideal profile of the leaders can be exhibited in three leader-
ship styles including their factors transformational, transactional leadership factors and
management-by-exception (passive) tightly less frequently) and finally the laissez-faire
behaviour (Bass and Avolio, 1994).

Burns (1978) defines transactional leadership as follows: it is the mutual process of mo-
bilizing, with persons with certain motives and values, various resources, in a context of
competition in order to realize goals with the participation leaders and followers. The na-
ture of this leadership style is so indispensable in such a way that leaders and followers
can mutually or separately undertake a given action for the sake of attain the intended
goals of the organization. As the transactions carried out between leaders and their
followers, the leader should take in to account the interest of their followers that they
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need from their work, give the response for the followers’ self-interest, come up with the
necessary rewards and give that rewards (Bass, 1985). He also assured that this lead-
ership style includes factors such as management-by exception and contingent reward.
A transactional leader depends on management by exception are mostly endeavour to
take measurement on the failures of the organization. They measure the achievement of
the organization in light of the set standards.

Transactional leader clearly discuss with the followers on what and how they are awarded,
and what they are expected to attain to get that rewards. Leaders apply both reward and
punishment on the bases of the followers performance in that reward for well performed
and punishment for not performed well (Podsakoff, 1982). He also asserted that there
is a positive connection between leaders’ contingent reward behaviour and followers'’
performance and satisfaction. In contrast to the previous statement there is no con-
nection between contingent punishment behaviour and followers’ performance or job
satisfaction. Transactional leadership marks failures in terms of motivating followers and
keeping the transaction procedure in a way that depends on negotiating and continu-
ing process. In transactional leadership the connection between leaders and followers
is shallow though, they focus on increasing their profit from transaction. Hence, leaders
have to claim with motivational and interpersonal aspects that help the group to elevate
its capability of responding to organizational and environmental desires. Furthermore,
leaders are expected to influence their followers’ skills through not only providing con-
tingent rewards and management-by-exception but also empower them to work harder
and more effective (Burns, 1978).

Bass and Avolio (1993) define laissez-faire leadership as leadership is considered as nonex-
istent and is absent. They also asserted laissez-faire (passive-avoidance) leadership style,
as there is no intervention of the assigned leaders with having no transactions or/and
agreements with followers. This leadership style discourages feedback, rewards, involve-
ment of the followers in the actions, no or less motivation, recognition and satisfaction of
followers need and prevalence of delayed decisions. Laissez-faire leadership is described
as passive leadership in which leaders have less influence over their followers and any ac-
tion in the organization and maintain their involvement in lower level and keep to make
decision until the problem reach on serious position. They give their followers over and
completely freedom of carrying out the organizational action.

2 Research Problem

It is about 30 years that different researchers attempted to investigate the relationship
between leadership styles and organizational outcome such as job satisfaction. Most of
that researchers focused on the independent variables such as transformational, trans-
actional, laissez-faire as well as other variables such as trust leadership, leader member
exchange, and leadership structure. In another way, researchers also carried out stud-
ies on dependent variables such as organizational citizenship behaviour, employee atti-
tudes, and performance measurement by employing different methods of data analysis.
For instance, Fuller et al. (1996) conducted a meta-analyses on the effects of transfor-
mational leadership style (charismatic) and organizational outcome (satisfaction with the
leader, perceived leader effectiveness and performance). They also included several po-
tential moderators: type of performance measure, type of research design (multisource
or not), level of the leader, and sample sectoral context. They found as there is positive
and significant relationships between charismatic leadership and organizational outcome
(satisfaction with the leader, perceived leader effectiveness and performance). They also
found a significantly stronger correlation for subjective performance measures than for
objective ones, indicating that these two reflect different aspects of effectiveness. How-
ever, generalization cannot be made on the bases of the given situation because the
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degree of correlation for different variables was not consistent.

Dumdum et al. (2002) carried out a meta-analysis on the effect of transformational, trans-
actional and laissez-faire leadership and job satisfaction. The results of this study revealed
that both transformational and transactional leadership styles are positively correlated to
job satisfaction and also laissez-faire leadership style was negatively correlated to effec-
tiveness and satisfaction. Judge and Piccolo (2004) analyzed the effects of transforma-
tional and transactional leadership on job satisfaction. Their finding shows that there was
positive correlation between both transformational and transactional leadership styles
and job satisfaction. Wang et al. (2011) also explored the effect of transformational lead-
ership style and organizational performance which was analysed in three levels at individ-
ual, team, and organization level. The finding reveals that there is a strong relationship
between transformational leadership style and contextual performance than task per-
formance. Likewise, there is a strong relationship between transformational leadership
style and team level performance and the is a weak relationship with organizational level
performance and individual level performance.

Different researchers conducted their studies on leadership styles and its effectiveness
on organizational outcomes (extra effort, effectiveness and job satisfaction) to identify
the prominent leadership style and to determine the relationship exist between trans-
actional and laissez-faire leadership styles and job satisfaction. For instance, Alloubani
et al. (2015) studied the impacts of transactional and laissez-faire leadership styles on
leadership outcomes. However, this study didn't cover the relationship between overall
leadership styles and over all organizational outcomes and each leadership styles compo-
nents with each organizational outcome (extra effort, effectiveness and job satisfaction).
Similarly, Zahoor and Khan (2018) conducted a study on leadership styles and their influ-
ence on organizational outcome such as job satisfaction. In their study, they employed
both interactive and diagnosis research approach. However, the research results did not
demonstrate that which leadership style is more effective, encourages employees extra
effort and what correlation exists between independent and dependent variables. On the
other hand, Valldeneu et al. (2019) carried out his study on leadership styles and organiza-
tional outcome (job satisfaction). However, this study did not investigate the correlation
between overall leadership style measures and overall organizational outcome measures
such as extra effort, effectiveness and job satisfaction. In addition, this research did not
measure the relationship existing between each of leadership styles and organizational
outcome (job satisfaction).

In the Ethiopian context, many school principals are assigning by the government with-
out considering their training and capacity of leadership. FDRE (2010) pointed out that
lack of the ability to planning and managing the school performance which in turn has
the possibility to decrease the students’ performance is taken as the major challenge of
Ethiopia education system in general and southern Ethiopia in particular. Therefore, the
mentioned challenges are not confined only in a particular area of the country rather
they are also assumed as country wide problems. Likewise, according to the observation
of the researcher, in Konso zone the problem of school leadership is currently at critical
level so that it considerably needs due attention for come up with the possible solution.

The reason behind conducting thus study is even though different researchers strived
to conduct research on relationship between leadership styles and organizational out-
comes (extra effort, effectiveness and job satisfaction); no one has covered those trans-
actional and laissez-faire leadership styles with organizational outcome (teachers’ job
satisfaction). Even though, the number of researches conducted in World and Ethiopia
is so enormous, yet these researchers used different dimension and/or variables of both
leadership styles as well as organizational outcome (job satisfaction) in that the present
research is different from the others. The present research mainly focused to probe the
extent to which transactional and laissez-faire leadership styles are practiced and cor-
related to job satisfaction in secondary schools of Konso zone. In this regard to the
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researchers knowledge no one has conducted a research on these variables that in the
study area.

2.1 Hypotheses

Hypothesis Question One: Does transactional or laissez-faire leadership style is the most
prominent in the secondary schools of Konso zone?

Ho One: There is no significant positive relationship between transactional leadership
style and teachers’ job satisfaction.

Ho Two: There is no significant positive relationship between laissez-faire leadership style
and teachers’ job satisfaction.

Ho Three: There is no significant relationship between teachers’ age and their job satis-
faction.

Ho Four: There is no significant relationship between teachers’ work experience and their
job satisfaction.

2.2 Objectives

The general objective of this study was to assess the relationship between transactional
and laissez-faire leadership styles and teachers’ job satisfaction in Konso zone, southern
Ethiopia. More specifically this study aims at:

1. Determining which leadership style i.e. transactional and laissez-faire leadership
styles is dominant;

2. Examining the extent to which transactional and laissez-faire leadership styles are
related with teachers’ job satisfaction and

3. Exploring the extent to which age and work experience status of teachers mediate
the relationship between transactional and laissez-fire leadership styles and teachers
job satisfaction
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2.3 Conceptual framework

DEPENDENT VARIABLES

MODERATING
VARLARLES

Figure 1: Conceptual Frame Work of Leadership Styles and Organizational Outcomes

Source: developed by the researchers (2023)

The above conceptual framework illustrates the relationship between leadership styles
and organizational outcome. But besides the independent variables (transactional and
laissez-faire), there are also moderating variables that are likely to alter the relationship
of independent variables with dependent variables (job satisfaction). Hence, age and
work experience are considered as moderator variables for this study. That means these
moderating variables instead of being affected by independent variables (transactional
and laissez-faire) they strengthen the relationship existing between the two variables.

3 Research Methods

This study employed descriptive survey and explanatory correlational research design.
As described by Creswell (2012) Survey research designs are procedures in quantita-
tive research in which investigators administer a survey to a sample to describe the at-
titudes, opinions, behaviors, or characteristics of the total population. Quantitative re-
search method was employed in this research. The reason why the research has given
due attention to quantitative method is because of it helps to assess the relationship be-
tween leadership styles and organizational outcomes so as to collect large quantitative
data from the respondents. It is a predetermined approach in which the researcher uses
closed-ended questionnaires.
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3.1 The study variables

The major purpose of the study is assessing the relationship between leadership styles
and organizational outcomes. The specific objectives of the research are determining
the most dominant leadership styles (transactional, transformational and laissez-fair) and
comprehending the extent to which leadership styles (transactional, transformational and
laissez-fair) are connected with organizational outcomes (effectiveness, extra effort and
satisfaction). Therefore, the research comprised the major variables namely, indepen-
dent and dependent variables. The independent variables of the research are transfor-
mational, transactional and laissez-faire leadership styles whereas dependent variables of
the study are organizational outcomes namely, organizational effectiveness, employees
extra effort and job satisfaction. The three leadership styles are also used as a predic-
tor whereas organizational outcomes are used as a criterion. In addition to the major
variables, moderating variables such as gender, age, work experience and level of ed-
ucation were employed to enhance the contribution for the correlation exists between
independent and dependent variables. A moderator variable may reduce or enhance the
direction of the relationship between the independent variable and a dependent variable,
or it may even change the direction of the relationship between the two variables from
positive to negative or visa-versa.

3.2 Sources of data

The primary sources of data were obtained from secondary school teachers. The selec-
tion of those people as a source of data was based on the expectation of the researcher
that they would have better information and experiences on the relationship between
leadership styles and organizational outcomes of secondary schools’ of Konso zone. In
this respect, the researcher directly encountered with teachers to examine their percep-
tion towards the leadership styles and its effect on organizational outcomes. The data
were collected through the standardized instrument that is multifactor leadership ques-
tioner. Moreover, the data already available is appropriate as secondary sources in such
a way that the researcher can only review from its sources. In this research, the researcher
reviewed varies literature related to the topic under the study which were found from the
internet and in libraries. The paramount importance of using secondary sources of data
for this research was due to the expectation of the data to enrich the study with suffi-
cient reference materials which enable the researcher to conduct valid, reliable, relevant,
credible research and at the end to come up with the best possible findings.

3.3 Population and Sampling

From five administrative structures of the zone, Karat zuria Woreda and Kena Woreda as
well as Karat town administration were selected as a sample structures whereas Segen
zuria woreda was taken as a structure in which the researcher conducted pilot test ques-
tioner. In Konso zone there are ten secondary schools (grade 9-12). Out of this number,
only 5(50%) of the secondary schools namely: Konso, Abaroba, Arfide, Fasha and Kemele
secondary schools were selected for the study. In these secondary schools, there are 323
teachers that were taken as a target population. Among them 110(34%) were selected
using systematic random sampling technique after listing the names alphabetically.
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W Target Population MW Sample ®m%

323

131

85

453, 35 45
3435 34 .34 Woo3d 57 34 34

Konso Abaroba Arfide Fasha Kemele Total

Figure 2: Population and Sample size

Source: Own competition, (2023)

3.4 Data collection instruments

The MLQ used for the study consists of two forms: leader form and rater form. The leader
form is used for self-evaluation, and is completed by leaders whereas the rater form is
used by the followers to assess leadership of their leader (Bass and Avolio, 2004). The
MFQ instrument forms and scoring guide (form 5x-short) mind garden Inc. was adapted
from Avolio and Bass (2020) by making a few adjustments. For the present study, the
researcher employed the rater form of data collection instrument that has 45 items.

Leadership styles and organizational outcome were assessed by the Multifactor Leader-
ship Questionnaire that was exerted as a crucial instrument of data collection. The current
version of the MLQ has forty-five items that are used to evaluate the leadership behav-
iors and organizational outcomes. According to Bass and Avolio (2004), MLQ can be
used to measure the prominence of the transformational, transactional, and laissez-fire
[passive-avoidant] behavior of leadership styles to attain better organizational outcomes.
Transformational leadership (TFL) factors consist of Idealized Attributes (IA), Idealized
Behaviors (IB), Inspirational Motivation (IM), Intellectual Stimulation (IS) and Individual
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Consideration (IC). Transactional leadership (TSL) factors consist of Contingent Reward
(CR), Management by Exception (Active) (MBEA) and Management by Exception (Pas-
sive) (MBEP). However, Laissez-Faire leadership (LF) does not have any factors pertaining
to it. Organizational outcome has three factors namely Extra Effort (EE), Effectiveness
(EFF), and Satisfaction (SAT). As the follower fills out the rater form, he/she should an-
swers each questions by selecting a number on a scale of 0 to 4: 0 = not at all, 1 = once
in a while, 2 = sometimes, 3 = fairly often, and 4 = frequently, if not always.

Item number 10, 18, 21 and 25 are components of IA. The IA scores are calculated by
summing the total IA points of each respondent, and then dividing that number by 4.
[tem number 6, 14, 23, and 34 are components of IB. The scores of IB are likewise calcu-
lated by acquiring the total IB score, and dividing by 4. Item number 9, 13, 26, and 36
are components of IM. Iltem number 2, 8, 30, and 32 are components of IS. Item number
15,19, 29, and 31 are components of IC. The scores of IM, IS, and IC are determined by
the same simple algorithm as IA and IB.

The CR scores are calculated by summing the total CR points of each respondent, and
then dividing that number by 4. Item number 1, 11, 16, and 35 are components of CR. The
scores of MBEA are likewise calculated by acquiring the total MBEA score, and dividing
by 4. Item number 4, 22, 24, and 27 are components of MBEA. The scores of MBEP
are calculated by taking the total MBEP score and dividing by 4. Item number 3, 12,
17, and 20 are components of MBEP. The scores of LF are calculated by summing the
composite LF score, and once again, dividing by 4. Item number 5, 7, 28, and 33 are
components of LF. Item number 39, 42, and 44 are components of EE. The scores of
EE are calculated by taking the total EE score and dividing by 3. Item number 37, 40,
43, and 45 are components of EFF. The scores of EFF are calculated by summing the
composite EFF score, and once again, dividing by 4. Item number 38 and 41 are the only
two components of SAT. The scores of SAT are determined by adding the two scores
together, and dividing by 2. On the other hand, respondents were also asked to answer
a number of demographic questions in the RDQ. RDQ includes age, gender, educational
status, working experience at current profession. The questionnaire is general in nature
and no personal identifiable information was collected to ensure anonymity among the
respondents.

Before administrate data, the questionnaire was tested for validity and reliability. In order
to make the necessary correction and improvement on the questionnaire items, pilot
test was conducted for the content validity at Aylota dokatu secondary school which is
not a part of sampled schools. The draft questionnaire was distributed and filled out
with 35 teachers sampled through simple random sampling technique. In addition to
this, the experienced colleagues also confirmed the questionnaire and provided their
corrections accordingly. Hence, some adjustment was made on the questionnaire to
make the research more valid and reliable.

3.5 Validity and reliability

Gay et al. (2009) described validity as “the degree to which a test measures what it is
supposed to measure and, consequently, permits appropriate interpretation of scores”.
They also identified four Validity measuring instruments: content, criterion-related, con-
struct and consequential validity. The validity of the MLQ was consistently confirmed
as an effective means of measurement through their application in a large volume of
credible studies (Bass and Avolio, 2004). In addition to that they asserted as the valid-
ity of MLQ has been demonstrated by a large number of studies throughout a diverse
group of organizations and in a variety of countries. In this study, the validity of the MLQ
instrument was assured through the study of prominent researchers. Nevertheless, its
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effectiveness was asserted with different researchers, the researcher verified it through
exerting content validity form for its more trustworthiness.

Reliability as the degree to which a test consistently measures whatever it is measuring
(Gay et al., 2009). These authors also noted that, there are five types of reliability mea-
suring instruments: stability, equivalence, equivalence and stability, internal consistency,
and scorer/rater. Muenjohn and Armstrong (2008) asserted that the reliability of MLQ
with a Cronbach’s alpha value is .86 for the original MLQ and .87 for the translated one.
Moreover, Antonakis et al. (2003) suggested that the current version of the MLQ (Form
5X) is a reliable instrument that can adequately measure the nine components compris-
ing the full-range theory of leadership. Therefore, even though its reliability was verified
by different researchers, the researchers also confirmed it again using Cronbach'’s alpha
value. Accordingly, the reliability of MLQ with cronbach'’s alpha value was found to be
.93 that is greater than .90. Therefore, there is a very strong internal consistency among
the MLQ items.

3.6 Methods of data analysis

The major method of data analysis by this study were descriptive and inferential statis-
tics methods. Frequency, mean, standard deviation were calculated with the help of
descriptive statistics. On the other hand, Correlation analysis is used to identify the re-
lationship between independent variables and dependent variables. Validity of the MLQ
instrument was assured through the study of prominent researchers. Nevertheless, its
effectiveness was asserted with different researchers, the researcher verified it through
exerting content validity form for its more trustworthiness. Even though MFQ items reli-
ability was verified by different researchers, the researchers also confirmed it again using
Cronbach'’s alpha value. Accordingly, the Cronbach'’s alpha value for the total 45 items of
the present research is .93 or 93% that shows the existence of very strong internal consis-
tency among the MLQ items. Moreover, the investigators employed Pearson’s product
moment correlation coefficient that has been used to measure the relationship between
leadership styles and organizational outcome.

3.7 Ethical consideration

According to Bryman and Bell (2007) there are ten Principles of ethical considerations
that should be considered in conducting research. The research has not been subjected
to harm anyone who is involved in it, respected the dignity and full consent of the par-
ticipants and ensured the privacy of the research respondents. The study ensured the
confidence level of the research data and anonymity of individuals and organizations
participate in the research. Any deception or exaggeration about the aims and objectives
of the research was avoided. Any type of communication in relation to the researchers
was done with honesty and transparency. For consensus the permission letter obtained
from Konso zone Education department has been given to all schools and it enabled
the respondents to be provided with sufficient information pertaining to the research
purpose and informed that their response will be kept confidential. Moreover, the re-
searchers obtained permission from the participant teachers before the questionnaires
was administered. The researchers willingly answered any questions that the respon-
dents asked for more clarity. In addition, the researchers gave brief explanation to make
their participation being completely on voluntary basis. The researchers then asked them
to carefully read the provided participant instructions and each items of the questioner.
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4 Results

In this section the data obtained for the study are presented in tables followed by dis-
cussion of findings organized based on the hypotheses formulated.

4.1 Normality test of the data distribution

Table 1: Data Normality Test in Shapiro Wilk Theory Derived Numerical Method

Variables Statistics Df Sign
Transactional leadership style .985 110 .245
Laissez-faire leadership style 978 110 .068
Teachers Job Satisfaction .969 110 .005

Source: own survey data (2023)

The output presented on Table 1 indicates that there is a significant difference on the
data distribution of transactional and laissez-faire leadership style (at p. value of both
styles is > .05) and teachers’ job satisfaction (at p > .01). This result reveals that data
are normally distributed so that one can easily conclude as means are considerably good
representatives of the data. The normality test managed for transactional, laissez-faire
and satisfaction on histogram also much coincided with Shapiro Wilk test method in such
a way that data were normally distributed

4.2 The prominence of leadership styles

One of the objectives of this study was to identify weather transactional or laissez-faire
leadership style is the most prominent leadership styles practiced in the secondary schools
of Konso zone.

Table 2: Cross-Tabulation of Mean and Standard Deviation for Transactional and Laissez-
faire Leadership Styles and Satisfaction

Variables N Mean Std. Deviation
Leadership Styles 110  1.908 478
Organizational Outcomes 110  2.209 929

Source: own survey data (2023)

The data presented in Table 2 shows that leaders of the secondary schools of Konso zone
are loosely transactional and laissez-faire leaders. However, comparatively, transactional
leadership style is more dominant in those schools (M = 1.908, SD = .478). Regarding
job satisfaction, it was found that teachers’ job satisfaction is very low (M = 2.209, std.
deviation = .929).
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Table 3: Cross-Tabulation of Mean and Std. Deviation for Transactional and Laissez-faire Leadership
Styles Factors

Leadership Styles Leadership Factors N Mean Std. Deviation

Transactional Leadership Contingent Reward 110  2.181 799
Management by Exception Active 110  1.986 .607
Management by Exception Passive 110  1.550 .806

Laissez-faire Leadership Laissez-faire leadership 110 1.843 .780

Source: own survey data (2023)

Regarding the components of the transactional leadership style, the contingent reward as
a component of transactional leadership factor forms the basis of the constructive com-
ponents of transactional leadership behavior (Bass, 1998; Bass and Avolio, 1997). Here
leader focuses on providing rewards to followers who addressed the predetermined goals
of the organization through the process of exchange, promises and delivers rewards to
the followers. On the other hand, management by exception works on the bases of time
leaders give to the intervention process. The contingent reinforcement factor has been
categorized into two distinct factors:

(a) management-by-exception active and (b) management-by-exception passive. The
former, is a corrective transaction, whereby the leader actively watches for deviations
from the norm, and takes action when outcomes do not match standards whereas the
later mainly accompanied by the delayed intervention of the leaders (Avolio et al., 1995).
It also involves waiting, and intervening only if standards are not met, or when things go
wrong that is accompanied with the longer delay (Bass, 1998; Avolio and Bass, 1997).

The data presented on Table 3 shows that although the mean value is low (M = 2.181, SD
=.799). However, when compared to the three components of transactional leadership
styles the contingent reward is slightly available in secondary schools of Konso zone.
On the other hand, management by exceptional active and management by exceptional
passive factors are very low (M = 1.986, SD = .607) as compared to the three component
variables. In this regard, Bizhan et al. (2013) argue that transactional leadership style
contributes to the school performance indicators such as creates teachers’ satisfaction,
in their work in the schools. On the other hand, the laissez-fair leadership style is relatively
low (M = 1.843, SD = .780) as compared to the transactional variable in secondary schools
of the zone.

That means leaders of the schools do not adequately practice either of the leadership
styles secondary schools of Konso zone. Therefore, the null hypothesis transactional
or laissez-faire leadership style is the most prominent leadership styles practiced in the
secondary schools of Konso zone is rejected.

This finding is consistent with Valldeneu et al. (2019) findings that disclose laissez-faire
leadership style has the lowest mean. In fact laissez-faire leadership style is not consid-
erably effective in increasing job satisfaction. For instance, Bizhan et al. (2013) argue that
the more managers use laissez-faire style in their leadership; the more employees’ per-
formance is reduced. In addition to that, Antonek and House (2002) realized that laissez-
fare leadership style contributed to high to medium decrease teachers’ satisfaction in
their work in schools. However, the results show that both transactional and laissez-fare
leadership style has not been practiced in secondary schools of Konso zone.
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4.3 The relationship between transactional leadership style and teach-
ers’ job satisfaction

Table 4: The Relationship between Transactional Leadership Styles and job Satisfaction

Transactional Satisfaction

Transactional  Pearson Correlation 1 A49**
Sig. (2-tailed) .000
N 110 110
Satisfaction Pearson Correlation A449** 1
Sig. (2-tailed) .000
N 110 110

** Correlation is significant at the 0.01 level (2-tailed).
Source: own survey data (2023)

The data presented on the table above shows that transactional leadership style and
teachers’ job satisfaction are positively correlated having moderate level of relationship
and this relationship is statistically significant (r = 449, p < .01). That means there is
a direct proportionality between the two measured variables in that when one variable
increase the other also increase and vice versa and thus the null hypothesis should be re-
jected. This finding is consistent with the findings of Dumdum et al. (2002) and Judge and
Piccolo (2004) verified that the correlation of transactional leadership style with follow-
ers’ satisfaction is positive and statistically significant. Similarly, For Alloubani et al. (2015)
verified that transactional leadership style is positively correlated to job satisfaction and
statistically there is a significant relationship with organizational outcomes. However, in
contrary to the findings of this study, the study by Alloubani et al. (2015) asserted that
there was negative correlation between transactional leadership and job satisfaction even
though there is statistically significant relationship between the mentioned variables.

4.4 The relationship between laissez-faire leadership style and teach-
ers’ job satisfaction

Table 5: The Relationship between Laissez-faire Leadership Styles and Satisfaction

Laissez-faire Satisfaction

Laissez-faire  Pearson Correlation 1 -.105
Sig. (2-tailed) 277
N 110 110
Satisfaction  Pearson Correlation -.105 1
Sig. (2-tailed) 277
N 110 110

**Correlation is significant at the 0.01 level (2-tailed).
Source: own survey data (2023)
The result presented on the table 5 shows that the laissez-faire leadership style and job

satisfaction are negatively correlated with a negligible level of relationship and this re-
lationship is statistically insignificant (r = -.105, p > .05). That means the increase of
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one variable results in a decrease of the other variable and visa verse. Therefore, null
hypothesis was accepted or failed to be rejected. The results are consistent with other
findings. For instance, Alloubani et al. (2015) verified that laissez-faire leadership style
is negatively correlated with job satisfaction. Similarly, Hina and Zafar (2018) asserted
that there is negative correlation between laissez-faire leadership style and teachers job
satisfaction.

4.5 The relationship between teachers’ age and work experience and
their job satisfaction

Table 6: Correlation between Moderator Variables (age and work experience) and Organizational Outcome (Satisfaction)

Variables Age Work Experience Transactional Laissez-faire Satisfaction
Age Pearson Correlation 1 .850** -137 .090 -.130
Sig. (2-tailed) .000 152 .352 175
N 110 110 110 110 110
Work Experience  Pearson Correlation .850** 1 -.151 .045 -.064
Sig. (2-tailed) .000 116 .647 .506
N 110 110 110 110 110
Transactional Pearson Correlation -137 -.151 1 292%* A49%*
Sig. (2-tailed) 152 116 .002 .000
N 110 110 110 110 110
Laissez-faire Pearson Correlation .090 .045 292%* 1 -.105
Sig. (2-tailed) .352 .647 .002 277
N 110 110 110 110 110
Satisfaction Pearson Correlation =130 -.064 A49%* -.105 1
Sig. (2-tailed) 75 .506 .000 277
N 110 110 110 110 110

**Correlation is significant at the 0.01 level (2-tailed).

The data presented on Table 6 above shows the correlation between moderator variables
(age and work experience) and teachers’ job satisfaction. The results show that transla-
tional leadership style is moderately, positively and significantly correlated with teachers’
job satisfaction (at r = .449, p < .01). However, teachers age didn't moderate the relation-
ship between the two variables with (r = -.130, p > .05). Therefore, teachers’ age didn't
have an effect on the relationship between transactional leadership style and teachers job
satisfaction. Therefore, the null hypothesis there is no significant relationship between
teachers’ age and their job satisfaction is accepted.

4.5.1 The relationship between teachers’ work experience and their job satisfac-
tion

Moreover, teachers work experience did not moderate the relationship between the two
variables with (r = .064, p > .01). This result indicates that teachers’ work experience and
their job satisfaction are not correlated. On the other hand, there is negligible, negative
and no significant correlation between laissez-faire leadership style and teachers’ level
of job satisfaction (at r = -.105, p > .05). Similarly, teachers age is negligibly moderate
the relationship between the two variables with no significant correlation (r = -.130, p >
.05). There is very weak/negligible correlation between teachers’ age status and their job
satisfaction. Nevertheless, teachers’ job satisfaction has too minimal alteration on the
correlation exists between the mentioned two variables.
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In the case of laissez-faire and level of teachers job satisfaction there is negligible, neg-
ative and no significant correlation between them (at r = -.105, p > .05). But, teachers
work experience status doesn't has alteration on the relationship between laissez-faire
leadership style and level of teachers satisfaction with no significant correlation (r = .064,
p > .05). To this end, teachers’ age status and work experience didn't bring significant al-
teration on the correlation exist between transactional and laissez-faire leadership styles
and teachers job satisfaction. Therefore, the null hypothesis there is no significant rela-
tionship between teachers’ work experience and their job satisfaction is accepted.

5 Conclusions

The study was aimed at identifying the leadership style that have been dominantly em-
ployed and examining the extent to which transactional and laissez-fair leadership styles
are related with teachers’ job satisfaction and also exploring the extent to which age
and work experience of teachers mediate the relationship between transactional and
laissez-fire leadership styles and their job satisfaction. Based on the results obtained the
following conclusions are made.

The sum of all means for both transactional and laissez-faire leadership style indicates
that although the mean scores of both leadership styles is very low transactional lead-
ership style is slightly employed than laissez-faire leadership style. That means leaders
of the schools are not adequately practicing either of the leadership styles in secondary
schools of Konso zone. Regarding teachers’ job satisfaction although leaders of Konso
zone secondary schools are more of transactional than laissez-faire teachers’ job satis-
faction is very low.

Regarding the relationship between transactional leadership style and teachers job sat-
isfaction there is a positive and moderate level of correlation between the two measured
variables. This relationship is statistically significant. That means when transactional lead-
ership style increases the satisfaction also increases and vise-versa. On the other hand,
the laissez-faire leadership style and job satisfaction are negatively correlated with a neg-
ligible level of relationship and this relationship is statistically insignificant. That means
as leaders practice a more laissez-faire leadership style job satisfaction decreases.

Regarding the relationship between the components of transactional leadership style
such as age, gender, work experience and level of education and teachers’ job satisfac-
tion the results show that teachers’ work experience averagely moderate the transac-
tional leadership style and teachers job satisfaction secondary schools of the zone. On
the other hand, teachers work experience did not moderate the relationship between
laissez-faire leadership style and teachers job satisfaction of the zone. The relationship
existing between laissez-fair leadership style and teachers’ job satisfaction display that it
has negative and negligible level of relationship which is statistically insignificant. As far
as there is an inverse proportionality between the two variables, there is the increase of
one variable with the decrease of another variable and vise-versa. The result verifies that
when the laissez-faire leadership style decreases, the teachers’ satisfaction increases in
the secondary schools of Konso zone. There is also a negligible, negative and insignificant
correlation between laissez-faire leadership style and teachers’ level of job satisfaction.
Similarly, teachers age is negligibly moderate the relationship between the two variables
with no significant correlation. There is very weak/negligible correlation between teach-
ers’ age and their job satisfaction. Therefore, teachers’ job satisfaction has too minimal
alteration on the correlation exists between the mentioned two variables. Therefore,
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6 Recommendations

Transactional and laissez-fare leadership styles are no longer effective in the view point of
teachers in relation to age, gender, work experience and level of education. Nevertheless,
comparatively transactional leadership style is slightly effective than laissez-faire leader-
ship style. Indeed, leaders are expected to employ both transactional and laissez-faire
leadership styles, due to no absolute leadership style. This concept is highly supported
by contingency theory in that it assumes the better approach is one that can be suitable
for the existing statuesque rather than inevitably try to apply different leadership styles at
the same time. The important idea is to "match the leader’s style with the situation most
favorable for their [leaders] success” (Daft and Marcic, 2006). Where the situation allows
transactional or laissez-faire leadership style, it is not important to use further leadership
style. Therefore leaders are suggested to use leadership styles on bases of organizational
environment and existing statuesque. They are also expected not to practice a particular
leadership style as something mandatory.

The school leaders of secondary schools of Konso zone attributed a quality of transac-
tional leadership in terms of contingent reward. Thus, the school leaders’ give help to
teachers in exchange for their efforts, discuss who is responsible for attaining specific
performance goals, and make it clear what each one can expect to receive when per-
formance targets are reached and express satisfaction when teachers meet with their
expectations.

Transactional leadership style such as management by exceptional active and passive
were perceived as no longer effective in secondary schools of Konso zone. Hence, leaders
don't pay attention on irregularities, mistakes, exceptions and which may be deviated
from expected standards, don't devote teachers to give attention to mistakes, complaints
and failings, are not always aware of all mistakes and direct their attention to failings so
as to attain the expected standards. Furthermore, according to the study result laissez-
faire leadership style is totally ineffective. Along of leaders converse about teachers most
important beliefs and values, avoids getting involved when important matters arise, are
absent when teachers need them and avoids making decisions. Therefore, to fill the
mentioned gaps, the zone and Woreda government are requested to facilitate capacity
building trainings on the title labeled “the relationship between leadership styles and
organizational outcomes and the likes.”

The types of research designs employed for this research were descriptive survey and ex-
planatory correlational research designs in which the mean and std. deviation and Pear-
son product moment correlation coefficient were employed to determine the prominent
leadership styles and the relationship exists between the leadership styles and organiza-
tional outcomes. Therefore, the further study researchers are requested to conduct their
study under the theme “the effects of leadership styles on organizational outcomes”. For
this title the researchers are recommended to exert liner regression type of analysis via us-
ing inferential statistics. Besides, the researchers are also suggested to calculate ANOVA
and t-test type of statistical analysis in that the former is employed to comprehend the
most different variable from the others whereas the latter is exerted to distinguish the
existence of statistical difference between the variables. The researchers employed quan-
titative research method using only questioner. Hence, for more accuracy of the result
the researchers suggest other researchers to employ qualitative method of data analysis
using interview and focus group discussion tools of data collection which are used to tri-
angulate the obtained results or/and findings. Moreover, the results of this study can be
used as the source of data for the further researchers. Thus, other researchers are sug-
gested to use this research to advance further studies who are interested in conducting
their study on the related title.
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Abstract

The integration of students with visual impairment in learning mathematics in school consti-
tutes one of the major challenges in Ethiopia. Most of the educational curriculum is oriented
towards the use of the eyesight. The purpose of the study was to evaluate the situations
of challenges faced by blind/visually impaired students due to the exclusion of mathemat-
ics education. The study employed a qualitative research approach and purposive sampling
technique. From 25 participants 15 of them participated in an interview and 10 participated
in focus group discussion guided by semi-structured instruments. Interviews focus group dis-
cussion and the key informant interview was employed to get relevant and sufficient data.
Accordingly, the thematic data analysis procedure delineated was used. The study was car-
ried out at Sidist kilo campus in Addis Ababa University. Multifaceted challenges encoun-
tered by blind/visual impaired students due to the exclusion of math education. Individual's
attitudinal or institutional barriers, the existing exclusive curriculum and the use of assis-
tive technology could be an impediment to learn mathematics and its related fields. The
result confirmed that the majority of the participants revealed that due to the exclusion of
learning mathemattics, they are encountered with marginalization from different fields at the
university. Ministry of education, the regional educational bureau, schools, and teachers will
consistently implement a dependable inclusive for mathematics education and provision of
necessary support for the needs of blind students in learning mathematics.

1 Introduction

Mathematics emerges as a critical school subject that determines success in life. From
pre-school knowledge about simple calculations is important as a foundation for further
education (Agrawal, 2004, Beal and Shaw, 2008). Inclusive education in mathematics is a
blueprint regularly which has a scrupulous core on those learners with visual impairment
(Buhagiar and Tanti, 2013, Smith and Brayant, 2012; J. Martin et al., 2012). The various
studies have revealed the importance of Mathematics for the blind students and it has
been very well established that loss of vision does not restrict the learning of Mathematics
(Hansen et al,, 2010). In contrast to those who believe mathematics requires visualiza-
tion, various research shows that blind can learn mathematics, not necessarily under the
same conditions or with the same teaching methods (Rosenblum and Herzberg, 2015;
Rosenblum et al., 2018).
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Recent research in the area of accessible Mathematics is geared toward graphing and
Mathematics or Science texts in electronic format. As computers have become an in-
valuable tool in all aspects of life, several researchers have worked on and introduced
software that could aid visually impaired and blind students in their learning of Math-
ematics (Alkhashrami, 2009, and Carole and Penny, 2018, 2018). Moreover, a project
developed by Stevens (2003) at the University of York called Math talk has solved diffi-
culties in the learning of Algebra. Sanchez and Flores (2005) for the University of Chile
have introduced Audio Math. Software that aimed at enhancing visually impaired stu-
dents’ memory and mathematical skills through audio. All possible alternatives have
to be explored for making the teaching and learning in Mathematics more purposeful
(Emerson and Anderson, 2018, T. S. Martin and Herrera, 2007).

The integration of students with visual impairment in learning mathematics in school
constitutes one of the major challenges in Ethiopia. Most of the educational curriculum is
oriented towards the use of the eyesight. This requirement poses paramount challenges
to the blind and visually impaired students (Dagnew, 2013; Teshome, 2006; and Tirussew,
2006). Currently, the Ethiopian educational policies and strategies can be considered a
reform that aims to address the needs of visually impaired students through inclusive
education. However, there are several criticisms of the lack of implementation of this
assumption (Asrat, 2013; Dagnew, 2013; Tebeje, 2014; Zelalem, 2018; Zelelew, 2018).

As far as the educational setting is concerned, most of the curriculum presumes that
the student has perfect eyesight. Most of the schools, colleges, and universities that
are found in Ethiopia have not been providing a mathematics education. With these
constraints that the researchers feel that there is a need to carry out a research in inclusive
education regarding mathematics education for learners with visual impairment.

2 Research problem

Majority of the educational programs in Ethiopian universities like management, account-
ing, computer science, economics, business, etc, at the college and university level, have
excluded the visually impaired learners. This exclusion of students with visual impair-
ments may result in restricting their opportunity to join different fields at the university
level (Zelelew, 2018). Although, Schools throughout Ethiopia emphasized instruction in
mathematics, consideration for the adaptations needed to ensure inclusion of mathe-
matics education since seven grades for students with visual impairments is hardly ever
established since junior level. Due to this exclusion, learners with visual impairment in
Ethiopia undergo serious challenges in accessing different opportunities in actual fact,
this marginalized the blind students rather than essential zing them learning in the field
of the different professions at college and university

2.1 Objective

Thus, this study is aimed at identifying the issue of factors/challenges faced by blind/vi-
sually impaired students’ due to the exclusion of mathematics education with particular
reference to sadist kilo campus in Addis Ababa University.
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3 Research methods

3.1 Research design

The research method that was employed during this study was the qualitative research
approach. The justification for using the method is that the research study was conducted
at a single point in a time and was largely based on subjective interpretation of the par-
ticipants. As Nick (2010) elaborated, qualitative research tends to be interpretive and
seeks to understand a phenomenon in its context in greater depth. Moreover, it seeks to
elucidate the nature of social practices, relationships, and beliefs along with the meaning
of human experiences from the participant’s point of view. Since the major interest of
the researcher was to understand challenges faced by blind learners in the exclusion of
mathematics education, the qualitative methodology which imparts phenomenological
theory was chosen to conduct the research study. Because this qualitative approach al-
lowed the researcher to access the personal experiences of the informants who frame,
articulate, and reveals life as experienced in a case structure (Neuman, 2007).

Comprehending the benefits above, the researcher realized that this method is an explo-
ration process to understand the phenomenon in its entirety, rather than just focusing
on specific concepts. Hence this research, as a form of case study phenomenological
inquiry aimed at capturing the experiences of blind learners. Thus since the study used
an exploratory qualitative approach, substantial data were collected, analyzed, and in-
terpreted about the research objectives. Results were illustrated in themes, which were
derived from the challenges experienced by blind/visually impaired students due to the
exclusion in learning mathematics education.

3.2 Sampling technique

The participants were selected using the purposive sampling technique. From these tech-
niques, convenience and purposive techniques were chosen to select the participants.
Based on their convenient accessibility and proximity for the study, the convenience tech-
nique was used to select 15 participants for the interview, 10 discussants for focus group
discussion (FGD), and five key informants were selected. According to Creswell (2014),
the sample size of qualitative research is largely determined by theoretical data saturation
especially at a point during the data collection stage where new participants do not any
longer bring new data or additional insights to the research questions. The participants
were selected from Sidist Kilo Campus in Addis Ababa University because it is one of the
academic institutions that are practicing inclusion of students with visual impairments
and the key informants (special needs professionals) from the ministry of education and
sidist kilo campus was selected.

Inclusion Criteria: during the sampling process, the study included 16 male and 9 fe-
male blind students’ participants from the first, second, third, fourth year, and fifth-year
university students.

The researcher employed different data collection instruments to get relevant and suf-
ficient data that were needed in the study. To gain an understanding of the challenges
encountered by blind learners due to the exclusion of mathematics education, the re-
searcher conducted qualitative interviews and focus group discussions with a total of 25
blind individuals (9 of females and 16 of males students). Of these, Nineteen of the partic-
ipants were completely blind and the remaining six had low vision. Only one participant
reported having slight difficulty in hearing along with the blindness.
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3.3 Data collection methods

The first method that the researcher employed was an interview. It was the primary tech-
nique used by the researcher to gather data using semi-structured questions. In this
research, face to face interview was used as a tool for data collection. Based on the par-
ticipants’ consent, audio recording and note-taking were used in the study session. The
interviews were recorded in the “Amharic” language, and were later translated into En-
glish. The questions were intentionally kept open-ended to capture the student’s real-life
academic experiences. Regarding the Key informant interview, (the former blind students
who thought inside kilo campus in Addis ababa university, special needs professionals
from the ministry of education and sidist kilo university) were chosen to share their views
and experiences on the issue and understand their stance in dealing with the problem of
exclusion in learning mathematics subject to the blind/visual impaired learners.

The second technique is Focus Group Discussion. Through focus group discussion of
the data gathering technique, the researcher planned to obtain relevant qualitative data,
which encompasses the discussant attitudes, opinions, and feelings. Selection of partic-
ipants of FGD was done deliberately by enlisting females and males students who are
attending their education at sadist kilo campus in Addis Ababa University. Accordingly,
from the total of 25 participants, two focus group discussion sessions were arranged
(one group from female's students and one group from male’s students). Each com-
prising five discussants and a total of ten discussants participated. The discussion lasted
for one and a half hours. The researcher used a discussion guide which has drawn up
from relevant questions geared to obtain richer information. To facilitate the discussions,
the researcher employed different communication techniques. These included, probing,
clarifying, reflecting, paraphrasing, and summarizing.

The thematic data analysis procedure delineated by (Braun and Clarke, 2006) was used.
The data were analyzed by the constant comparison method by referring to qualitative
analysis.

4 Results

This section presents the analysis and interpretation of the research findings. During
the data analysis, the following categories based on the comprehensive themes were
presented. These are challenges encountered by visually impaired students due to the
exclusion of mathematics education, reasons that hindered for the implementation of
inclusive mathematics education, and strategies that can be employed to ensure the re-
alization of inclusion of mathematics education for visually impaired learners. Researcher
attempted to reach 15 students for interview, and received a total of 10 responses be-
cause of data saturation. Six of the participants were male and the remaining four were
female students.

4.1 Challenges encountered by blind learners due to the exclusion of
Math Subject

The finding confirmed that the participants are experienced different challenges due to
the exclusion in learning mathematics education. These include, segregation from par-
ticipating in different fields at university, individual's attitudinal problems or institutional
barriers, and curriculum problems could be an impediment to learn mathematics and its
related fields.
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P1is a female student and partially sighted, she was 2"¥ year special needs education stu-
dent when | was interviewing to her. She narrated as she followed high school education
in a regular school along with sighted peers. She attended Math up to the 10t-grade
level. About the way mathematics was taught at high school, she said “I could not benefit
enough from my high school education in terms of learning mathematics. There were
so many challenges for me". She expressed her experience and dissatisfaction with the
mathematics taught in high school. During the course of the interview, she mentioned
the detailed challenges. The teachers generally read aloud the text on request. If she
missed any information from the teacher’s narrative, her peers used to explain it to her.

She explained that besides the traditional teaching method and frequent use of the black-
board for teaching, her teachers also used uncertain directional cues; which created an-
other problem. She added that “she had serious problems in geometry lessons”. She
reiterated the use of enlarged diagrams while grasping the concepts in Geometry. She
also alluded to a home-grown workaround of using a chessboard and a woolen thread
to create raised geometry figures. On probing “so you never used tactile graphics”, she
mentioned the use of “tactile graphics” for understanding graphs and charts. When the
teacher would say things like take this and put it here, | did not understand what he
meant. She stated that teachers did not have enough information about visually im-
paired learning materials about mathematics and they were not interested in teaching
about us. My classmates’ help with mathematical content was no longer enough. | felt
like | was not able to learn. | became a disadvantage in learning mathematics.

She clarified that however, she was successful in mathematics and she loved it, the con-
dition forced her to break in learning math since 10 grades. She narrated, not learning
mathematics and related subjects at preparatory school restricted her to be involved in
the department she wanted to join. As a result, she said, "l was forced to choose to study
a field, not because | am interested in it". According to her description, teachers’ lack of
awareness, lack of interest or motivation by schools to teach blind students in mathemat-
ics, lack of supervision, and negligence by the Ministry of Education are all factors that
contribute to the challenge. Therefore, the concerned government bodies must work
hard to enforce our right to education in all subjects by the constitution of our country.

4.2 Participant 2

P2, He was blind from birth and had no visual sight. He was a 5™ year law department
student when | was interviewed by him. He learned mathematics education till 9th grade.
He explains his experience regarding mathematics as follows. He said, when | was in high
school, mathematics teachers gave an oral explanation to mathematics problems at hand
for the sake of students with visual impairment. They spoke out or explained whatever
they wrote or put it on the blackboard so that visually impaired students could follow
them. This was true until grade 8. But in the case of grade 9, one of the mathematics
teachers for the section the three visually impaired attended, openly refused to say any-
thing in their favor claiming that he had not come to teach the blind and that he did not
know how they studied mathematics. This lack of awareness was a serious barrier to him
to learn mathematics education at high school.

He suggested that if provided with the right tools and instructions, potentially he can
learn math. He narrated, "I wanted to go to university and study management, but |
could not perform it because of the lack of mathematics knowledge. Instead, he says, |
have to study the field that | do not want". He stated the challenges he faced due to the
limitation of mathematics knowledge have been very much restricted him from studying
the field he wanted to study. In my opinion, to solve the problem of blind students
not being able to learn math, it is important to have a clear understanding of all levels,

https://doi.org/10.20372/wf8y4j77 46 Lemessa R. (2024)


https://doi.org/10.20372/wf8y4j77

Ethiopian Journal of Education Studies Vol.2. No. 2, 2024 42-55

including teachers, schools, and policymakers. In addition, it requires proper monitoring
to ensure that inclusive education is implemented properly.

4.3 Participant 3

P3 said, "I was born in Hawassa and | lost my sight as a 9th-grade student. Due to
the unavailability of braille training in my area at the time, | was unable to continue
my education. Then, | came to Addis Ababa to get braille training and to continue my
education. After taking the Braille training in Yemisrach braille training center in 5 Kilo, |
persisted in my interrupted education since 9th grade. And | did well in the 12th grade
and went to Sidist Kilo Campus and am now a third-year sociology student. When |
was a sighted student, | loved math and related subjects like physics, chemistry and | was
successful in all subjects. When | was sighted, | wanted to study physics at a university, but
Due to the lack of a suitable education system with related to mathematics and its related
fields for the blind in our country, | could not get the education | wanted. Although in our
country, some subjects of social science are reachable in the inclusive education system
at university, most of them are not allowed to blind students.

When | asked the participant about his high school education, he shared it with me.
According to him, | personally applied for a school permit to study math and related
subjects, but | was unable to do so because neither the school principal nor the teachers
refused to teach me. School officials and teachers told me that because of the lack of
curriculum, assistive technologies, and trained teachers, they could not teach math and
math to blind students. This indicates that due to the country’s limited focus on edu-
cation for blind students; it has not been possible to expand educational opportunities
for blind students. In my opinion, this problem is not caused by the incompetence of
blind students, but by the problem of consciousness or the attenuation problem of the
concerned bodies. Therefore, to solve the challenges | have mentioned above, blind stu-
dents must primarily demand and enforce their rights. This is because our constitution
gives us the right to education without discrimination.

4.4 Participant 4

P4 has been blind since the age of 22. When | asked him to describe his past experience,
he responded insightfully. When he was a third-year student at Arat Kilo Campus, he
lost his eyes and was totally blind. He pronounced “l was able to see and | had no sight
problem until third-year university). Although | have math skills and | want to continue
my studies in engineering, the university did not allow me to do so, so | was forced to
interrupt my education and compelled to be involved in another social field. To continue
my education in another field, | need to have Braille knowledge. So, | took Brailleskill
training at Yemsrach center in Addis Ababa. After a year of braille training, | have re-
entered in law school and continued my study in the law field at sidist Kilo campus.

When he narrated his story, to continue his new field in the law department, he faced
some challenges because he was a natural science student. He said, “I had a hard time
in studying law because | didn't have much knowledge of social studies. After many
struggles, | was able to overcome the problem | encountered in the new department”. He
said that although | did not have the same math problems and experiences as other blind
students, | believed math was important for the blind. In my opinion, if math education
is properly started from the bottom, other junior blind students may not have the same
problem as senior blind learners faced.
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4.5 Participant 5

P5 narrated her story as follows. She has been completely blind after birth. She was a
third-year social work student. She received primary education till six grades at Sebeta
blind school. From ninth grade to twelfth grade onwards she had followed her education
at Sebeta elementary school, a high-school and preparatory school in a regular school
with sighted peers. She learned math up to sixth grade. In the context of Math, she
mentioned that, till 6" grade, she had thought of basic arithmetic concepts. At the blind
school, in the very beginning, she was able to learn math’s using Braille. She said, since
seventh grade, the school system did not allow blind students to learn math subjects,
which resulted in the discontinuation of learning math subjects. However, she stated,
to satisfy her curiosity or desire to know, learning mathematics would be the means for
satisfying her desire.

When she described her experience, she said she wanted to learn mathematics during
his elementary, but was unable to do so because the school system did not allow blind
students to teach mathematics.

She narrated that while "I wanted to study economics, the department did not allow me
to involve in the field because of the existence of certain math content in the economics
course”. She pronounced that it is a known lack of awareness in our country’s universities,
but it is well known that blind students in other parts of the world can drop math-related
courses and be involved in different departments during their stay at the university. She
further revealed that however, Universities that are found in our country do not allow
blind students to involve in different fields except in certain fields unless they are required
mathematics concepts. All of these challenges are caused by a lack of awareness at both
schools and universities.

5 Reasons that hindered for the implementation of inclu-

sive mathematics education for blind/visual impaired stu-
dents

Majority of the participants identified various factors that can be the reason for the exclu-
sion of students with visual impairment in the learning process of mathematics. They also
pronounced that lack of awareness concerning the capacity in the study of mathematics
by students with visual impairment, ignorance of the existence of inclusive curriculum,
special assistive devices, and mathematics learning materials for the blind, etc. is likely
to have contributed reasons in the exclusion of Students’ with a visual impairment from
the learning process of mathematics.

5.1 Participant 1

P1: She was a third-year sociology student. She is completely blind since the age of 12.
After losing her sight due to glaucoma, she had to shift to a blind school, where she
learned Braille. She studied Math till 6™ grade only. She specifically mentioned that the
blind school officials did not allow her to take up Math beyond 6™ grade. As a result,
throughout her high school education, she was compelled to interrupt in learning Math.
She pronounced that reason for the exclusion of learning math for the blind might be
lack of awareness, teachers' lack of pre-knowledge and ignorance of the existence of
curriculum and special assistive devices and mathematics learning materials, etc is likely
to have contributed factors in the exclusion of students with a visual impairment from
the learning process of mathematics.

https://doi.org/10.20372/wf8y4j77 48 Lemessa R. (2024)


https://doi.org/10.20372/wf8y4j77

Ethiopian Journal of Education Studies Vol.2. No. 2, 2024 42-55

In the sociology department where | am studying, a statistic and quantitative research
course are offered. The courses | mentioned above require mathematics. As a result, we
cannot take these courses. Therefore, when we want to do research, we have to ask for
help from students who are able to see.

She describes, as sighted students, we blind students can learn mathematics subjects if
we have all the necessary learning materials are available. However, education policy
enforcement, school-based problems, teacher attitudes, and cultural influences prevent
blind students from learning math. She added that Mathematics teachers do not know
about the special abacus for us, the Braille alphabet, or how to use these effectively in
mathematics lessons. She said, it is possible to take advantage of different opportunities
by enrolling blind students in mathematics to involve them in different departments of
the university.

5.2 Participant 2

P2 was a 2"9-year political science department student. He was partially sighted. He
stated his perception about the exclusion of learning mathematics, limits his involvement
in different fields in diverse departments he can involve. He viewed reason for the ex-
clusion of learning mathematics education can be realized in various ways. Like, Teacher
training institutions, usually, do not give supplementary or complimentary training to
teachers for teaching students with visual impairment and the institutions themselves
may not have the information or knowledge as to how students with visual impairment
could be taught. He added that math teachers have some prejudice about how to give
inclusive education in math lessons for the blind. He said when | was an eighth-grade
student; the mathematics teacher told me that visually impaired students cannot learn
mathematics. He narrated | utterly do not agree with this idea. Because of the special
equipment or assistive devices for learning is facilitated can learn mathematics. He ex-
plained that his teacher tried to ignore him and did not care about his attainment in learn-
ing mathematics. He added that teachers’ limited awareness in teaching mathematics to
address the individual needs of blind students had negative consequences to learn math-
ematics. He described, Although, mathematics subject is more vital for visually impaired
learners to support them in all academic areas at college and university level, individuals’
attitudinal problem or institutional barriers that could be an obstruction to learn mathe-
matics and other related fields as their sighted peers. According to his remark, to solve
the problem from the bottom up, the schools and universities system have a preference
that the visually impaired students should exempt any visual-based portion from learn-
ing including mathematics and different fields. Majority of the participants confirmed
that as they have an interest to learn mathematics, individuals’ attitudinal problems or
institutional barriers that could be an obstruction to learn mathematics and other related
fields as their sighted peers.

5.3 Participant 3

P3 was a 2" year English department student. She was partially sighted from birth. Her
sight rate was very limited. She was living with her parents. She was attended her primary
and secondary school in the regular school with sighted peers. She did not know about
the Braille writing and reading style. There is no special training center to learn braille.
Therefore, she can attend her education by recording using a tape recorder when she
was in elementary and high school. She illustrated at the time, she can use the computer
for her educational purpose at university. She actually attended mathematics to neither
an elementary nor a middle school. As a result, she is imposed to depend on others
sighted persons in matters involving mathematical operations. She expressed her views
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on mathematics as, although her opinion on the inclusive education regarding mathe-
matics was generally positive, she expressed her concern about the way mathematics was
taught at elementary and high school, “I could not benefit enough from my high school
education in terms of learning mathematics. There were so many challenges for me".

She narrated her views, Some of The Challenges of this sidist Kilo University where | study
is that all blind students are taught in limited departments and we are often assigned to a
specific department. This situation makes it difficult for us to find students who can read
and help us. In addition, during the exam time, we also find it difficult to find examiners.
She said, in my opinion, all of this could have been avoided if blind students could have
entered different departments in the university. This can only happen if, according to
university law, blind students can learn math since elementary school. In fact, in the
other world, only blind students are taught a course that they can learn. However, the
university leaders of this country do not allow us to study mathematics-related fields in
general because they have lack of awareness.

5.4 Participant 4

P4 was a late blind, and participated in the interview when He was a second-year law
department student. He elucidated his history, "I was blind to the pain | experienced when
| was in the 12th grade. | was a natural science student before | lost my sight. As only
blind students can involve in the social science field, | started school again by reviewing
since ninth grade. Although | had a background in mathematics, | could not continue my
studies in natural sciences, because | was not allowed to study at a university in the field
of natural sciences. As a result, | was forced to study law in the social sciences”. Before
entering the law department, | applied to aart kilo campus to study computer science.
But because of my blindness, the university was not willing to accept me. As a result, |
was forced to continue my law studies at sides Kilo Campus.

He clarified his observation when he was a high school student, the school could be ig-
norant of the needed special equipment or assistive devices for teaching mathematics
to students with visual impairment. He narrated; complacency on the part of students
with visual impairment for being exempted from learning mathematics might have con-
tributed to their exclusion from being taught mathematics. According to his explanation,
failure by the authorities responsible for education to take steps to include students with
visual impairment in the learning process of mathematics and other subjects involving
aspects of mathematics may be another factor for such exclusion. Therefore to solve this
problem, government intervention, especially the Ministry of Education, must work hard
for the implementation of mathematics education in an inclusive manner to the blind.

5.5 Participant 5

P5 is a blind lecturer at a university. He is a Ph.D. student in the Department of Social
Work. He holds his first degree in sociology and is taught in the same profession. He
pronounced, even though, | wanted to continue my master’s degree in sociology, but the
Department of Sociology at sides Kilo University did not allow blind students to study, so
| had to pursue my master's and Ph.D. studies in the Social Work department. The depart-
ment’s reason for not accepting blind students is that some courses require mathematics
and blind students do not know math. | was forced to join the Social Work Department
because of the limitation of my math knowledge. Such an experience is a problem not
only for me but also for most blind students.

He said, in my opinion, blind students are not allowed to study mathematics, not because
they cannot learn math, but because the education system in our country is not inclusive.
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He explained his views as Schools” motivation to make blind students learn math, teach-
ers’ awareness, curriculum problems, and other related challenges prevent blind students
from learning math in the inclusive education system. To solve this problem, he the rel-
evant bodies, for example, the Ministry of Education, the education system developers
must pay attention and work hard. Therefore, to solve such problems, if blind students
are taught math and related subjects from elementary school, mathematical challenges
can be avoided.

The results indicate that education policy enforcement, school-based problems, teacher
attitudes, and cultural influences prevent blind students from learning math. Majority of
the participants revealed that failure by the authorities responsible for education to take
steps to include students with visual impairment in the learning process of mathematics
and other subjects involving aspects of mathematics may be another factor for such
exclusion. Special needs professionals who participated in the interview revealed that
attitudinal and Cultural obstacles are related to blind students’ weak motivation to study
math. They also argue that a lack of awareness regarding the capacity of persons with
visual impairment in learning mathematics on the part of curriculum developers could
be another problem or barrier, especially at higher levels. They highlight creating special
curricula for blind students in primary, preparatory, and secondary stages.

They gave their insight that blind students need an integrated math’s curriculum that
observes their special conditions. Such as providing physical objects, models, mathe-
matical language, and comprehensive communication tools for math, as well as inte-
grating other systems - like Braille - for mathematical symbols. The interviewees also
articulated, Teacher training institutions, usually, do not give supplementary or comple-
mentary training to mathematics teachers and the institutions themselves may not have
the information or knowledge as to how students with visual impairment could be taught.

They gave their perception of the failure by the Ministry of Education and Regional Edu-
cation offices to take the initiative of addressing the barriers that are adversely affecting
students with visual impairment with respect including them in the learning process of
mathematics; schools at all levels may not be motivated to address such barriers. Maybe,
students with visual impairment have not done enough, or even have failed in fighting
for inclusion in the learning process of mathematics and this may be a factor that has
kept schools and institutions from taking the necessary measures to rectify the existing
discrepancy. They verified the launching of mathematics, as planned to be opened, it
covers a full range of assistive and mainstream education that enables a student with
a visual disability to enjoy an inclusive education. They point out that blind students
can study and understand significant elements of Mathematics. Besides, they also pro-
nounced complacency on the part of students with visual impairment for being exempted
from learning mathematics and related fields might have contributed to their exclusion
from being taught mathematics. They verified that failure by the authorities responsible
for education to take steps to include students with visual impairment in the learning
process of mathematics subjects may be another factor for such exclusion.

6 Discussion

The finding revealed that there are several future concerns the participants experienced
due to the exclusion of math education. These include, individual's attitudinal problem or
institutional blockades, curriculum barriers, and use of assistive technology could be an
impediment to learn mathematics and mathematics-related fields. Each of the problems
identified by participants due to the exclusion of mathematics education is linked to
others challenges, either as a contributing factor to involve in different fields at university.
Research conducted by Orsini-Jones (2009) has shown that blind university students face
a variety of challenges during their studies.
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FGD discussant also reported that blind/visually impaired learners have no chance to
learn mathematics subjects, Because of a lack of awareness of issues related to vision im-
pairment. The finding also confirmed that as they have the interest to learn mathematics,
individuals’ attitudinal problems or institutional barriers that could be an obstruction to
learn mathematics and other related fields as their sighted peers. This finding was sup-
ported by Bader (2006); Brawand et al. (2015) who confirmed that the exclusion of learn-
ers with visual impairment in mathematics education could be an obstruction to succeed
their education less likely than their sighted classmates.

The study signified that the participants gave their insight that mathematics subject is
more vital for visually impaired learners to support them in all academic areas at the uni-
versity level. Most of the opinions reported by interviewees and discussants pronounced
that a thorough understanding of mathematics enhances educational and occupational
opportunities for all blind/visual impaired people. They revealed that there are likely to
be students with visual impairment that are naturally gifted in mathematics and as such
if they are given the chance of learning this subject, they could have the opportunity of
pursuing an alternative field of professional career. According to their expression math’s
subject can apply current technical concepts and practice in the core area of mathematics.

Some of the participants describe, as sighted students, they can learn mathematics sub-
jects if the necessary learning materials are available. According to a study conducted by
Sanchez and Flores (2005), blind students can easily learn math with the help of various
assistive technology. They validated in their study, if blind students they were allowed
to study mathematics, they would be able to learn math like other sighted students. The
finding also supported by the study conducted by the works of Agrawal (2004); T. S.
Martin and Herrera (2007); Beal and Shaw (2008); Giesen et al. (2012) who demonstrated
that if provided with the right tools and instructions, potentially every blind student can
appropriately learn math. The finding from special needs professionals verified that the
launching of mathematics education has the potential to facilitate the inclusion of stu-
dents with visual impairments. Researchers such as Beal and Shaw (2008) affirmed in
their research, if provided with the right tools and instructions, potentially every blind
student can be engaged in a Mathematical task.

7 Conclusions

The study intended to explore challenges that visually impaired students encounter with
various difficulties due to the exclusion of mathematics subjects. In this research study
25, blind/visually impaired students and five key informants participated. The findings
of this study exemplify the multifaceted challenges encountered by blind/visual impaired
students due to the exclusion of math education, limits the fields of study they can pursue
from participating in different fields at university. The result confirmed that the majority
of the participants gave their perception that mathematics is a key enabler for the right
to an inclusive education and support in all academic areas as well as in expanding other
professions.

About the perception of visually impaired learners towards mathematics education, the
findings showed that students with visual impairment agreed that mathematics educa-
tion is more essential for visually impaired learners to support them in all academic areas
at the university level. If they are given the chance of learning this subject, they could
have the opportunity of pursuing an alternative field of professional career and practice
in the core area of mathematics. Hence, learning mathematics is an important input for
persons with visual impairment. As sighted students, learners with visual impairment may
desire to have knowledge or wish to know the concept of any discipline or subject. So,
to satisfy their curiosity or desire to know, learning mathematics would be the means for
satisfying such desire or wish.
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The key informants demonstrated that the launching of mathematics education for blind/vi-
sual impaired learners has the potential to facilitate the inclusion of students with visual
impairments in different fields at the college and university level. It is consultable from
this datum that their perception about mathematics learning in the academic sphere
was very significant for visually impaired learners. So the researcher recommends that
the concerned body like the ministry of education, schools, etc. should give an acute at-
tention to the subject of mathematics to make it inclusive for the blind at primary school
would be part of their focusing area.

8 Recommendations

Based on the findings from the research study, the following recommendations are for-
warded:

1. Ministry of education, schools, etc take action like adapting curriculum, arranging
necessary materials to make inclusive mathematics for visually impaired learners.

2. Advocacy and policy issues should be instituted for the benefit of visually impaired
students regarding mathematics;

3. Involving well-qualified special needs experts in the development of the curriculum
is likely to be useful in the developing process.

4. Acquainting adaptive technology products and making such products easily avail-
able at affordable prices to the users.

Funding

This research did not receive any specific grant from funding agencies in the public, com-
mercial, or not-for profit sectors.

Data Availability

Data can be made available on the behavior of the request

Declaration of interests’ statement

The author declare no competing interests.

References

Agrawal, S. (2004). Teaching mathematics to blind students through programmed learning
strategies. Abhijeet Publications.

Alkhashrami, S. (2009). Activate modern technology in transforming digital tables and im-
age formats into descriptive information for people with visual disabilities [Mas-
ter's thesis, King Saud University].

https://doi.org/10.20372/wf8y4j77 53 Lemessa R. (2024)


https://doi.org/10.20372/wf8y4j77

Ethiopian Journal of Education Studies Vol.2. No. 2, 2024 42-55

Asrat, D. (2013). Factors affecting the implementation of inclusive education in primary
schools of bahir dar town administration. Education Research Journal, 3(3), 59—
67.

Bader, R. (2006). Exclusion of learners with visual impairment in mathematics education.

Beal, C., & Shaw, E. (2008). Working memory and math problem solving by blind middle
school students: Implications for universal success.

Braun, V., & Clarke, V. (2006). Using thematic analysis in psychology. Qualitative Research
in Psychology, 3(2), 77-101.

Brawand, A. E., Johnson, N., & Kolvites, J. (2015). Alignment of mathematical skills to
instructional tools for students with visual impairments.

Buhagiar, M. B., & Tanti, M. B. (2013). Working toward the inclusion of blind students in
malta: The case of mathematics classrooms. Egitimde Kurarme Uygulama, 7(1),
59-78.

Carole, R., & Penny, I. (2018). Evaluation of the effectiveness of a tablet computer ap-
plication (app) in helping students with visual impairments solve mathematics
problems. Journal of Visual Impairment & Blindness, 112(1), 5-19.

Creswell, J. W. (2014). Qualitative inquiry & research design: Choosing among five ap-
proaches. Sage.

Dagnew, A. (2013). Factors affecting the implementation of inclusive education in primary
schools of bahir dar town administration. Education Research Journal, 3(3), 59—
67.

Emerson, R. W., & Anderson, D. (2018). What mathematical images are in a typical math-
ematics textbook? implications for students with visual impairments. Journal of
Visual Impairment & Blindness, 112(1), 20-32.

Giesen, J. M., Cavenaugh, B. S., & McDonnell, M. C. (2012). Academic supports, cognitive
disability and mathematics achievement for visually impaired youth: A multilevel
modeling approach. International Journal of Special Education, 27(1), 17-26.

Hansen, E. G, Shute, V. J,, & Landau, S. (2010). An assessment-for-learning system in
mathematics for individuals with visual impairments. Journal of Visual Impair-
ment & Blindness, 104(5), 275-286.

Martin, J., Brenda, S., & Michele, C. (2012). Academic supports, cognitive disability and
mathematics achievement for visually impaired youth: A multi-modeling approach.
International Journal of Special Education, 27(1), 17-27.

Martin, T. S., & Herrera, T. (2007). Mathematics teaching today: Improving practice, im-
proving student learning. National Council of Teachers of Mathematics.
Neuman, W. (2007). Basics of social research: Qualitative and quantitative approaches

(2nd ed.). Pearson Education Inc.

Nick, E. (2010). Research method: A practical guide for social science. University of Leeds.

Orsini-Jones, M. (2009). Measures for inclusion: Coping with the challenge of visual im-
pairment and blindness in university undergraduate level language learning. Jour-
nal Compilation, 24(1), 27-34.

Rosenblum, L. P, Cheng, L., & Beal, C. R. (2018). Teachers of students with visual impair-
ments share experiences and advice for supporting students in understanding
graphics. Journal of Visual Impairment & Blindness, 112(5), 475-487.

Rosenblum, L. P., & Herzberg, T. S. (2015). Braille and tactile graphics: Youths with visual
impairments share their experiences. Journal of Visual Impairment & Blindness,
109(3), 173-184.

Sanchez, J., & Flores, H. (2005). Training blind children to develop mathematics skills
through audio. Annual Review of CyberTherapy and Telemedicine.

Smith, D., & Brayant, B. (2012). Teaching students with special needs in inclusive class-
rooms.

Stevens, R. (2003). Math talk project.

Tebeje, M. (2014). Higher education in ethiopia: Widening access and persisting inequal-
ities. In H. Zhang, P. W. K. Chan, & C. Boyle (Eds.), Equality in education: Fairness
and inclusion. Sense Publishers.

https://doi.org/10.20372/wf8y4j77 54 Lemessa R. (2024)


https://doi.org/10.20372/wf8y4j77

Ethiopian Journal of Education Studies Vol.2. No. 2, 2024 42-55

Teshome, A. (2006). Contribution to access and quality of education for children with
visual impairment in addis ababa.

Tirussew, T. (2006). An overview of inclusive development in the last fifteen years in ethiopia.
Hakapain Oy.

Zelalem, T. (2018). School challenges of students with visual disabilities. International
Journal of Special Needs Education, 33(3), 510-523.

Zelelew, T. A. (2018). The inclusion of students with visual impairment at addis ababa uni-
versity, ethiopia: Challenges and prospects [Doctoral dissertation, Debre Berhan
University].

https://doi.org/10.20372/wf8y4j77 55 Lemessa R. (2024)


https://doi.org/10.20372/wf8y4j77

Ethiopian Journal of Education Studies Vol.2. No. 2, 2024 56-74

Ethiopian Journal of

Education Studies

O P EN

ISSN(online): 27892875 B
Web link: https://journals.hu.edu. ‘
et/hu-journals/index.php/eies/

A CCESS

Research Original Article

ARTICLE INFO

Volume I, Issue 1l (2024)
https://doi.org/10.20372/kréwe 141

CORRESPONDING EMAIL
* peacedujesus@gmail.com

ARTICLE HISTORY
Submitted: 21 Jan, 2024
Accepted: 15 Jun, 2024
Published Online: 31 Jul, 2024

CITATION

Tedla, T.A. and Feleke, D.Y. (2024).
Inclusive early childhood education in
Ethiopia by case showing: opportunities
and challenges. Ethiopian Journal of
Education Studies. Volume lI, Issue Il
(2024), 56-74.
https://doi.org/10.20372/kréwe 141

OPEN ACCESS

This work is licensed under the Creative
Commons Attribution 4.0 International
License (CC BY 4.0).

KEYWORDS:

Inclusive O-class;

early childhood care and education;
challenges;

opportunities

Inclusive early childhood education in
Ethiopia by case showing:
opportunities and challenges

Tadesse Abera Tedla '* and Dereje Yohannes Feleke 2

1,2 Department Special Needs and Inclusive Education, College of Education and University of Gondar

Abstract

The main purpose of this study was to explore an inclusive early childhood education in
Ethiopia with respect to O-class. A case study design was employed to achieve the study’s
goals. Parents, O-class teachers, school administrators, special needs experts, and early child-
hood care and education specialists took part in the study purposefully and comprehensively
selected. Interview, focus group discussion, and observation were used to collect data and
were analyzed thematically. Results: The O-class was the new practice in the education sys-
tem of the country to be taken as opportunity. Lack of teachers with the necessary training,
funding, resources and facilities, parent’s awareness and participation, parent-teacher net-
working, and up to the standard early childhood care and education programs were reported
as challenges. The practice of an in inclusive O-class mainly for children with disabilities
has to be celebrated that the children were all in all denied the right to education in these
schools in recent years back; it is being challenged by several factors though. The govern-
ment should employ O-class teachers who have received the appropriate training and allot a
sufficient budget to meet the needs of children with and without disabilities in these schools.

1 Introduction

Most African nations, even those with higher levels of economic development implement
Early Childhood Care and Education (ECCE) in an unstructured manner, which causes chil-
dren to lack social-emotional development in their skills, abilities, attitudes toward others,
and negligence in social environments (Amnon and Hyder, 2015; Bietenbeck et al., 2019).
This leads to the unconsolidated and unorganized social and emotional development of
children, which in turn impacts the social, economic, cultural, and political aspects of a
country (Mwamwenda, 2014; Richter et al., 2017).

Little attention has been paid in practice though Ethiopia’s comprehensive education
strategy acknowledges the value of pre-school education by setting the objective of the
child’s overall development in preparation for formal schooling (Ministry of Education,
1994). The Ethiopian government created a national policy framework for ECCE as a
result, claiming that “it is during the early years that children learn and acquire knowledge,
skills, and attitudes swiftly and with minimal effort” (Ministry of Education, 2010a, p. 18).
Studies (e.g. Yalew, 2011; Teferra et al., 2018; Woldehanna, 2016) have stated that various
government regulations are in place to execute ECCE at the national level, but in practice,
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it is very difficult for Regional, Zonal, or District Educational Bureaus and stakeholders to
reach all children in their environmental contexts in an acceptable and accessible way.

Ministry of Education (2015) states that kindergarten O-classes and child-to-child pro-
grams are included in ECCE, also known as pre-school education. In the child-to-child
program, older siblings or sisters instruct their younger siblings in the basics of letter
formation. A program that gets children ready for primary school who did not get to
go to kindergarten or other pre-school programs. The O-class is among the most pop-
ular local government answers for children who did not get the chance to participate in
kindergarten programs (Ministry of Education, 2015).

According to the Ministry of Education (2015), even if gross enrollment (GR) has im-
proved in years, it is still insignificant. Thus, it is with this intention the current study was
carried out to investigate the opportunities and challenges of implementing an inclusive
O-class at Durame Town Administration to get insights about early inclusive education
in Ethiopia.

Besides, all over the world, countries, governments, researchers, educators, NGOs, stake-
holders, and parents are striving to ensure inclusive education and society for all irrespec-
tive of differences in disability, religion, sex, ethnic, color, religion, culture, geographical
location, and the list is hectic (Ackerman, 2004; Amnon and Hyder, 2015; Gaffar and
Campbell, 2021; Labuschagne, 2015; Tumen et al., 2021). However, these efforts and
aspirations seem to be far from a reality to majority of the countries especially in the
global south. Specifically, Ethiopia though for so long is hardly working to ensure inclu-
sive education and is witnessing changes in this regard, but significant number children
with special needs are out of the education circle (Gebregziabher, 2014; Ministry of Edu-
cation, 2015; Ministry of Education, 2016a; tefera2018; Woldehanna, 2016; Yalew, 2011;
Yigzaw and Abdirahman, 2017). The country particularly is working hard recently on early
childhood care and education and quite lately on O-classes. However, there is gap of re-
search reports how these schools are inclusive. Thus, the reports of the current research
would be an informative one for policy makers, researchers, and stakeholders in the area
internationally and locally.

2 Research problem

Ethiopia has made great progress over the past 20 years in the field of education. Ex-
panding access to education at all levels of the educational system was a priority of the
Ethiopian government. The nation took significant steps to meet the goals established
by the 1990 and 2000 World Summits on EFA, UN Agenda for Sustainable Development,
Education 2030 Incheon Declaration, and Framework for Action (unesco2015; Teferra et
al., 2018; Woldehanna, 2016). Consequently, primary education is now widely accessible
throughout the nation. For instance, the country's Gross Enrollment Rate (GER) for Pri-
mary Education was 102.7%, and the Net Enroliment Rate (NER), was 94.3% respectively
(Ministry of Education, 2016a).

This shows that the nation has made significant progress, particularly in ensuring equity at
this level and in ensuring that all primary school students have access to education. When
it comes to growing preschool programs, the nation’s average GER was higher than the
Sub-Saharan African (SSA) average, but it still lagged behind several other African nations
like Ghana (115.1%), South Africa (76.17%), and Kenya (73.79%). It is also responsible
for GER global vengeance. While The SSA average was 21.87%, the global average was
44.04%. (World Bank Group, 2016). In this regard, the GER for Pre-school education
in the nation was only 34.0% according to the Educational Statistics Annual Abstract of
2013/2014 (Ministry of Education, 2016b).

https://doi.org/10.20372/kréwe141 57 Tedla T.A. and Feleke D.Y. (2024)


https://doi.org/10.20372/kr6we141

Ethiopian Journal of Education Studies Vol.2. No. 2, 2024 56-74

The National Policy Framework and other study findings have made it abundantly ev-
ident that pre-school education programs are crucial for children’s future harmonious
development in particular and for their social, cultural, and economic growth in general
(Lemma, 2014). Additionally, the National Policy Framework views the ECCE program as
an essential tool for improving primary school enroliment on an equal basis, productivity
growth, cost savings for both families and the country, poverty reduction, minimizing
gender disparity, increasing opportunities for parental and community mobilization and
empowerment, and protecting children’s rights (Ethiopian ECCE Policy Framework, 2010).

Practically, in terms of addressing the needs of the growing population of preschool-age
children with and without disabilities, pre-school education programs are only partially
provided. The GER of Pre-school in 2004 was 2%, the lowest among African nations.
Ministry of Education (2006) the number rose to 2.3%, and by 2010/2011, it reached
5.4% (Ministry of Education, 2016b), but it was very difficult to put out here quite recent
data. However, over the past years, there has been an increase interest in expanding pre-
school education across the nation as a result of issues with primary school quality on
the one hand and the requirement to implement children’s educational rights outlined
in the World Summits on the other.

In particular, USAID (2010) findings on the academic performance of grade 2 and grade
3 students nationwide urged the nation to reconsider the issue and act immediately to
address it. The problem with South Nations and Nationalities Peoples Regional State
(SNNPR) of the country is more significant (USAID, 2010). The primary contributing
element was identified as a lack of pre-school education. Since then, O-classes have
been introduced in primary schools and other public settings (moe2016). In addition,
a diploma-level program for preparing pre-school teachers was introduced in College
Teacher Education (CTEs). Consequently, enrollment has increased somewhat. The GER
grew in SNNPR, rising from 3.9 in 2006/2007 to 47.7% in 2015 (SNNPR Education Bureau,
2015).

The GER of SNNPR, on the other hand, was 3.0 and increased to 57.0% in 2015, according
to data from the MoE Annual Abstract (2006-2007), yet it was difficult to provide here
a recent data that we are unable to get. Despite the discrepancy between national and
regional figures, both data showed that pre-school enrollment in the region is increasing.
However, there are huge problems with the availability of access, maintaining equity, and
guaranteeing the quality of education for all students in the area (Gebregziabher, 2014;
Ministry of Education, 2015; Ministry of Education, 2016a; Teferra et al., 2018; Wolde-
hanna, 2016; Yalew, 2011; Yigzaw and Abdirahman, 2017). Despite a relative expansion,
the region’s educational opportunities still fall short for over 50% of pre-school children.

In the Durame Town Administration, there are 12 public and 8 private pre- and primary
schools respectively that accept children with and without disabilities (CWWODs). Irre-
spective of their disability, social, ethnic, or economic background, children are expected
to have equal opportunities to engage in school without any discrimination in the Kem-
bata Tembero Zone or throughout Ethiopia. Therefore, as there are scarcity of previous
studies on the issue raised, and particularly in the study area, it was found to be a justi-
fiable pulling factor to conduct a study on whether the country’s aspirations to have an
early inclusive O-class is going well as planned by taking the case of Durame Town. To
meet the objectives of this study the following

1. How are the school physical environments accessible for children with and without
disabilities attending O-class?

2. Is there skilled human power assigned for O-class?

3. How are teaching and learning materials necessary for O-class children with and
without disabilities and teachers?
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4. How are parents of children with and without disabilities participating in the imple-
mentation of an inclusive O-class?

3 Literature review

The equipment in a room and its arrangement can affect the behavior of learners and
give them cues or messages to act on. To provide learners with adequate stimulation, the
learning environment needs to be developmentally appropriate with a variety of appa-
ratuses. A safe, nurturing, and stimulating environment that provides for differences in
learners’ ages, abilities, and developmental levels is crucial for achieving maximum stim-
ulation. Both indoor and outdoor environments play an important role in stimulating
learners according to their developmental needs (Marotz, 2009 as cited in Labuschagne,
2015; Bietenbeck et al., 2019).

The strategic guidelines of the Ministry of Education (2010b) stated that learning en-
vironments in pre-schools should have a wide variety of stimulating play and learning
materials that promote not only simple but also higher thought processes, such as puz-
zles, riddles, guessing games, stories, fairy tales, and visually rich in color. The pre-school
classroom should be organized into interest areas or centers filled with a variety of ma-
terials and equipment including blocks, dramatic play supplies, science activities, books,
and art supplies. Children must have the time to experiment with measuring, counting,
pouring, and making predictions using available indoor materials. Papers, scissors, mark-
ers, puzzles, and other hands-on-materials that foster children’s thinking and problem-
solving skills should be readily available. Outdoor spaces should contribute to physical,
intellectual, creative, emotional, and social development and offer a variety of stimulation
for play and exploration. Ministry of Education (2010b) also stated in a strategic docu-
ment that outdoor play equipment must be well maintained, clean, and developmentally
appropriate, which can provide ample opportunities for the creativity and development
of different skills.

Play equipment for outdoor as suggested by Jackman (2001) include: permanent and
take-apart climbers, sturdy wooden crates and barrels, railroad ties surrounding sandbox,
tire swings with holes punched in several places for drainage, slides, inner tubes, balance
beam, tricycles, wagons, other wheeled toys, plastic hoops, chimneys, rubber balls of
various sizes, mounted steering wheel, sturdy cardboard boxes, etc., can be used in a pre-
school setting. The teacher should think creatively of new ways to bring indoor activities
outside and outdoor activities inside, while at the same time keeping in mind the skills
to be developed. Safety is the primary priority in outdoor play.

The most appropriate materials for inclusion in a classroom are open-ended materials
that can be used for multiple purposes. Manipulative materials that may be put together
in many different ways and incorporated into other activities are a good example of
open-ended, multiple-use material (Miller, 1996 as cited in Gebregziabher, 2014; Gaffar
and Campbell, 2021). Books should be available to be “read” by children individually, in
pairs, and in small groups. Books should also be available for teachers to read to children.
In addition to regular books, stories on tape, films, and movies provide alternative modes
for children who do not attend regular books.

Jamil (2019) confirmed that educators should be guided by a curriculum framework based
on the child development theory. Not doing so could lead to inappropriate practices in
children’s classrooms as well as decisions that could be harmful to children. A well-
planned and coordinated curriculum is crucial. Therefore, it helps promote quality ser-
vice across age groups of students, support professional staff in their practice, facilitate
communication between staff and parents and ensure pedagogical continuity between
pre-school and primary school (Sosina, 2013).
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According to Orkin et al. (2012), the national ECCE curriculum and national grade 1 cur-
riculum do not align. The national ECCE curriculum envisions play-based, mother tongue
ECCE instruction. By contrast, the national grade 1 curriculum is more academic and
teacher-centered. This disjunction creates a difficult transition for children moving from
pre-school to grade 1.

Ministry of Education (2010b) strategic document also stated that clearly states that pre-
school teachers should hold a 10-month pre-school teacher training course certificate
from the Teacher Education Institute or have attended a 2-month course to upgrade their
skills and knowledge, especially in the field of active learning of young children (Ministry
of Education, 2010b; Teferra et al., 2018; Woldehanna, 2016; Yalew, 2011; Yigzaw and
Abdirahman, 2017).

4 Research Methods

4.1 Research design

A case study design which was an instrumental case study was used in this study. This
research design was selected because it offers the opportunity to extend the in-depth
understanding of participants engaged in certain phenomena (Creswell et al., 2013). It
is a scientific investigation that tries to provide a pictorial account of an event, behavior,
or situation (Creswell, 2007). Thus, this design helped to see the selected four schools
in holistic manners in terms of their inclusiveness to CWDs as these schools were the
only schools having an attendance of CWDs, therefore the insights from these schools
would be instrumental to all concerned in early inclusive education in the country. Thus,
a qualitative research method was used, meaning qualitative data focus on establishing
patterns all about exploring issues; understanding phenomena (Nicholas and Walliman,
2018) helped to gaining insight in our case CwWODs in 0-class setting.

4.2 Sample and sampling technique

According to Durane Town Administration’s Education Office reports (2014), there are 12
governmental and 8 private primary schools that provide O-class, totaling 20. Therefore
the number of school principals, teachers, ECCE experts, special needs experts, and par-
ents in these 20 O-classes were 20, 30, 2, 8, 240 respectively. However, from these 20
schools only 4 schools (government schools) were having/teaching CWDs. Therefore, the
criteria for selecting these 4 schools were attendance of CWDs. All these four O-classes
accommodate 240 students without disabilities and 6 students with different types of
disabilities (four students with physical impairment, one student with hearing impair-
ment, and one student with partial visual impairment). Yet, it should be conceived that
those students labeled without disabilities may and may not have invisible disabilities
(e.g. heart attack, asthma, different disease types any way).

To select 4 principals comprehensive sampling technique was used that no criteria was
needed as the principals must have been participated to give data about their schools.
From the 2 ECCE experts, 1 was selected to participate in the study purposively, the criteria
was work experience that the unselected expert was having only one year experience. To
select 6 teachers from 30 teachers purposive sampling technique was used.

Two criteria were used namely sex (only females) and teaching experience (years of teach-
ing experience), to select 20 parents from 240 purposive sampling technique was used
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using being a mother of a child with disability and school networking experience as a
criteria. Those net-worked parents with the schools were selected.

4.3 Data collection instruments

Three types of data collection instruments were used. Interviews, Observation, and focus
group discussions (FGD) were used to collect data. They were developed by the current
researchers from the comprehensive literature reviewed for the study. Two types of the
interview, structured and semi-structured were used. The interview sections included
topics not limited to: Background information of all interviewees, issues related to in-
struction and curriculum, materials and facilities, social and physical inclusion, parental
involvement, and challenges and opportunities of inclusion in the schools. Interview ses-
sions were audiotaped (using an IC recorder) with the participants’ permission to fully
capture their opinions on the issues. Every interview session lasted between 40’ and an
hour.

The observations were made in the O-class classrooms to examine the school's phys-
ical environments and the process of the teaching-learning process, whether they are
conducive for CWWODs attending O-class, were made twice in each schools using 20-
item checklists. The observation items include not limited to: Background of the school,
curriculum/syllabus and guideline documents, physical environments (play fields, toilet,
first aids kits, marry-go-round play machine, and balls), and classroom psychological and
physical environments of the schools.

FGD, is highly suitable for knowledge because it focuses on the feelings, thoughts, per-
ceptions, sensitive matters, experiences, and knowledge of the research participants (Tu-
men et al., 2021). Four FGD, with a total of 20 participants, were included in the study.
In each group, five parents participated in discussions. During the discussion, the partic-
ipants used both Amharic and the local language kembatisa and translated them back
into English. The discussion was recorded using IC records and notes. Each discussion
lasted for 1 hour. The FGD items covered topics not limited to: Knowledge about O-
class, inclusion opportunities and challenges in the schools, stake holder involvement,
and accessibility of environments of the schools.

4.4 Methods of data analysis

The data collected through the tools listed above were organized, described, conceptual-
ized, classified, and categorized based on the research questions raised at the beginning
of the study and were analyzed through manual techniques. Thematic analysis was used
to present the findings.

4.5 Ethical considerations

Regarding ethics, Creswell (2007) suggests that any researcher should be careful not to
harm even a single participant during attempts to dig deeper data. Therefore, consent,
anonymity, and confidentiality measures were taken, and the findings were made only
for the academic purposes.
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5 Results

Table 1: Teacher characteristics

Item Category Frequency (F) Percent (100%)

Sex Female 6 100
Male 0 0
Total 6 100

Age 20 to 30 years 3 50
31 to 40 years 2 333
41 above years 1 16.7
Total 6 100

Educational background  Certificate 5 83.3
Diploma 1 16.7
Degree 0 0
Total 6 100

Work experience 0to 10 3 50
11to 20 2 333
21 and above 1 16.7
Total 6 100

As indicated in Table 1, all the 6 (100%) teachers were female. Showing the assignment of
these teachers in O-class is in line with the standard of pre-primary education is prefer-
able to be females that they will be having motherly caring and loving nature. The teach-
ers 5 (83%) sampled have certificates, with only 1 (17%) diploma and no degree holder.
This means the education level of teachers is not up to standard (that they are also grade
10 complete). The minimum standard of Ministry of Education (2010b) states that pre-
school teachers’ education level has to be at least diploma certificate.

Table 2: School principals’ characteristics

Item Category Frequency (F) Percentage (%)
Sex Female 1 25
Male 3 75
Total 4 100
Educational Background Diploma 0 0
Degree 4 100
Masters 0 0
Total 4 100
Experiences in school leadership 0 to 10 3 75
1110 20 1 25
21 and above 0 0
Total 4 100

As Table 2 indicates that educational background of school principals’ all of them 4 (100%)
are degree holders and 3 (75%) of the principals are having below 10 years work expe-
rience. It is possible to infer that the principal leadership role in O-classes may not be
sufficient.
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Table 3: ECCE experts and special need experts characteristics

Item Category Frequency (F) Percent (%)
Sex Female 4 66.6
Male 2 333
Total 6 100
Educational background Diploma 1 333
Degree 1 333
Masters 1 333
Working experience 1to5 1 333
6to 10 1 333
11 and above 1 333

As indicated in Table 3, ECCE experts and special need experts education levels seem
to be good except for their minimal work experience which was found to be below five
years. Thus, their expertise and consultative power might not be as helpful and powerful
as they work with O-class teachers and principals.

Table 4: CWDS characteristics

Item Category Frequency (F) Percent (%)
Sex Female 6 100
Male - -
Total 6 100
Disability Type  Physical impairment 4 66.66
Hearing impairment 1 16.67
Visual Impairment 1 16.67
Age 8 4 66.66
7 1 16.67
6 1 16.67

As can be seen in Table 4, CWDS attending in the O-class most 6 (100%) were males, which
may indicate to some extent, female children are not coming to the schools. Besides, the
majority 4 (66.66%) of the CWDS in the O-class were beyond the expected age of pre-
school that they are 8 years old. In Ethiopia, age 8 is the time for the child to be in grade
2 in primary school.

5.1 Entry age of CwwoDs Attending O-Class

The Durame Town Administration Education Office has pointed out that children in dif-
ferent age groups attend O-classes in government primary schools. For instance, 63% of
children attending O-class in 2022 were 6 years old, 20% were 4 years old, 15% were 5
years old and the remaining 2% were 7 years old.

Primary school principals and O-class teachers expressed children are expected to attend
classes at the age of 3 and 4 years. However, as found in this study, children at age six
were found to be new entrants, just a year before joining primary school, which is too
late to receive benefits from an O-class inclusion. The worrying point is, in the interview
with teachers teaching in O-class and the principals it was crystal clear that there were
a considerable number of children aged 7 and 8 years. Answering the question as to
why the schools were admitting students at and above six years old at the beginning
of the school year, the school directors and O-class teachers revealed that, “They were
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admitting children above six years old to O-class due to high pressure and demand from
parents.” They also associated the admission of children under and above six years old
to the O-class with their right to access education. The researcher probed whether these
students were grouped based on their age (ages:- 4-5, 5-6, 6-7, and 7-8) and learned in
different classrooms accordingly. One of the school's principals reported:

Owing to a lack of classroom space and qualified O-class teachers, all age groups of CW-
wODs in this school were learning together in one classroom. Additionally, the Durame
Town administration does not provide the necessary support to address student needs
in a variety of ways that would not allow the school to accept all sorts of children in
accordance with the inclusive education policy (School Principal 2 (SP2))

Admitting children in different age groups to O-class is not in line with the Strategic
Operational Plan and Guidelines for ECCE (2010b), which states that O-class is initiated
principally to create access to education for those children who are disadvantaged and
did not receive three years of pre-school education at six years of age.

It is impossible to meet the developmental needs of children in various age groups by
teaching them in the same classrooms with the same educational resources and teach-
ing techniques. Categorizing and teaching children of different age groups in the same
classroom may cause negative effects such as high dropout rates, poor academic perfor-
mance and development, and display undesirable behaviors in school and/or at home.
One expert on special needs said,

Schools are required to accept children of different ages and diverse requirements, with-
out taking into account their talents or capacities and are forced to compete in their
academic activities in the same way as their peers (Special Need expert 1)

Despite the fact that schools admitting different age groups in the same class practically
affect the teaching strategies and classroom hours of teachers to balance their course
syllables with the age differences of the children attending the same class.

5.2 School physical environments accessible for CWWODs attending
O-class

5.2.1 Site and playground of O-class in primary schools

The findings of the observation indicated that from the four O-classes, only one school
was relatively conducive to those CWDs. In the remaining three, the playing ground is
very small and there are stones, breakers, and accumulated sands near the main road.

It is possible to infer that due to a lack of Montessori resources, lack of furniture for
classrooms, and play spaces, lack of rooms, damage to the classroom ceiling, and lack of
a skilled workforce, the school campus is unsuitable for O-class CwWODs.

5.2.2 Indoor environment

Observations conducted in primary schools with O-class participants in this study showed
that the schools were not properly equipped with indoor materials and equipment. The
children sat on oversized chairs at some schools. Classrooms are very small in size and
fractured, chairs are not suitable for children, and the teaching materials are not well
organized.
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Children who sat on chairs of inappropriate sizes felt uncomfortable, and some of them
even stood to see teachers and blackboards. Concerning the classroom size of O-classes,
teachers probed whether the sizes of the rooms were proportional to the number of
children in the classes. Teachers from one of the O-classes pointed out the following.

The rooms in which the O-class students attended classes were constructed for the pri-
mary students’ classroom purposes. However, the classes accommodated more students
than their standards (Teacher 4 (T1)).

Teachers from the other two primary schools with O-classes disclosed that classrooms in
which the O-class students were learning were not built for classroom purposes. These
classes were built for stores, registrar offices, and other purposes.

The number of children in the O-class was higher than the number of students expected
to be accommodated in one class. One school director stated that, “"According to the
guidelines in one O-class around 40 students is appropriate or 1 teacher to 40 (1:40)
student ratio is advisable.” However, observations conducted at the schools helped to
identify that the number of O-class students pursuing their schooling in a single class
was more than 50 and the classroom space was inadequate in all schools.

5.2.3 Outdoor environment

Primary schools are not separated by a fenced playground for O-class students. The
compound is not well equipped with the necessary materials that are mandatory for O-
class students’ future social and psychological development. It was observed that there
were outdoor play materials, such as marry go rounds, climbers, balance beams, and
swings in the playground separated for O-class students but most of the outdoor playing
materials were not functioning because of a lack of maintenance.

The inadequacy of outdoor playing materials in primary schools with an O-class has a
negative effect on students’ physical, intellectual, creative, emotional, and social develop-
ment. This limits children’s opportunities to investigate and explore their environments,
learn to live with peers, and interact freely with available materials and equipment. It
would also limit children’s possibilities for playing, exercising, and developing physical
skills, to build self-confidence and competence, which are the main goals of pre-school
education programs.

Regarding the presence of separate toilets for O-class students, the primary schools
lacked separate toilets for O-class students. The O-class students shared the same toilets
with primary school students. The toilets lacking potable water, were not child-sized or
clean, and could not invite students to use them.

5.3 Skilled human power assigned for O-class, O-class teachers’ train-
ing and experience

Teachers' training, experience, and benefits play a major role in delivering quality edu-
cation for students attending schools in general and in O-classes. Five of the teachers
responded that they were 10th grade complete with no teaching or other work experi-
ence when recruited as teachers for O-class students, but they were made to take short-
term training on student-centered teaching methodology for eight months in different
teachers’ training colleges found in the region. The selection mechanism of trainers de-
pends on those who have low matric results in grade 10 scores and who are unable to
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join preparatory school (Grades 11 and 12). After getting eight-month training they were
hired by the town administration without any criteria.

Yet, the other O-class teacher said that she had a college diploma in the language stream
and had above 21 years of experience in teaching in primary schools and now she was
assigned as an O-class teacher and O-class coordinator.

The Durance Town Administration Education Office also indicated that the majority of O-
class teachers were 10th-grade students and had no experience in teaching when they
were assigned as teachers for O-class students. On the other hand, related to teaching
CWDs, the office reported that the teachers did not have experience or received training
on how to teach children in an inclusive manner.

One special need expert underlined further;

Theoretically, all schools must accommodate CWDs, but it is difficult to accommodate
children at the class level because most teachers have no idea, and they have no training
on how to teach in inclusive classes. It is too difficult. The children were all mixed. For
example, if a child with hearing impairment is in an O-class, it is difficult to support and
teach them due to a lack of sign language ability, awareness, and assistive devices. This
is the reality in most schools (Special need expert 2)

During interviews with school directors and town ECCE experts, they were asked, "Why
the Durame Town Education Office was not hiring qualified and certified teachers for
O-classes?” One of them said,

It is very difficult to get qualified teachers in ECCE in general and in O-class in particular,
as there are few ECCE graduates in the market. There are no well-trained teachers in the
O-class field. Professionally trained pre-school teachers in the region are in high demand
for private pre-schools. The Durame Town Education Office has no adequate budget for
hiring and assigning these professionals as O-class teachers (ECCE Expert).

During classroom and playfield observations, the findings indicated that the O-class
teachers’ experience of applying active learning methods and play-based approaches was
not the expected standard. As observed, the focus of O-class teachers was on teaching
children formal/academic skills in reading, writing, and arithmetic exercises.

5.4 Teaching and learning materials for O-class CWwOD and teachers
5.4.1 Availability of curricular and other necessary teaching-learning materials

Essential O-class curricular materials such as syllabi, teacher’s guides, text books, and
other related materials that serve as a cornerstone to guide children’s learning are ex-
pected to be available in primary schools with O-classes and accessible to O-class teach-
ers. However, primary school directors and O-class teachers replied, "The education of-
fice does not give us, but textbooks copied/duplicated from nearby private schools were
used to teach O-class students.”

This implies that the lack of essential educational materials available for O-class teachers
forced the O-class teachers to use their personal experience and knowledge, making
academic achievement and personal readiness of O-class students vary from class to
class in the same school and from school to school. Nevertheless, this does not mean
that teachers’ efforts are of no avail. For example, During FGD, one of the parents of
O-class students commented:
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My son joined O-class, he brought so many changes in concrete areas. | mean that most
of the time he retrieved pictorial things such as designs of homes, trees, wild animals, and
so on. Sometimes most of his homework focuses on the art and the drawing of musical
instruments (parent 6 (P6)).

During classroom observation, the researchers critically observed and analyzed the con-
tent and lesson topics of environmental science textbooks copied from nearby private
schools. It was learned that some of the examples listed under plants and animals were
not familiar to O-class students and were difficult for O-class teachers to translate into
the local language. In addition, some teachers have a gap in understanding the idea of
the text copied from private school books.

5.4.2 Availability of guideline for inclusion of children with disabilities to O-class

The Ethiopian government is committed to bringing all children to school following the
philosophy of inclusive education. However, when the directors of primary schools with
O-classes were asked about the availability and extent of implementation of guidelines
for inclusion of CWDs, among the four schools, three school directors reported the fol-
lowing:

At the theoretical level, the schools’ door is open for all learners without any segregation,
but practically, there are several challenges regarding the school environment such as
lack of materials for those who need support, lack of training, and skilled teachers on
how to teach students with different types of needs (SP2, SP3, and SP4).

Furthermore, special need experts who are special need center coordinators of O-class,
stated the following:

The challenges regarding children with special need education in O-class is multifaceted.
Ranging from lack of awareness and understanding about special needs education in the
working environment and of community to the lack of infrastructures, teaching materials,
and inaccessible classroom settings (Special Need experts 1 & 2).

During FGD with parents, one of the discussants raised that the O-class does not provide
satisfactory education for CWDs, especially for students with visual impairments. One of
the parents of the FGD stated that:

My son was with visual problem and | asked my neighboring school to admit him and
the school enrolled him, but later my son was dropout after one month because the
school has not met my child’s educational needs by providing the necessary educational
provisions (P7).

This finding agrees with the Education Statistics Annual Abstract 2007 E.C. (2014/15),
which found that out of 2.9 million children attending pre-school only 4615 children with
special educational needs were attending pre-school through the O-class and Child to
Child Program, while others were left behind.

5.4.3 Budget allocation

The allocation of budgets for certain activities implies the extent of focus given to the
activity or the program. School directors were asked whether the local government allo-
cated a sufficient budget for the O-class program. All directors of primary schools with
O-classes participated in the study, underlining that the local government did not pay
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due attention to the O-class program. As a result, no budget was allocated to the O-class
program of the primary schools participating in the study.

According to the school directors, primary schools did not provide support for slice bud-
gets to the O-classes that they had scarce budgets themselves. As a result, the schools
were unable to provide the necessary indoor and outdoor materials for students attend-
ing O-classes. School directors and ECCE experts were asked why the local government
was not willing to allocate a budget for the O-class program. The school directors and
ECCE stated the following:

We have been asking this question since the commencement of O-classes in our schools.
The response we get from the Education Office and Office of Finance and Economic
Development of the Durame Town informed us there was no a separate budget for the
program.

Therefore, it is possible to suggest that O-class programs run under the charity of primary
school budgets. Thus, they are not allowed to function in a full-fledged manner as an
independent education system.

5.5 Parents of CwWODs participating in the implementation of an
inclusive O-class

Parents’ awareness of and participation in the implementation of the O-class program are
very important for schools and children attending it. In the interview and FGD parents
explained that O-classes were open for children from low-income families who could not
send their children to private schools. Parents explained that their children were very
happy, active, and sociable since they joined the O-classes. During the FGD they shared
their ideas about the O-class, underlining that the O-classes met their income level.

Our children joined O-class in governmental schools we feel the schools are accommo-
dating enough to our low-income economy. We are not able to afford for a private
school, so economically governmental schools are very advantageous and cost-free (all
parent participants).

During the FGD, parents were also asked about the extent of their participation in the O-
class to improve their children’s learning. They revealed that although there were times
when the schools called for meetings to discuss the overall performance of the O-class
students, very few parents participated in the meetings. In-depth interviews with O-class
teachers also showed that the participation of parents in O-class activities was very low,
mainly most had no practice observing children’s exercise books when teachers gave
homework to assess the progress of their academic performance. Issues in the academic
performance of O-class students were left only to the teachers, implying that parents’
awareness of the O-class teaching-learning process was very low. However, few schools
show limited interest in inviting parents to participate in school activities to improve the
quality of education. Possible to infer therefore there is weak interaction between schools
and parents.
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6 Discussion

6.1 Opportunities

The opportunities to be discussed here below were drawn from general finding infer-
ences and review of related literature. From the findings, the following things can be
taken as opportunities: In the O-class the teachers are females; CWDs are learning to-
gether with CWODs at early age which will facilitate their social interaction presently
and will create future inclusive society; CWDs were found to engage in the outdoor play
materials but with limitation yet it will have positive effect on their physical, intellectual,
creative, emotional, and social development; though unprofessional in strict sense but
the deployment of O-class teachers for O-classes paves the way in the future the need
and urgency to produce O-class teachers in teacher training colleges and universities of
the country; though things are not that much accessible CWDs are able to participate in
the play fields which will have positive impact on their physical and cognitive develop-
ments; and CWDS the same with CWODs are able to access the same curricula and other
necessary teaching-learning materials (syllabus, teaching guides, textbooks, and other
related materials).

Most importantly, the most encouraging opportunity of the opening of O-class is to
parents of CWDs. Mostly, in developing countries including Ethiopia, CWDs come from
poor families. And in these contexts the access to education is minimal and if available it
would be minimal. Thus, given the negative attitude of the society towards people with
disabilities, having a CWD who is out of school realm would cause incalculable negative
consequences and burdens to parents. Therefore, the opening of O-class has much more
contributions to parents. For example, psychologically, parents would benefit in believing
in their children potential that they can go to school and learn like other CWODs and their
future will be bright through education. In term of wining their daily breads, parents will
use the time they used to devote to care their CWDs to works that can generate income.
Parents would also get time to balance their work and social life and so on and so forth.

6.2 Challenges

Chowdhury and Choudhury (2002) stated that the site of ECCE centers should be in the
neighborhood of the children served. The ECCE centers should also be located away from
crowded areas of the town, cemeteries, and main traffic areas to ensure children’s safety.
MoE, the Ethiopian School Development Plan (ESDP) V (2015) also emphasized that the
school environment must be accessible, safe, and healthy. However, observations of the
four sample primary schools with O-classes showed that only one school has a relatively
conducive compound for those who have disabilities, and the remaining three were not.
In their compound the playing ground is very small and there are stones, breakers, and
accumulated sands near the main road. The physical environment of these pre-schools is
not safe, accessible, or healthy. As a result, things do not support the physical well-being,
intellectual development, or social development of children.

Indoor materials and equipment (e.g classrooms, seating arrangements, and materials)
are essential for the implementation of ECCE. The effective usage of these materials and
equipment makes the teaching-learning process more tangible and easily understand-
able. Pairman and Terreni (2001) (cited in Labuschagne, 2015; Bietenbeck et al., 2019)
stated that early childhood indoor environments can be seen as an additional teacher
because they speak to the learners and tell them what to do, where to do, and how they
can work together with other learners. However, the O-classes were observed to have
several problems with their materials and equipment. Thus, it is possible to infer that Cw-
WODs attending their education in O-classes are not learning properly. In other words,
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the social, emotional, behavioral, and cognitive development of children may be delayed
and the efforts of teachers to support these processes will be sluggish and discouraged.

Archer (2007) (as cited in Labuschagne, 2015; Bietenbeck et al., 2019) stated that learners’
outdoor play is limited by inaccessible environments. Limited access to outdoor play at
home necessitates the importance of a suitable outdoor play area in schools where learn-
ers have sufficient opportunity to play and run around (Monkfield Park, 2013 as cited in
Labuschagne, 2015; Bietenbeck et al., 2019). In the study area, primary schools were not
separated by a fenced playground arranged for O-class students with the necessary ma-
terials mandatory for O-class children’s social and psychological development in future
life. Few schools had outdoor play materials, such as marry go rounds, climbers, balance
beams and swings in the playground but most of the outdoor playing materials were not
functioning because of lack of maintenance.

This finding is contrary to Ministry of Education (2010b), who stated in the strategic docu-
ment that outdoor play equipment must be well maintained, clean, and developmentally
appropriate which can provide many opportunities for creativity and the development
of different skills. The inadequacy of outdoor playing materials in primary schools with
O-class has a negative effect on children’s physical, intellectual, creative, emotional, and
social development. This limits children’s opportunities to investigate and explore their
environments, learn to live with peers, and interact freely with the materials and equip-
ment available. It would also limit children’s possibilities for playing, exercising, and
developing physical skills, to build self-confidence and competence, which are the main
goals of pre-school education programs.

Adequate qualified O-class teachers were not assigned to primary schools with the O-
classes under study. The National Strategic Operational Plan and Guidelines for ECCE
(Ministry of Education, 2010b) emphasizes the ability and skills of teachers to work with
and/or care for younger children. The O-class teachers were asked about their level of
education and work experience when they were assigned as O-class teachers and most
reported as they are 10™" grade complete with no teaching or other work experience. The
selection mechanism of these teachers depends on those who have low Matric results in
grade 10 scores and who are unable to join preparatory school (grades 11 and 12). At the
same time, teachers were not prepared to teach CWDs in an inclusive manner, nor did
they have the support of special needs professionals, for example, sign language inter-
preters, in their classes to teach children with hearing impairment. This finding is in line
with Yigzaw and Abdirahman (2017) and Girma (2014) who reported that the majority
of pre-schools in Ethiopia had no teachers with the required qualifications to teach pre-
schools; however it is against the Early Childhood Care and Education Strategic Opera-
tional Plan and guidelines for Early Childhood Care and Education (Ministry of Education,
2010b) which requires all pre-school teachers to have a minimum certificate in ECCE or
have attended a 2 months course to upgrade their skills and knowledge.

Essential O-class curricular materials, such as syllabi, teachers’ guides, textbooks, and
other related materials that serve as a cornerstone to guide children’s learning are ex-
pected to be available in primary schools with O-classes and accessible to O-class teach-
ers. However, the findings show the unavailability of these crucial and basic educational
materials. The school directors and O-class teachers replied that, “textbooks copied/du-
plicated from nearby private schools were used to teach O-class students.” This implies
that the unavailability of the O-class syllabus, teachers’ guide, and other relevant educa-
tional materials in primary schools is not supported by age and pedagogically appropri-
ate curriculum, which might hamper the expected steady learning process of children.

As for inclusive education guidelines, there was no real practice or sufficient level to prac-
tice inclusive education for CWDs in the O-classes the fact that there were no enforcing
guidelines prepared by the MoE. This finding is not in line with the main plan of inclusive
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education MoE’s (2016) strategy, which sets a goal to equip teachers and school leaders
with the knowledge and skills of children’s special educational needs.

Parents’ awareness and participation in the implementation of an O-class program are
very important for schools and children attending O-classes. However, the respondent
parents disclosed that they did not interact well with the schools. This implies that par-
ents’ awareness is very low and they do not support the inclusion process of their CW-
wODs.

The allocation of budgets for certain activities implies the extent of focus given to the
activity or program. All respondents confirmed that there was no separate budget for O-
classes. The O-classes receive the budget of the primary schools where they are annexed,
showing the lack or absence of commitment and determination of the government or
MoE of the country to the program, and CWwODs attending the program by implication.
This finding agrees with the findings of many researchers’, for instance, Belay et al. (2016),
who in their study revealed that primary schools operating under a serious budget and
logistic constraints were expected to host O-classes.

7 Conclusions

In terms of opportunities based on drawn findings and review of related literature, the
following can be taken as assets for future full-fledged O-class in the country: the com-
mencement of O-classes lately which was not the case before one decade; though the
policy is not going to affect fully in the country the MoE education encourages O-class as
a system of education; ECCE professionals are graduating in the country at BA, MA, and
PhD levels and the same is the case for special needs and inclusive disciplines; parents
are being introduced to and have started to acknowledge the benefit of O-class to their
children; and O-class doors have started to be open for CWDs than it was not the case a
decade ago even in some places; assigning of female teachers; CWWDs are learning to-
gether; CWDs engage in the outdoor play materials, CWDs are made to access the same
curricula and other necessary teaching-learning materials (syllabus, teaching guides, text-
books, and other related materials), and parents were able to send their CWDs to school
and that they are happy their children are at school and that they are able to spend their
time in work and social activities.

Whereas, the challenges include not limited to; Inadequacy of standardized classrooms;
inaccessibility of the school environment for CWWDs; inadequacy of appropriate indoor
and outdoor playing materials (lack of restrooms, lack of water and child-size appropriate
toilets, playing ground, and lack of pictures on wall which helps students rehearsing
abilities); lack of position at district level to facilitate O-class education; lack of skilled
workforce in the field of O-class teachers; lack of attention from the concerned body; lack
of on-the-job training for O-class teachers; attendance of different age groups of O-class
students in the same class; making low academic achievers to be O-class teachers; lack
of adequate budget; lack of curricular and other necessary teaching-learning materials;
absence of curriculum, syllabus, teachers’ guide, and textbooks for O-class teachers; lack
of experience and training for teachers how to teach a student with different types of
needs; lack of active community/parental participation in the teaching-learning process;
and lack of awareness about pre-school education.

Thus, it was concluded that the practice of an inclusive O-class mainly for CWDs has to be
celebrated because there is no such practice in almost all parts of the country in which the
children are all in all denied the right to education in these schools; it is being challenged
by several factors.
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8 Recommendations

The recommendation is to capitalize on the available opportunities and reduce and re-
move the challenges mentioned. The latter includes hiring well-trained teachers, pro-
viding ongoing training, and improving the selection mechanism of college candidates
based on their academic achievement, which means that high-ranking academic achiev-
ers must join O-class teacher training centers, increase the parental environment, and
raise awareness about the importance of O-class education.

All children, particularly CWDs, have unique special needs thus when designing and im-
plementing policies, laws, and services, it should of interest to them. CWwODs have the
right to access and be educated on their all-round development. Community participa-
tion in any program is crucial for the implementation of ECCE; thus, communities have
to be trained and must have received training on the importance of O-class education
in their child's future. Parents must participate in school activities, O-class teachers must
share students’ academic reports with their parents, and the Durame Town administration
must provide awareness training for parents.

Finally, the researcher recommended that the Durame Town Education Office build pre-
primary schools with O-classes to the standard levels. The education office must allocate
sufficient budget to the O-class. To reduce educational challenges, the Education Office
must work to build capacity, and organize ongoing workshops, seminars, conferences,
and pieces of training to enhance the professional competence of O-class teachers.

Acknowledgment

The researchers would like to thank the Durame Town Administration and the University
of Gondar for funding this study.

Funding

This research did not receive any specific grant from funding agencies in the public, com-
mercial, or not-for profit sectors.

Data Availability

Data can be made available on the behavior of the request

Declaration of interests’ statement

The author declare no competing interests.

References

Ackerman, D. J. (2004). States' efforts in improving the qualifications of early care and
education teachers. Educational Policy, 18(2), 311-337.

https://doi.org/10.20372/kréwe141 72 Tedla T.A. and Feleke D.Y. (2024)


https://doi.org/10.20372/kr6we141

Ethiopian Journal of Education Studies Vol.2. No. 2, 2024 56-74

Amnon, Y., & Hyder, T. (2015). Building the foundations: Early childhood development in
liberia, 199-211.

Archer, J. (2007). Outdoor play and inaccessible environments.

Belay, S., Atnafu, M., Michael, K., & Ermias, M. A. (2016). Strategic policy for national sci-
ence, technology and mathematics education (tech. rep.). Japan International Co-
operation Agency (JICA).

Bietenbeck, J., Ericsson, S., & Wamalwa, F. M. (2019). Pre-school attendance, schooling,
and cognitive skills in east africa. Economics of Education Review, 73, 1-15.

Chowdhury, A., & Choudhury, R. (2002). Ecce centers: Site selection and safety.

Creswell, J. W. (2007). Qualitative inquiry and research design: Choosing among five ap-
proaches (2nd ed.). Sage.

Creswell, J. W., Klassen, A. C,, Plano Clark, V. L., & Smith, K. C. (2013). Best practices for
mixed methods research in the health sciences. National Institutes of Health.

Ethiopian ECCE Policy Framework. (2010). Ethiopian early child care and education policy
framework (tech. rep.). MoE. Addis Ababa.

Gaffar, A, & Campbell, A. (2021). Learning through play: A review of evidence related to
play for children’s education and development in humanitarian and low-resource
contexts.

Gebregziabher, A. (2014). Practices and challenges of early childhood care and education
in addis ababa, arada sub-city government pre-schools.

Girma, M. (2014). Pre-school teachers’ qualifications in ethiopia.

Jackman, H. L. (2001). Early education curriculum: A child’s connection to the world. Delmar
Thomson Learning.

Jamil, M. (2019). Child development theory and curriculum framework.

Labuschagne, M. (2015). Promoting quality learning environments at early childhood cen-
ters through service learning.

Lemma, G. (2014). Early childhood care and education in ethiopia.

Marotz, L. R. (2009). Health, safety, and nutrition for the young child. Cengage Learning.

Miller, R. (1996). Open-ended materials in early childhood classrooms.

Ministry of Education. (1994). Education and training policy (tech. rep.). MoE. Addis Ababa.

Ministry of Education. (2006). Education statistics annual abstract (tech. rep.). MoE. Addis
Ababa.

Ministry of Education. (2010a). National policy framework for early childhood care and ed-
ucation (tech. rep.). MoE, Ministry of Health, & Ministry of Women Affairs. Addis
Ababa.

Ministry of Education. (2010b). Strategic operational plan and guidelines for early child-
hood care and education (tech. rep.). MoE. Addis Ababa.

Ministry of Education. (2015). Education sector development programme v (tech. rep.).
MoE. Addis Ababa.

Ministry of Education. (2016a). Education statistics annual abstract (tech. rep.). MoE. Addis
Ababa.

Ministry of Education. (2016b). Education statistics annual abstract 2013/2014 (tech. rep.).
MoE. Addis Ababa.

Monkfield Park. (2013). Outdoor play areas in schools.

Mwamwenda, T. S. (2014). Early childhood care and education in africa.

Nicholas, W., & Walliman, N. (2018). Research methods: The basics. Routledge.

Orkin, K., et al. (2012). National ecce curriculum and national grade 1 curriculum align-
ment.

Pairman, A., & Terreni, L. (2001). Early childhood indoor environments.

Richter, L. M., et al. (2017). Investing in the foundation of sustainable development: Path-
ways to scale up for early childhood development. The Lancet, 389(10064), 103-
118.

SNNPR Education Bureau. (2015). Education sector annual report (tech. rep.). SNNPR Ed-
ucation Bureau. Hawassa.

Sosina, T. (2013). Early childhood care and education curriculum.

Teferra, T., et al. (2018). Early childhood care and education in ethiopia.

https://doi.org/10.20372/kréwe141 73 Tedla T.A. and Feleke D.Y. (2024)


https://doi.org/10.20372/kr6we141

Ethiopian Journal of Education Studies Vol.2. No. 2, 2024 56-74

Tumen, A, Secil, M., & Ahmed, K. (2021). An overview of qualitative research and focus
group discussion. International Journal of Academic Research in Education.

USAID. (2010). Ethiopia early grade reading assessment: Data analytic report, language
and early learning (tech. rep.). USAID Ethiopia. Addis Ababa.

Woldehanna, T. (2016). Inequality, pre-school education and cognitive development in
ethiopia: Implication for public investment in pre-primary education. Interna-
tional Development of Behavioral Development, 40(6), 509-516.

World Bank Group. (2016). World development report (tech. rep.). World Bank. Washing-
ton, DC.

Yalew, Z. (2011). Practices, challenges and prospects of provision of kindergarten educa-
tion attachment with government program.

Yigzaw, H., & Abdirahman, M. (2017). Practices and challenges of public and private pre-
schools of jigjiga city administration. International Journal of Research - Granthaalayah,
5(12), 17-32.

https://doi.org/10.20372/kréwe141 74 Tedla T.A. and Feleke D.Y. (2024)


https://doi.org/10.20372/kr6we141

Ethiopian Journal of Education Studies Vol.2. No. 2, 2024 75-93

Ethiopian Journal of ISSN(online): 27892875 g

Education studies Web link: https://journals.hu.edu.

O P EN A CCESS

et/hu-journals/index.php/eies/

Research Original Article

ARTICLE INFO

Volume I, Issue 1l (2024)
https://doi.org/10.20372/57p8n497

CORRESPONDING EMAIL
* kalkidankalkidankk@gmail.com

ARTICLE HISTORY
Submitted: 12 Feb, 2024
Accepted: 29 Jun, 2024
Published Online: 31 Jul, 2024

CITATION

Menkir, K. (2024). Primary school
teachers role to implementing inclusive
education in selected primary schools of
Hawassa City Administration, Sidama
Region. Ethiopian Journal of Education
Studies. Volume |l, Issue Il (2024), 75-93.
https://doi.org/10.20372/57p8n497

OPEN ACCESS

This work is licensed under the Creative
Commons Attribution 4.0 International
License (CC BY 4.0).

KEYWORDS:
Inclusive education;
disability;
interpreter;

role of teachers

Primary school teachers role to
implementing inclusive education in
selected primary schools of Hawassa
City Administration, Sidama Region

Kalkidan Menkir *

L Educational Leadership and Management, College of Education, Hawassa University

Abstract

The purpose of this study was assessing primary school teacher’s role to implementing inclu-
sive education in selected primary schools of Hawassa city administration. To achieve this
purpose, the researcher utilized a convergent mixed research method. The questionnaire was
responded by 46 teachers and 12 experts. Likewise semi-structured interview was conducted
with 4 principals and nine students with disability. They were selected from four sampled
primary schools. Quantitative data was tabulated and analysed by using descriptive statis-
tics and inferential statistics. Whereas, the qualitative data was analysed using a thematic
analysis approach. The finding of the study shows that, teachers failed to carry out their
roles in an accurate manner to the implementation of inclusive education practices. Hence,
inclusive education in participant schools was not practiced well. This is because of Teachers
didn't understand well about their role to implement inclusive education; the absence of ade-
quately trained teachers about the implementation of inclusive education; teachers also lack
knowledge, commitment and consistency to implement inclusive education. Furthermore,
lack of appropriate instructional materials for learners with disabilities; a shortage of experts
trained in special needs education; and a lack of parents and community awareness about
their children’s education were another factors influencing the implementation of inclusive
education. Thus, this condition directly challenges the implementation of inclusive education
and exacerbates the barriers that prevent students with disabilities from attending school in
particular and from participating in other activities of community in general. Hence, the re-
searcher suggested: provision of adequate training for teachers; employing more experts in
special needs education; improving the budget allocated for implementation of inclusive ed-
ucation; and inaugurating policy to evaluate the practice of teachers in particular and schools
in general regarding the implementation of inclusive education.

1 Introduction

Since all states are required by law to provide education for all children, education is
recognised as a human right under the 1948 UN Universal Declaration of Human Rights
(UDHR). Children with impairments also have the right to take part in all facets of life. This
declaration has led to the universal acknowledgment of inclusion and inclusive education
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as fundamental rights. Therefore, it can be concluded that: the practice of inclusive
education has universal acceptance because of this declaration.

Inclusion is an ideology that calls on communities, schools, and neighbourhood to cherish
and welcome everyone. The notions that variety is important, everyone belongs, and we
can all learn from one another are at the heart of the inclusion concept. This technique
differs from mainstreaming in schooling. According to Renzaglia et al. (2003), main-
streaming suggests that people with disabilities have a separate placement and only
participate in mainstream activities when they are able to do so successfully.

Inclusion means enabling all students to participate fully in the life and work of main-
stream settings whatever their needs Csie (as cited in Asrat, 2013). Specifically, As it
is mentioned in the Salamanca framework, inclusive education means a school which
accommodates all children regardless of their physical, intellectual, emotional, social,
linguistic and other conditions. All children refers to, “children with disabilities, gifted
children, homeless children, children belonging to nomadic groups, children belonging
to linguistic minorities, ethnic or cultural, children with HIV or belonging to any other
vulnerable groups”. The focus should be on making education accessible for students
with all kind of disabilities (Tirussew, 2005).

In summary, inclusion refers to the process through which all people, regardless of their
traits, participate in all socioeconomic and political aspects of society. While, inclusive
education is specific concept, that is an education system provides every child equal
opportunity to learn regardless of their behaviour and facilitates to fulfil their requirement
to attend in mainstream schools.

Ethiopia's 1991 Constitution (articles 41 and 91) emphasised the need to provide re-
sources and support underprivileged populations, and also created the universal right to
education. It's also true that Ethiopia's 1994 Education and Training Policy placed more
emphasis on the availability of education for all youngsters. The Ministry of Education
(MOE) created the first special needs education (SNE) programme strategy in 2006 during
ESDP Ill in order to implement Education for All. To provide marginalised communities
and children with special needs with access to school. The years 2006 through 2011 saw
the implementation of this plan (Ministry of Education, 2012).

After the end up of ESDP lIl, the government established the next program which was
ESDP IV 2010 up to 2015. It incorporates special needs education and inclusive education
as a cross-cutting program, recognizing the strategy for Special Needs Education, the fi-
nal goal of it was to ensure access and quality education for marginalized children and
students with special educational needs. However, According to the review of ESDP V
(2015) due to lack of awareness; lack of knowledge, skills and commitment to implement
activities to support special need education which is true from the federal to the school
level; no clear structure for coordination and administration of special needs education
issues from federal to woreda and school levels; absence of a financing mechanism to
support special need education and inclusive education; poor school infrastructure; fa-
cilities and adapted teaching and learning materials for special needs educationist was
not effective (Damene, 2016).

Therefore, to resolve these barriers the government designed the next strategy ESDP V
in 2015. The overall objective of the strategy was to build an inclusive education sys-
tem that will provide equal, relevant and equitable education and training to all children,
youth and adults with special educational needs. Ultimately, it aims to enable them to
fully participate in the socio-economic development of the country (Tesfaye, 2020). The
preparation of this plan has been inspired by maintaining the momentum of expanding
equitable access to quality general education, establishing Technical and Vocational Ed-
ucation and Training (TVET) institutes in all worked as, strengthening tertiary education
institutions and providing lifelong learning opportunities. With this intention, Ministry of

https://doi.org/10.20372/57p8n497 76 Menkir K. (2024)


https://doi.org/10.20372/57p8n497

Ethiopian Journal of Education Studies Vol.2. No. 2, 2024 75-93

Education introduced the 10-years Master Plan for Special Needs Education / Inclusive
Education 2016-2025. This Master plan contains six strategic pillars (Ministry of Educa-
tion, 2016).

In general, since 1991 the government of Ethiopia has been trying to improve implemen-
tation of inclusive education by ratifying various laws and signing agreements.

However, Kassie (2013), Binyam (2007), Tesfaye (2020) conducted investigations with re-
gard to inclusive education and all of these researchers indicates existence of poor im-
plementation of inclusive education in Ethiopia schools.

In addition, Bateman and Cline (2016) recommended that teachers create and carry out
weekly lesson plans that encourage student participation and learning; work in tandem
with principals to identify and reduce the learning gap for students with disabilities; track
and evaluate each student’s progress; keep in touch with students; parents or guardians
meet with the special education teacher on a regular basis and provide the information
needed to develop and implement modifications and adaptations; collaborate with the
special education teacher to help develop a support plan that caters to the needs of
every student in the classroom, but in line with the investigation of the researcher, 2
primary schools in Hawassa city during internship program, These were Hayik Dar and
Ethiopia Tikdem primary school during first and second year of learning “2009 and 2010"
in Hawassa University. At that time, the researcher got a chance to take an interview
with principals and some students with disability from two schools. According to their
reflection, The practice of inclusive education hindered by absence of special support
for student with disability; limited professionals; shortage of instructional materials spe-
cially for students with visual impairment; poor infrastructural arrangement of the school;
negative attitude of some teachers for students with disability; reluctance of teachers;
miss-understanding of characteristics of students with disability due to stereotype.

Hence, this condition directly challenges the practice of inclusive education and exac-
erbates the barriers that prevented students with disabilities from attending school in
particular and from participating in other aspects of society in general if teachers lack
the knowledge and willingness to implement inclusive education.

Bearing this in mind, this research set out to investigate primary school teacher's role in
implementing inclusive education in Hawassa city administration.

2 Research Problem

In Ethiopia, currently the issue of inclusive education is gaining a greater concern in de-
velopment topics of the government and studies of various researchers. However, more
public and effective interventions are required to advance the status of persons with dis-
abilities, to improve their lives and help them to participate actively in different social
affairs.

Kassie (2013) after assessing the issue of inclusive teaching involving visually impaired
student in English language teaching (ELT) settings by focusing on selected primary
schools in Amhara region, he conclude that the practice of inclusive education in the
study area is in its infant stage. Fulfilling essential conditions such as, having a posi-
tive attitude towards inclusion by both teachers and visually impaired students, enrolling
students in regular classes without discrimination, giving economic support from the Re-
gional state and limited facilities at school level. In general the target schools were not in
a position to fulfill the requirements of inclusive education in the process of addressing
the needs of visually impaired students.
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Binyam (2007) after studying challenges and opportunities that students with visual im-
pairment exposed in Addis Ababa University, he concluded that, the teaching and learn-
ing process is not conducive for students with visual impairment because of not having
adequate Braille materials, inaccessible visual instruction and non-conducive exam place.
As a result of this they feel as being limited.

Similarly, Tesfaye (2020) conducted an assessment on the Practices, Challenges and Op-
portunities of Inclusive Education Implementation in Kambata Tambaro Zone, Ethiopia.
The finding of this study revealed that there are inadequate infra structures and ed-
ucation facilities, sanitation facilities, lack of ramps, dirty and acoustically non-treated
classrooms, equipment’s and services; moreover, negative attitudes of teachers, absence
of dedicated principals with regard to inclusive education, lack of budget, limited pro-
fessionals, lack of responsible personnel in district, zone and region education offices.
Parents started to send their children to school. However, there is lack of skilled profes-
sionals who will screen and identify according to interests of learners. There is highest
number of repeaters and dropouts in early schools because of unfriendly learning envi-
ronment for diversified learners. The study suggested that high attention is needed from
the concerned parties for the implementation of inclusive education in the zone.

From the above studies, one can understand the existence of greater hindrances to the
implementation of inclusive education. This is because of the school community as well
as other stakeholders, and most researchers who conducted investigations into the prac-
tice of inclusive education have given greater concern solely to visually impaired students.

However, this study will attempt to assess the contribution of teachers in implementing
inclusive education with regard to both visual impaired and hearing impaired students,
because these students are the most disadvantaged groups in our education system.

The researcher was also inspired to choose this topic because of her experience in inclu-
sive schools. The researcher is visually impaired, so the researcher has a better under-
standing about the challenges that students with disabilities face in the process of learn-
ing. In addition to this, the researcher experience as a student in the university observed
that few students with disabilities are enrolled in different departments of the university.
The reason behind this phenomenon is directly linked with barriers that students with
disabilities face due to the inclusive education system in primary schools. Hence, assess-
ing the role of primary school teachers to implementing inclusive education in Hawassa
city administration has both theoretical and practical significance.

2.1 Objectives of the study

The main objective of this study was to assess primary school teacher’s role in implemen-
tation of inclusive education in selected primary schools of Hawassa city administration.
Based on this general objective, the specific objectives are stated as:

1. To examine how teachers understand and perceive their roles in implementing in-
clusive education.

2. To identify the extent to which teachers are undertaking their roles in implementing
inclusive education.

3. To investigate the potential factors that affect teachers’ role in implementing inclu-
sive education.
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2.2 Research Questions

1. How do teachers understand and perceive their roles in implementing inclusive ed-
ucation?

2. To what extent do teachers undertake their roles in implementing inclusive educa-
tion?

3. What are the potential factors that affect teachers’ role in implementing inclusive
education?

2.3 Significance of the study

The study is significant in terms of the following:

It helps to identify the existing roles of teachers in implementing inclusive education in
primary schools of Hawassa city administration. It is important to identify gaps that need
to be addressed by teachers, principals, and other concerned bodies in the implemen-
tation of inclusive education. It provides information to policy makers and curriculum
developers on how to improve the implementation of inclusive education. It also serves
as a reference for future researchers.

2.4 Limitations

It is obvious that research work can not totally free from limitation. Hence, some limi-
tations were also observed in this study. One, apparent limitation was that most of the
primary school principals, some of special needs professional’s and teachers were busy
and had no enough time to respond to questionnaires and interview. Some of them who
have enough time were unwilling to fill in and return the questionnaire as per the required
time. Because of this, the analysis part of this study was delayed. Another limitation was
shortage of Resources such as, financial and human resources were the very limitation of
this study when being carried out. Due to this, the researcher couldn't participate larger
population in the area.

Although there were short coming, but the researcher attempted to make the study as
complete as possible.

3 Literature review

3.1 Concept of inclusive education

According to O'Toole (2019) an inclusive education is one where all students of all capa-
bilities have the opportunity to grow and learn without any discrimination.

Discrimination based on disability refers to any kind of discrimination, exclusion, or limi-
tation that is based on a person’s disability and that has the intent or result of undermin-
ing or eliminating the recognition, enjoyment, or exercise of all fundamental freedoms
and human rights in the political, economic, social, cultural, civil, or any other domain on
an equal footing with others. It covers discrimination in all its manifestations, including
refusals of reasonable accommodations (CRPD, 2006).
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According to Simona and Amanda as cited in Wit (2012) The Salamanca World Confer-
ence on Special Needs Education (UNESCO, 1994) can be seen internationally as one
of the most important standpoints for the development of inclusive education. Soon
after Inclusive education has emerged as a global movement that seeks to challenge
exclusionary practices. Similarly, the cni Special Needs Education (hereafter referred to
as '‘Agency’) shows how inclusive education is interpreted differently depending on the
Agency member country in which the word inclusion is being used. What is common
though is that most countries usually refer to inclusive education as a way of addressing
the needs of those pupils identified as having special educational needs, either in main-
stream or in specialist settings. Therefore it emerges that within such countries, the term
inclusion is mostly used as the new policy imperative that aims to promote the education
and the provision of resources for those pupils identified as having special educational
needs or at risk of being excluded from the process of learning.

According to UNESCO (2003), inclusive education focuses primarily on tearing down seg-
regated schools in some nations while aiming to increase the number of students receiv-
ing basic education in other nations. When the ideas of inclusion and education for all
are combined, the latter point becomes especially clear.

Thus, providing all children with access to a basic education through inclusive education is
the way to guarantee it. If we want to provide inclusive, universal education for everyone,
we cannot undervalue the role of the teacher.

3.2 The role of teachers to implementing inclusive education

According to Tyagi (2016) teachers play a key role in supporting inclusive education prac-
tices by: fostering a positive attitude between children with disabilities and their peers;
involving disabled students in nearly all classroom activities; identifying students with dis-
ability in the classroom and referring them to experts for additional testing; and making
appropriate accommodations in curriculum transactions.

Teacher should develop and implement weekly lesson plans that facilitate the participa-
tion and learning of all students; work in collaboration with principals to identify and min-
imize the gap in the learning of students with disability; monitor and evaluate progress
of all students, maintain communication with students, parents or guardians meet with
special education teacher on a regular basis and provide information necessary for mod-
ifications and adaptations to be developed and implemented; work collaboratively with
special education teacher to assist in development of a support plan that meets the needs
of all students in the classroom, (Bateman and Cline, 2016).

Florian (2008) stated that the preparation and adaptation of instructional materials to
support the learning of children with disabilities, counselling and guidance for parents, as
well as public awareness campaigns through school-based initiatives, Working together
with social workers, parents, special educators, medical and physiological panels, Building
a diagnostic and achievement tool, Remedial instruction for children who need it and
adaptation in the evaluation process for children with special needs.

3.3 National status of inclusive education
3.3.1 Approaches of the government with regard to inclusive education

Besides The Ethiopian Constitution accepts international declarations and conventions,
the government declared education as a human right issue under articles 41 and 91
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(Ministry of Education, 2012). The constitution emphasizes the need to allocate resources
and provide assistance to disadvantaged group (Ministry of Education, 2006).

In line with the international declarations, conventions and policies, the government es-
tablished various strategies, policy and educational programs.

Among these, the 1994 ETP or educational training policy is the corner stone for the
preparation of different inclusive and special need education programs and strategies.
Based on ETP, Ministry of Education (MOE) has designed special needs education (SNE)
program strategy in 2006 during ESDP llI; to make education accessible to children with
special needs and marginalized groups. This strategy was implemented for the periods
2006 to 2011. It outlined a range of actions for improving access to education and under-
lines on the need to give affirmative actions to those deemed as disadvantaged society
groups such as females, pastoral and semi-pastoral resident individuals and those with
special needs. The strategy founded itself on the ideals of the 1994 ETP and the objectives
were to implement ETP and international principles endorsed by government (Ministry
of Education, 2012).

After the end up of ESDP lll, the government designs another two program ESDP IV. And
ESDP v. with the goal of ensuring access and quality education for marginalized children
and students with special educational needs and to build an inclusive education system
that will provide equal, relevant and equitable education and training to all children,
youth and adults with special educational needs respectively (Damene, 2016).
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3.4 Conceptual framework
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Figure 1: Conceptual Framework

3.5 Factors influencing teachers attitude towards inclusive education

Some studies reveal that teachers’ attitudes may be influenced by the disquiet they ex-
perience regarding the impact such a process will have on their time and skills (Avramidis
et al., 2000).

The discussion that follows considers some of the factors raised by previous research,
which may have influenced teachers’ attitudes toward the inclusion of students with dis-
abilities into mainstream classes.

3.5.1 Training regarding teaching students with a disability

Researchers note that teachers may resist inclusive practices on account of inadequate
training (Heiman, 2001; Hines and Johnston, 1996; Minke et al., 1996). It would appear
that teachers perceive themselves as unprepared for inclusive education because they
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lack appropriate training in this area (Bender et al., 1995; Daane et al., 2000; Malone et
al., 2001).

Inadequate training relating to inclusive education may result in lowered teacher con-
fidence as they plan for inclusive education (Schumm et al, 1994; Whitworth, 1991).
Teachers who have not undertaken training regarding the inclusion of students with dis-
abilities, may exhibit negative attitudes toward such inclusion (Van Reusen et al,, 2001),
while increased training was associated with more positive attitudes toward the inclusion
of students with disabilities (Briggs et al., 2002; Powers, 2002).

Training in the field of special education appears to enhance understanding and improve
attitudes regarding inclusion (Kuester, 2000; Powers, 2002).

3.5.2 Gender

Several studies support the view that there is no correlation between a teacher’s gender
and their attitude toward inclusive education (Avramidis et al., 2000; Cornoldi et al., 1998;
Kuester, 2000; Van Reusen et al., 2001).

However, other studies that investigated teacher attitudes toward the inclusion of stu-
dents with disabilities into regular settings, found that female teachers are inclined to
have more favorable attitudes (Leyser and Tappendorf, 2001; Pearman et al., 1992) and
appeared to have higher expectations of students with disabilities than their male coun-
terparts (Hodge and Jansma, 2000).

Contrary to this, other studies found that male teachers were either significantly more
confident than females, in their ability to teach students with disabilities (Jobe et al,
1996), or they held more positive views about inclusive education (Lampropoulou and
Padeliadu, 1997). Lampropoulou and Padeliadu (1997) caution that findings linking gen-
der as a variable to investigate reactions to inclusive education, are often linked to cul-
tural factors, with some cultures ascribing the care of students with disabilities to female
teachers.

3.5.3 Age, teaching experience and teachers’ qualifications

There are several studies which have investigated whether there is any significant correla-
tion between a teacher’s age, years of experience and qualification to that teacher’s atti-
tude toward the inclusion of students with disabilities into regular classrooms (Avramidis
et al,, 2000; Cornoldi et al., 1998; Heiman, 2001).

Some studies record that older teachers appear to foster less positive attitudes than
younger teachers (Cornoldi et al., 1998; Lampropoulou and Padeliadu, 1997). Younger
teachers appear more accepting of inclusive trends than their more experienced coun-
terparts (Cornoldi et al., 1998). It would also seem that the most experienced educators
have the lowest level of acceptance of inclusion (Forlin et al., 1996; Knight, 1999). Further
to this, Whiting and Young (1995) are of the view that older, more experienced teach-
ers are uncomfortable with inclusive practices, because they face an intrusion into their
rooms by support personnel. The presence of other adults in the room may result in
tension and discomfort especially as they perceived the visitor as an observer and not as
additional support (Whiting and Young, 1995).

Heiman (2001) and Kuester (2000) concluded that a teacher’s level of educational qual-
ification did not significantly influence that teacher’s attitude toward the inclusion of
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students with disabilities into regular classes, while the study by Stoler (1992), indicated
that teachers with high levels of education had less positive attitudes toward inclusion,
than those who did not achieve master's degree status.

3.5.4 Level of confidence

Sigafoos and Elkins (1994) concluded that mainstream educators generally lack confi-
dence as they attempted to include students with disabilities into their classes. This may
be as a result of lacking proficiency about modifying the regular education curriculum to
suit students with individual learning needs. Further, Avramidis et al. (2000) and Briggs
etal. (2002), support the view that teachers who perceive themselves as competent inclu-
sive educators, often have more positive attitudes toward inclusive education. Teachers
acquire increased competence as a result of increased training in the field of inclusive
education (Avramidis et al., 2000). Inadequate knowledge with regard to instructional
techniques and curricular adaptations, which contributes to decreased confidence, may
be factors which influence a teacher's attitude toward inclusive education (Janney et al.,
1995).

3.5.5 Previous experiences in teaching students with disabilities

Possessing previous experience as an inclusive educator appears to positively predispose
teachers toward inclusive education (Avissar, 2000; Avramidis et al., 2000; Hodge and
Jansma, 2000). It would appear that previous experience in this field, allows mainstream
teachers to feel more comfortable within the inclusive classroom (Avissar, 2000). Direct
experiences of including students with disabilities into mainstream settings appeared to
be an essential factor in shaping teachers’ views toward inclusive settings (Avramidis et
al., 2000; Giangreco et al., 1993; Villa et al., 1996). However, Briggs et al. (2002) point out
that the nature of previous contact should be positive as it is this that results in positive
attitudes toward inclusive education.

4 Research Methods

4.1 Research Design

In this study the researcher used descriptive survey design Cohen (1994) describes that
descriptive survey research design helps to gather data at a particular point in time
with the intention of describing the nature of current condition or identifying standards
against which current condition can be compared or determining the relationship that
exist between specific events. It also gives freedom to researchers in order to use differ-
ent methods. Thus, descriptive survey research design is the most appropriate design for
this study, because it uses to make accurate and clear description concerning the current
status of teachers and their role to enhance inclusive education practices.

In this study, the researcher employed convergent mixed research method. Mixed re-
search method is a procedure for collecting, analyzing, and “mixing” both quantitative
and qualitative research methods in a single study to understand a research problem.
Convergent is one type of mixed research method, in this method, the researcher col-
lected both qualitative and quantitative data concurrently and analyze the two data sets
separately. Then the researcher mixes the two databases by merging the results during
interpretation and sometimes during data analysis (Terrell, 2012). Similarly, in this study
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the researcher collected both qualitative and quantitative data at the same time by using
both qualitative and quantitative research approach and analyzes the data base sepa-
rately and mixes it during interpretation. Thus, the researcher applied convergent mixed
research method to collect and analyze the data.

4.2 Sources of Data

This study utilized both primary and secondary sources of data. As primary sources,
principals, teachers, special need professionals and students were used. In addition to
primary, some secondary sources were utilized. Including books, journals-articles, mag-
azines, policies and ministry of education manuals and internet websites related with the
study.

4.3 Target population

This study was conducted at primary schools of Tabor and Addis kettema sub-city in
Hawassa town Namely, Ogova, Nigistfura, Hayk Dar and Tabor primary school. The target
population of this study was 46 teachers and 9 students with disability.

4.4 Sample size

46 Teachers and 9 students with disability were selected using purposive sampling tech-
nique and 4 principals and 12 experts were sampled by using comprehensive sampling
technique.

4.5 Sampling technique

The researcher used three sampling techniques to choose the target groups mentioned
above. Initially, Purposive sampling was used to sample two sub-cities out of eight sub-
cities. In order to get more precise and comprehensive statistics, schools that have a
high proportion of visually impaired or hearing impaired children should be considered.
On the other hand, the researcher used a simple random sampling technique (lottery
method) to select primary schools from those sub-cities in order to give each primary
school in those sub-cities an equal chance because, according to the Hawassa Education
Office report, those primary schools have a similar status with regard to implementing
inclusive education.

Over and above, to select participants of the study the researcher utilized two sampling
techniques. Since the gist of this study was assessing the role of primary school teachers
to implementing inclusive education, the researcher took students with disability (hear-
ing impaired and visual impaired students) and teachers who have an opportunity to
teach students with disability purposefully in order to purposely get the more informed
members of the school community. The second sampling technique was, comprehensive
sampling; since special need professionals were small in number and the key responsible
body to enhance inclusive education and facilitate its effectiveness, the researcher used
comprehensive sampling technique.
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4.6 Data collection instruments

In the data collection process the instrument needs to answer the research questions
and the method through which this data is collected. The researcher employed 3 sets of
instruments. Interview for principals and students with disability, questionnaire for spe-
cial need professionals and teachers and document analysis including articles, journals,
international conventions, government policies, and books related with the study.

4.7 Data collection procedure

The researcher first obtained an official letter of cooperation from Hawassa University's
School of Education in order to conduct a study in the city of Hawassa’'s governmental
primary schools. The letter was then delivered to the education office of Hawassa City
and a few principals of the local schools. Following the letter's submission and their
consent, the instruments—an interview and a questionnaire—are next given to a chosen
group of participants by visiting each school for one to three days as a researcher.

4.8 Method of data analysis

The study conceded both quantitative and qualitative data. The data gathered through
the close ended questionnaire was tabulated and analyzed by using descriptive statistics
such as percentage, frequency and inferential statistics (t test). The quantitative data
analysis was done by using the software of SPSS (Statistical Package for Social Sciences).
As well as, qualitative data, the researcher collected qualitative data and transcribed it and
noted on a paper based on the code for each interview. Following this, thematic contents
were formulated based on the research questions. Finally, the information gathered in
different ways and places come together and analyzed under each thematic content and
discussed with the findings of other related studies.

5 Results

Table 1: Teachers Response on their role to implementing inclusive education

No Items Respondents N Mean SD Average mean P value
1 Teachers participate in community awareness Teachers 46 283 132 2.82 0.90
program with the school community concern-
ing on impairment and inclusiveness

Experts 12 280 1.36
2  Teachers develop and implement weekly les- Teachers 46 210 1.27 1.96 0.13
son plan that promotes the participation of
students with disability in the classroom

Experts 12 19 1.13
3 Teachers have made an effort to create sense Teachers 46 229 132 2.24 0.75
of belongingness, enthusiasm and friendship
between students with disability and others

Experts 12 220 124
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5.1 Findings from interview

In relation to the teacher’s effort to provide awareness to the community about impair-
ment and special education, one participant depicted that: “In our school, there are differ-
ent platforms that facilitate communication between teachers and the local community,
such as PTA. In this association, teachers can inform parents as well as the local com-
munity about impairment and special education with relevant examples, and the local
community may inspire students with disabilities who didn't get learning opportunities
because of their families. However, | still didn't hear of this kind of activity. The platform
of PTA is that when discussion is held between teachers and parents in a PTA meeting, the
issue of discipline and the way to improve the results of students are core ideas. For this
reason, it undermines the issue of community awareness activities regarding the needs,
capacity, and talent of students with disabilities. Therefore, from my point of view, teach-
ers didn't participate actively in community awareness programmes on such issues.” (P2
and P4).

Likewise, another principal added that, “From my point of view, to provide awareness
for parents and the local community about impairment and special education, teachers
should develop projects and search for funds to execute this project, because we have no
budget for this purpose. However, this action needs patience, dedication, and time, but
our teachers lack consistency. As a result, they are frustrated with taking on this responsi-
bility. Hence, this situation restricts them from providing awareness-raising programmes
concerning impairment, inclusiveness, and the special needs of students with disability.”
(P1).

Concerning the facilitation of a positive classroom climate and creating friendship be-
tween students with disabilities and others, one participant pointed out: “In our school,
there are many students with different disabilities. Therefore, teachers who teach deaf
students are responsible for facilitating conditions for them to sit in front of them since
they understand by leap movement. Similarly, visual impaired students need the support
of others to be able to write a note in the classroom. Therefore, teachers are expected
to facilitate the creation of good communication between students with visual impair-
ments and other students. In general, | know that most of our teachers are not practicing
the roles | mentioned above because most teachers lack adequate knowledge about the
teaching methods of these students, and others are not committed to practicing them.”
(P3).

Another participant also said, “Although | haven't seen teachers who are engaged in tak-
ing special action to build friendship between impaired students and others, | don't think
any of the students in our school would think of students with disabilities as incapable of
working because these students’ specially visually impaired students are so successful in
their academic status. Therefore, the students in the classroom are too eager to read and
be with them. Students with visual impairments are also ready to draw closer and help
each other.” (P4). Another respondent explained that: “According to our students with
impairment reflection, until we attempt to create good communication and build friend-
ship with their peers in the classroom, students with disabilities are afraid to participate in
classroom activities and to ask for any kind of support from neither their peers nor their
teachers. Due to this, at the beginning, their communication was limited. Furthermore,
especially visually impaired students complained about a lack of helpful students to read
a note for them, which is written on the board. Though this problem occurs due to the
indifferent nature of their classroom teachers, based on their complaint, | have discussed
it with their unit leader, and we have decided to assign a reader to each student with a
visual impairment. This action helps them to create good friendship and communication
with their peers in the classroom.” (P1).

In addition to principals, interviewed students also said, except for a few teachers, "Most
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of our teachers haven't made any significant effort to build a friendly environment in
the classroom between other students and us. However, since our learning relies on
the support of other students due to a lack of instructional materials, we are attempting
to create good relationships with our classmates. Because of this, today’'s majority of
students with disabilities have good communication with others.” (S 4, S5, and S6).

Another student with a disability also marked their idea as follows: “In our classroom,
teachers try to build friendships between us and other students. However, these teach-
ers as well as our classmates can't use sign language, so we communicate with them
through body movement. This way is not enough to build friendships with other stu-
dents. Rather than facilitating simple interaction. Therefore, although our teachers try to
create friendship between us and other students, the absence of skilled students in sign
language hinders us from building strong friendships with other students.” (S1, S2, and
S3).

Corresponding to lesson adaptation and teacher’s plans, students with hearing impair-
ments stated that: “We focus on the teacher’s physical activity and writing, so teachers
should pay attention to their body movement because, although we have translators,
she can't address all classes that we have learned. In our school, there is only 1 translator
among the 3 special needs professionals. However, some teachers didn't consider us.
They teach with speed as usual; neither our translator is available nor is not available.”
(S1 and S2).

Over and above, other students with disabilities also said, “Teachers should make ad-
justments in the lesson to make it easier to teach their students equally. Particularly,
students with visual impairments focus on the teacher’s lecture, so the teacher should
explain the visual content in a way that is as comfortable as possible for them. However,
some teachers always teach as usual, whether visually impaired or hearing impaired stu-
dents are presented or not. They did not care about curriculum adaptation, but when we
ask them to explain pictorial or graphical issues; they ask for an apology and try to elab-
orate on it in detail. Hence, | think they have the willingness, but they lack consistency in
their practice and were not aware of how to teach inclusive classes.” (S4, S5, S6).

In relation to the participation of students with disabilities in classroom activities and
other co-curricular activities of the school, the interviewee's principals said that most stu-
dents with disabilities, especially visually impaired students engage actively in classroom
activities. However, all of the participants agreed with the absence of active participation
by students with disabilities in different events of the school, like participation in school
clubs.

One of the participants explained that: “In the case of our school, there is a club in
which most students with disabilities take part, which is called the Special Needs, Club.
However, these students have no interest in joining other clubs at the school.” (P1).

In the same manner, another participant also noted that: “In the school, there are differ-
ent clubs that are managed by teachers. However, | have not yet seen any teacher who
encourages and invites them to participate in the clubs. Thus, they participate only in the
special needs club.” (P2).

Another participant explained that: “In our school, I think 3 or 4 students with visual
impairments are registered in different clubs, but some of the teachers who manage the
clubs did not want to assign responsibilities for them. This kind of act may discourage
students with disabilities from participating in different school activities. Therefore, as far
as my understanding is concerned, teachers should invite and encourage students with
disabilities in any school activity to create a sense of belongingness within the students.
Because students with disabilities may think that they are ignored.” (P3).
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The other important point that the researcher raised for the interviewed principals and
students was concerning the identification of students with disabilities in the classroom
and referring them to experts. Based on the information gained from the interviewed
principals, they responded that most teachers complain about the behavior and aca-
demic performance of students with disabilities in the classroom instead of identifying
their specific problems and making referrals to special needs professionals. One of the
participants stated that: “One of the core roles of teachers, specifically, in the implemen-
tation of inclusive education is working in collaboration to identify students who have
such a disability? Then other supporting activities will be done by special needs pro-
fessionals. Of course, teachers should follow the progress of these students and try to
identify the problem that hindered them from learning, and they should make an at-
tempt to resolve it, or if it is beyond their capacity, they should report it to professionals.
However, still, | didn't see this kind of effort from our teachers.” (P3).

6 Discussion

The responses of participants of this study indicated that teachers failed to carry out
their roles in an accurate manner to the implementation of inclusive education in pri-
mary schools of Hawassa city administration. The implementation of inclusive education
greatly insured from teachers’ collaborative engagement with parents and community.
According to McAvoy (2013), teachers are required to assess students’ development in
light of their individualised programme plan, or IPP. Work together with other staff mem-
bers who are assisting the student; keep track of the student’s progress; give the parents
a copy of the IPP; obtain the consent of the parents; and Inform parents/guardians of
students’ progress on a regular basis. Once again, teachers are more accountable for
addressing parental concerns since parents of students in diverse classrooms frequently
have doubts about the behaviour of their children and the activities that take place there
on a daily basis. Thus, the instructor needs to make the parents feel at ease. They ac-
complish this by attending to their worries and providing them with updates on their
children’s development (Sakpal, 2022).

Concerning the above point the result of this investigation detected teachers provision
of awareness for parents requires a greater and continues effort, but they lack dedication
and consistency on their practice to insure provision of information about their student’s
performance and needs for their parents.

The next activity that is expected from teachers in inclusive education system is, partici-
pation in community awareness activity: However, with regard to this aspect the finding
of this study shows in primary schools of Hawassa city teachers mainly work with parents
and community in relation to disciplinary and performance improvement issue. Com-
munity awareness activity concerning inclusiveness has not practiced yet. According to
participant's reflections, no one participate in community awareness activity with regard
to inclusiveness, because this activity quest them to prepare continuous and organized
project and to have financial resource that is allocated for this purpose.

The other role that is expected from teachers in inclusive classes is curriculum modifica-
tion. Florian (2008) stated that teachers should develop, modify and implement weekly
lesson plan that facilitates the participation and learning of all students regardless of
their personal characteristics and preparations of teaching aids/adaptation of teaching
aids which will help the students with disabilities. Likewise, according to Tyagi (2016)
making suitable adaptation in the curriculum transaction is one of the most important
responsibilities of teachers to insure inclusiveness in the school.

On top of, Bateman and Cline (2016) suggested their idea as follow, teachers are expected
to plan, coordinate, schedule and evaluate curriculum and instructional outcomes within
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a secure and positive classroom environment for all students, including those with dis-
abilities. The teacher should develop and implement weekly lesson plans that facilitate
the participation and learning of all students. In line with this, the result of this investi-
gation depicted presence of willing teachers to make lesson modification but they lack
knowledge about how they adopt a lesson when they teach students with visual impair-
ment as well as hearing impairment. As a result, these students miss some points from
the lesson because of their impairment.

The other point concerning role of teachers needed to insure inclusiveness in schools
is, encouraging participation of students with disability in classroom activities and other
co-curricular activities of the school: In respect of this activity, Tyagi (2016) identifica-
tion of the children with disabilities in the classroom and referring the identified to the
experts for further examination and Involving the children with disabilities in almost all
the activities of the classroom are the major responsibilities of teachers in inclusive class-
rooms. Besides these, teachers are enabler of cooperative learning. They do this by
setting up tasks and activities to encourage students to learn in groups and participate
equally in the classroom as well as out of the classroom. Peer-supported learning ben-
efits all students. It also teaches them to work alongside those with different skills than
theirs. This approach builds confidence and pushes students to give their best. Since
inclusive schools are big, both disabled and non-disabled students must participate in
varied extracurricular activities throughout the academic year. This participation allows
better social life development of students (Sakpal, 2022). Corresponding to this activity,
the finding of this study is that primary school teachers of Hawassa city administration
are willing to encourage and to participate students with disability in classroom activity
but not in co-curricular activities. This is because of lack of readiness to think out of the
box and miss understanding of these students capacity.

The next theme in relation to inclusiveness is facilitating positive classroom climate and
creating friendship between students with disability and others: as stated by Tyagi (2016)
developing positive attitude between nondisabled and children with disability is one of
the most important responsibilities of teacher’s in inclusive schools. When children with
and without disabilities learn in the same classroom, they develop relationships they may
not have considered otherwise. The interaction among peers in inclusive classrooms
fosters unique friendships that result in open-mindedness (Sakpal, 2022). Baring this
in mind, the finding of this study revealed that teachers in the case of visual impaired
students are indifferent, but with regard to hearing impaired students, teachers of these
primary schools have made an attempt to support them and to create intimacy between
these students and their class met. However, because of absence of skill to use sign
language their attempt to build friendship among these students has been unsatisfactory.

7 Conclusions

As per the study’s findings, the primary school teachers in Hawassa town are not doing a
good enough job of fulfilling their roles. This is due to a lack of initiative and dedication
on the part of the teachers, as well as a lack of understanding of their role in implementing
inclusive education and the concept of inclusiveness in general. This makes more difficult
to implement inclusive education and increases the obstacles that keep children with
disabilities from engaging in other activities in the community. As well as from attending
school.

Therefore, since teachers of these schools do not accomplished their role because of the
above factors, the conclusion of this study leads to, primary schools teachers of Hawassa
city administration teachers failed to carry out their roles in an accurate manner to the
implementation of inclusive education. This situation entails existence of integration in
Hawassa primary schools rather than inclusion.
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8 Recommendations

Based on the problems that are gained from the study, the following recommendations
are suggested

1. The government shall prepare education policy to evaluate and level the practice of
schools regarding implementation of inclusive education specifically. This evalua-
tion inspires each school to give a greater concern for the students with disability
as well as inclusive education that is practiced in their environment.

2. The government shall allocate special budget for schools to cover the coast of learn-
ing materials for students with special need. Accessibility of instructional materials
gives an opportunity for these students to compete with other students without
disability.

3. The regional education office and central ministry of education shall facilitate ade-
quate and practical special need training for teachers at each level to improve their
knowledge and attitude concerning inclusiveness and inclusive education.

4. The regional education office and central ministry of education shall employ ad-
ditional experts in special need education to identify the needs of students with
disability and to give support for them as it is needed. This helps to insure inclu-
siveness in our education system.

5. The school’s supervisory activities are responsible for assessing the performance of
teachers in terms of how well they fulfil their responsibility to implement inclusive
education.
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Abstract

The study looked at how using international literature affected first-year students at Ambo
University's global perspectives and intercultural competency in 2023. The study questions
were addressed through the use of a quasi-experimental design. The comparison group and
comparison group students took part in the study. The comparison group participated in an
eight-week global literature intervention, and the comparison group did not participate in the
intervention but attended their regular classes. Questionnaires and interviews were used as
data-gathering instruments. The collected data were analyzed using SPSS 23 version, while
the interview was analyzed qualitatively. The students who participated in the global litera-
ture increased their global attitudes from 39.16 to 42.62, with a difference of 3.46. However,
the mean score of the comparison group increased from 38 to 39.88, with a difference of
1.88. When compared to the comparison group, the students in the treatment group showed
a higher score. In a similar way, the students in the treatment group increased their inter-
cultural competences dfter the global literature intervention compared to students who did
not participate in it (M = 2.94, SD = .13 to M = 3.86, SD = .19). This study found that the
use of global literature positively daffected students’ perceptions’ of global literature. There-
fore, it is necessary for teachers to include learning from multi-cultures so that their students
understand others’ cultures and religions and become members of the global community.

1 Introduction

In this competitive age and the 21st century, global knowledge and skills are paramount.
In order to help our students be competent with international competitors, it is impor-
tant to focus on global cultures and global literature in the classroom, especially in EFL
classrooms. Global literature is an element of international education since it comprises
the contents and contexts of global. In an increasingly globalized world, the decades-old
call for the inclusion of international knowledge in the English language curriculum has
become more urgent (Liang et al., 2013). Arguments for international education include
the ability to promote respect for different cultures and traditions (Martens et al., 2015),
helping students acquire the skills necessary for global citizenship (Choo, 2014), and sup-
porting children’s’ intellectual, emotional, ethical, and social development (Lehman et al.,
2010, p. 6).

https://doi.org/10.20372/qdwrxr08 94 Adaba H.W. (2024)


https://doi.org/10.20372/qdwrxr08
https://doi.org/10.20372/qdwrxr08
https://doi.org/10.20372/qdwrxr08

Ethiopian Journal of Education Studies Vol.2. No. 2, 2024 94-108

21st century skills require knowledge of international culture and a positive global atti-
tude (Levine, 2005). The researcher of this study observed that Ethiopian teachers do not
teach about the cultures of the world, especially global literature, which is better taught
in the English classroom. They can teach global literature in the English language. This
may disadvantage Ethiopian students when competing with international students. His
personal observation also indicated that the teachers themselves lack global culture and
literature. In addition to this, the curriculum seems to lack the contents of the global
curriculum. The global curriculum consists of international boundaries to interconnect
culture, economy, politics, and technology. By doing this, we can help our students learn
and appreciate other people’s cultures, observe the world with their minds, and under-
stand that other people in the world need it. The inclusion of global literature and culture
helps students develop global attitudes and the ability to be effective in the community
around them (Banks, 1997).

According to Cafo and Somunco (2000), effective global curricula include elements such
as respect, truthfulness, empathy, responsibilities, tolerance, honesty, cooperation, and
communication. These scholars found that the implementation of these elements had a
positive effect on students’ global outlook.

Ethiopian education also promotes global citizenship (Bethel and Mark, 2022). One way
of developing global citizens is by using global literature in the classroom (Guo, 2014).
Global literature refers to literary works that come from various cultures, countries, and
regions around the world. It encompasses writings that reflect diverse perspectives, ex-
periences, and voices beyond a single national or cultural context (Mandarani and Munir,
2021). Global literature often explores universal themes, such as love, identity, and hu-
man struggles, while also shedding light on specific cultural, historical, and social contexts
(Johnson and Smith, 2018). Global literature can also include works of fiction, non-fiction,
poetry, drama, and other literary forms. It encompasses both classic and contemporary
texts, written by authors from different cultural backgrounds and in various languages.
These texts transcend geographic boundaries and offer readers the opportunity to ex-
plore and understand different cultures, traditions, and ways of life (Mustofa and Hill,
2018).

Students’ global attitude, cultural competence, and attitudes toward global literature
are influenced by their prior exposure to diverse texts and their teachers’ pedagogical
approaches (Anderson, 2020). In addition to this, Smith and Thompson (2017) argue
that the integration of global literature into the curriculum positively impacts students’
motivation and engagement in learning in general.

Park and Lee (2019) investigated how exposure to global literature contributes to the
development of students’ critical thinking skills. Their studies showed that analyzing and
interpreting diverse texts enabled students to think critically about social, cultural, and
global issues. Therefore, it is teachers’ role to help their students connect with global
time. Nowadays, people move around the world for education, business, and vacation.
Therefore, knowledge of world culture is very important for the new generation. Ac-
cording to Engler and Hunt (2004), students who have knowledge of cultural relations
benefit in many ways, such as getting good jobs and meeting the needs of the 21st cen-
tury. International education is not only the teaching of the history of the world and the
teaching of the land topography of the world (Merryfield, 1997), but also the teaching
global literature and cultures.

2 Research problem

Teaching English through literature is a powerful and engaging approach that allows stu-
dents to develop language skills while exploring rich and diverse texts. By incorporating
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literature into English language teaching, you can inspire a love for reading, enhance
language skills, and foster critical thinking and cultural awareness among your students
(Park and Lee, 2019). However, in my experience as a student and teacher of English
at different levels, there was a lack of integration of literature in teaching English on
behalf of teachers and curriculum. This may affect students’ global attitudes, cultural
competence, and perceptions of using literature. Therefore, the purpose of this study
is to investigate the effects of global literature on freshman students’ global attitudes,
cultural competence, and perceptions of using global literature.

Studies were conducted in the area under study. For instance, Louise (2006) study found
that the teaching of literature from different cultures increased students’ understanding
of many cultures. Another study by Kuperus (1992) also showed the students had a
positive attitude and awareness of global literature. Galinsky et al. (2005) also found
that students develop intercultural competence when they understand their own and
global cultures. Hassan et al. (2020) investigated students’ perceptions of the English
literature component in Malaysian secondary schools. Hassan et al. (2020) study found
that students had a good perception of English literature. Students also believe that
English literature can help them develop cultural awareness, critical thinking, and English
grammar and vocabulary.

In local contexts, Amsalu (2019) also studied Grade 11 teachers’ and students’ percep-
tions towards the significance of reading literary texts in English language learning in
Addis Ababa. His study showed that almost all teachers and students agreed on the role
of reading literary texts in learning English. However, because of language problems, a
lack of time, and a lack of interest, they did not regularly read in them. In addition to
this, Gedeftaw and Yihenew (2018) also carried out a study on a panoramic evaluation of
literary texts in preparatory (grades 11 and 12) students’ English textbooks. This study
showed that most of the texts are beyond the abilities of students. Teachers themselves
also confirmed that they had difficulty understanding the language of some texts.

2.1 Research questions

1. Is there a statistical difference in the global attitudes of students who participated
in global literature compared to the students who did not participate in it?

2. Is there a statistical difference in the cultural competence of students who partici-
pated in the global literature compared to those who did not take part in the global
literature?

3. What are students’ perceptions toward global literature?

3 Review Literature

3.1 Nature of global literature texts

The global literature in this study was adapted from literature identified by IRA 2009. The
IRA collected global literature and international cultures. Many of the works of literature
were chosen from these lists, and others were gathered from the internet. Moreover, the
researcher picked up global literature that is appropriate for the levels. In doing that,
global literatures that reflect the interconnectedness of the world and address universal
human experiences, such as love, loss, identity, and the human condition, were selected
for this study. They were materials that were written by authors from different countries
and cultures but translated into English to enable participants in the study to engage
with them.
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The students were first taught global literature. Then, the students read passages that
represent different cultures and discussed them with each other in pairs and groups.
They were encouraged to expand their cultures and put them in global contexts. The
communicative language teaching methods were used in the classroom to enhance the
student-centered approach. Participants in the study reflected on what they read and
reacted to the texts. The role of the researcher was to scaffold the discussions.

Materials selected were also in the form of fictions and non-fictions so that the students
could understand elements of literature or stories in reading fictions and cultural com-
ponents in reading nonfictions. Fairclough (1999) argues that bringing other cultures
into one culture motivates students to practice language. According to Bond (2006), if
the teaching materials the students engage in are taken from global texts, they can be
difficult and the students cannot comprehend. Therefore, global texts should engage
students in such a such a way that they easily understand other cultures and invite self-
expression (Xu, 2015). This is called culturally responsive teaching.

This means teachers need to adopt culturally responsive teaching practices that connect
students’ cultural backgrounds and experiences with the global literature being studied.
In addition to this, this study includes contemporary global literature that reflects current
societal issues and concerns such as migration, globalization, climate change, and social
justice. This helps students engage with real-world issues and fosters critical thinking
and empathy (Gay, 2010).

Constructivism theory was used as a theoretical framework. This theory places much
of the of the responsibility of learning on students and teachers as facilitators (Marzano,
2003). Therefore, the students were allowed to explore and discover global cultures using
global literature. They interacted by reading texts full of literature and discussing them
with one another after reading the texts. The researcher explained the elements of a story,
like setting, plot, character, theme, conflict, point of view, and mood, before reading the
texts. Then, the students shared character, themes, and any other issues they understood.

The intervention in global literature was taken for eight weeks, two times a week. In each
lesson, the students who participated in the study were taught about global literature
and cultures. Two types of reading texts on global literature were used for each session
to be aware of them

Table 1: Readability level of literature

No Scores difficulty levels Grade levels

1 90-100 Very easy 5th to 7th students
2  80-90 Easy

3 70-80 Fairly easy

4 60-70 Normal 8th to 9th students
5 50-60 Fairly difficult 10th to 12th

6 30-50 difficult College

7 0-30 Very difficult

3.2 Readability level of literature

An assumption is that global literature prepared for practice should go with the students’
levels. To ensure this, two pieces of literature were checked in terms of their readability
using the Flesch Reading Ease software readability checker and an online software read-
ability checker. According to this software, the two literature readability levels went with
college students’ ability levels, with a score of 28. This readability formula uses two mea-
sures. Firstly, it measures the average number of words in a sentence. Lastly, it measures
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the number of syllables per word. The software showed that the texts were appropriate
for freshman students. Accordingly, the results were sorted according to the following:

4 Research methods

4.1 Research design

This study used mixed-methods research and a quasi-experimental design as research
design. Seventy-five students took part in the learning of global literature. Quantita-
tive data were collected on two variables: global attitude and intercultural competence.
The former was first prepared by Westerville City Schools in 2010. The latter survey was
prepared by Bennett (1993). Qualitative data was collected using interviews with five
students to answer research question No. 3 and to support quantitative data. The pur-
pose of the interview was also to check the participants’ global attitudes and cultural
competences after the intervention.

This study demonstrated participants’ understanding of global attitudes before and after
the global literature treatment. Adapted global attitude and cultural competence surveys
were distributed before and after the intervention. Global attitude survey questions: 20
items with four points Likert scales include always, sometimes, never, and | don't know.
An adapted form of cultural competence survey was first prepared by Bennett in 1993.
This survey was also on four-point Likert scales: always, sometimes, rarely, and never.
In this study, the adapted form was used. Bennett described many levels of cultural
competence.

Comparison and comparison groups participated in this study. There were 75 students in
the comparison group and 78 students in the comparison group. After pretests, students
in the comparison group participated in learning about global literature and culture, but
the students in the comparison group participated in the regular class.

4.2 Sampling techniques

The convenience sampling technique was used to identify the setting of the study. Ambo
University is where the researcher is. Among the four campuses of the university, Hachalu
Hundessa Campus was selected since the researcher taught English there in 2023. This
type of sampling saves time and money (Hatch, 2003). There were 26 sections of fresh-
man students. Among them, two sections were selected using simple random sampling
techniques. Accordingly, sections 4 and 6 were chosen for the study. Section 4 (N =
75) was selected as the treatment group, and Section 6 (N = 78) was selected as the
comparison group by drawing a lottery.

4.3 Methods of data collection

Two types of instruments were used in this study to collect the necessary data. These
were questionnaires and interviews.
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4.3.1 Questionnaires

Questionnaires were used to collect data about students’ global attitudes and intercul-
tural competence. Two types of questionnaires were collected: a global attitude survey
and a cultural competence survey. Among the 24 items in the in the global attitude sur-
vey, only 13 questions were selected and adapted for this study (see table 6). An interview
was also carried out with five students to gather data about their perceptions of using
global literature.

4.3.2 Interview

An interview was carried out to collect data about students’ perceptions about the use of
global literature. Five students participated in the interview. They were coded as S1, S2,
S3, S4, and S5. A semi-structured interview type was used. A semi-structured interview
is employed, which is used to collect qualitative data by setting up a situation that allows
a respondent the time and scope to talk about their opinions on a particular subject.
They were requested to provide their honest responses. All the interview processes were
recorded so that their responses were not lost for further analysis.

4.4 Methods of data analysis

Quantitative data were analyzed using an independent T-test and one-way independent
sample ANOVA as statistical tools in order to check if the intervention of global literature
had a positive effect on students’ global attitude and intercultural competence. Two
types of tests were used in this study. Both pretests and posttests were administered to
the comparison and comparison groups. The students came from different cultures in
Ethiopia and were assigned by the Ethiopian Ministry of Education randomly.

5 Results

The goal of this study was to investigate the effects global literature on students’ global
attitudes and intercultural competence among Ambo University freshmen in 2023. In
order to achieve the objectives of this study, two types of survey questionnaires and in-
terviews were used. This means a mixed method is used in order to collect the necessary
data. Treatment was conducted for 8 weeks. Then, posttest survey questionnaires were
distributed. After that, pretest and posttest results for each comparison and treatment
group were recorded and analyzed to check whether there was an increase in global at-
titude and intercultural competence or not. To ensure this, a T-test was used to see the
difference between the two groups in terms of global attitude and intercultural compe-
tence, and an interview was conducted to see students’ perceptions about using global
literature.

5.1 Reliability analysis of global attitude and intercultural compe-
tence survey questionnaires

A Cronbach'’s alpha level was computed to check the reliability of global attitude and in-
tercultural competence survey questionnaires. The pretest of the global attitude survey
and intercultural competence survey questionnaires were distributed before conducting
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global literature instruction. The global attitude survey questionnaire is aimed at measur-
ing the students’ global attitude, whereas the intercultural competence survey is aimed
at measuring the students’ intercultural competence. A pilot study was conducted with
different students on the main campus, which was different from where the main study
was carried out. The pilot study also aimed at testing the reliability of the global atti-
tude and intercultural competence survey questionnaires. The pilot result indicated that
both global attitude and intercultural competence survey questionnaires were highly re-
liable. Based on the pilot study, some items were revised in order to meet the subjects’
background knowledge.

Table 2: Reliability statistics for global attitude and intercultural competence survey ques-

tionnaire
R.N Survey Cronbach’s Alpha N of Items
1 Aglobal attitude survey 902 20

In order to see the internal consistency of the global attitude survey, the questionnaire
was distributed to students from different campuses. Then, Cronbach alpha was com-
puted. Accordingly, the reliability coefficient result indicated that these survey ques-
tionnaires had high reliability. The output of reliability statistics shown in Table 2 above
indicated that the observed internal consistency of the instruments for this pilot study
was greater than 0.75, i.e,, global attitude was.90 while intercultural competence was.87.
According to Lutfi and Ahmet (2020), the tests had an acceptable degree of reliabilities
if they had a value greater than 0.75.

5.2 Analyses of global attitude pre-test and post-test

Table 3: Descriptive statistics of comparison and comparison group global attitude test
and posttest survey results

Group N Mean Std. Deviation
Pretest results of global attitudes ~ Comparison Group 78  38.00 21.79
Treatment Group 75 39.16 26.79
Posttest results of global attitudes Comparison Group 78 39.88 22.13
Treatment Group 75 42.62 24.66

The aim of the pretest was to compare students global attitudes and intercultural com-
petences with the scores after the intervention of global literature. As it can be seen
from the table, both the comparison and treatment group scores had similar results in
pretests. The comparison group (N = 78) scored a mean score of 38.00 with a 21.79
standard deviation. In a similar way, treatment group (N = 75) scored a mean score of
39.16 with a standard deviation of 26.79. This implies that the students in the comparison
group and treatment group were similar before the global literature intervention. How-
ever, the comparison group scored a mean score of 38 in the global attitude pretests
and 39.88, with a difference of 1.88. The mean score of the treatment group was 42.62,
with a difference of 3.46. When compared to the comparison group, the students in the
treatment group showed a higher score. Concerning whether the alternative or null hy-
pothesis is accepted, the alternative hypothesis is accepted because the p value is.001.
This shows that the comparison group aimed a global attitude after part in the global
literature intervention. The implication is that exposure to global literature increases stu-
dents’ knowledge of the global outlook.
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5.3 Analysis of intercultural competence

Table 4: Descriptive statistics for the overall intercultural competences of the comparison
and treatment groups before the intervention

Groups Mean Std. Deviation
Comparison group  2.82 1.17
Treatment group 2.94 1.06

The above Table 4 displays the SPSS output on the overall intercultural competence’s
descriptive statistics (mean and standard deviation for the two groups). The mean and
standard deviation of intercultural competences between the treatment and comparison
groups need to be similar if the data are normally distributed. Coefficients of skewness
and kurtosis also determine the normal distribution of scores. If the coefficient of skew-
ness is too extreme, the data are not normally distributed. The skewness coefficient is
accepted if its value is between a negative and a positive one. The table above indi-
cated that there was no difference between treatment and comparison groups before
the global literature intervention. The comparison group scored (M = 2.82, SD = 1.17),
and the treatment group scored (M = 2.94, SD = 1.06). This result is important to compare
the difference after the global literature intervention.

Table 5: Levene's Test of Equality of Error Variances for pretest scores of intercultural
competence

F  dff df2 Sig.
2473 1 152 .132

The equality of variances was computed using Levene’s test. Table 5 above shows the
test of homogeneity of variance for the intercultural competence inventory pretest. The
probability value was.132, which is bigger than 0.05. This showed the variances were
equal with the confidence level (95%) F(1,152) = 2.413, p > .130, which indicated that
there were initially equal differences concerning their intercultural competence prior to
comparing the means of the groups. In addition to this, the dependent variable's error
of variance was equal across groups.
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Table 6: Descriptive statistics of the intercultural competence inventory for the treatment group after the global literature

intervention
R.N Items Mean Std. deviation

1 | often seek contact with other people in order to learn as much as possible about  4.52 551
their culture.

2 When other people don't feel comfortable in my presence, | notice it. 337 839

3 Ifind it difficult to adapt to people from diverse origins. 4.21 .988

4 When | am a newcomer in a group with people from a different country, | try to find  4.57 497
out the customs in this group by observing their behavior.

5  When a conversation with people from different countries fails, | reflect on why this  3.80 1.032
may have happened.

6  When conversation partners use gestures and expressions that are unknown to me, | 3.71 1.23
ignore them.

7  When talking to other people, | am always aware of their body language. 448 .503

8 In conversations with speakers of other languages, | avoid unclear or ambiguous  1.79 811
words.

9 | feel comfortable when encountering the different customs of people from other  4.19 .703
cultures.

10 It feels fairly normal to me to communicate with people of different cultures, for ex-  4.35 .789
ample, coping with misunderstandings, having a different sense of humor, etc.

11 When | observe people in other countries, | often guess how they are feeling. 3.42 829

12 When the behavior of people from other cultures alienates me, | avoid making contact ~ 4.52 .551
with them.

13 | feel comfortable when adapting to the rhythm of life in other cultures, for example,  3.34 .850
getting used to different mealtimes, etc.
Grand mean 3.86 .7825

As it can be seen in Table 6, the grand mean score of the intercultural competence in-
ventory for the treatment group after the global literature intervention was 3.86. The
highest mean score in the items was item numbers 1 and 12, while the least score was
item number 8, with a 1.79 mean. This indicated that the students who participated in
the global literature intervention scored better than before the intervention.

Table 7: Comparison of mean scores of intercultural competence pretest and posttest

Tests Thetwogroups N Mean Std. Deviation

Intercultural competence tests Comparison group 78  2.82 18
Treatmentgroup 75 294 A3

Intercultural competence Comparison group 78  2.99 .37
Treatmentgroup 75 3.86 19

The students who did not participate in the global literature did not increase intercultural
competence scores before (M = 2.82, SD = .18) and after the treatment (M = 2.94, SD =
.37) However, the students who participated in an eight-week global literature interven-
tion increased their intercultural competence scores after the treatment (M = 2.94, SD =
.13to M = 3.86, SD = .19).

5.4 Analysis of interviews on students’ perceptions of global litera-
ture

One of the objectives of this study was to investigate students’ perceptions about using
global literature. Interviews were one of the data gathering tools used to collect data
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about them. The aim was to collect data about students’ perceptions of using global
literature after the interview. Students’ perception of global literature refers to the way
students understand, interpret, and engage with literary works from different cultures,
regions, and languages around the world. The assumption here was that the global liter-
ature intervention encompasses their attitudes, beliefs, and subjective experiences when
encountering and reflecting upon global literary texts. Perception in this context involves
the cognitive and emotional processes through which students make sense of and form
impressions about global literature. It includes their understanding of the themes, char-
acters, cultural contexts, and social issues presented in the literature. Students’ percep-
tion of global literature is shaped by their prior knowledge, personal experiences, cultural
background, and educational influences.

The result obtained by the interview indicated that the students participation in global lit-
erature increased their cultural awareness. For instance, S2 said, ‘The characters and nar-
ratives from different cultures helped me to understand different cultures of the world.’
This is why Mandarani and Munir (2021) argue that exposure to global literature can
enhance students’ cultural awareness by introducing them to diverse perspectives, tra-
ditions, and experiences from different countries. In a similar way, the students who
participated in global literature increased their awareness of global issues. For instance,
the students developed a deeper understanding of others’ experiences, emotions, and
challenges (summary from S1).

The results obtained through the intercultural competence survey indicated that the stu-
dents improved their intercultural competence. In a similar way, the result of the inter-
view also supports the idea that the students who participated in the global literature
improved their intercultural competence. Studies have shown that exposure to global
literature can contribute to the development of intercultural competence by promoting
open-mindedness, tolerance, and the ability to navigate cultural differences (Jing, 2023).

The students who participated in global literature expanded their worldviews. For ex-
ample, S4 said, ‘| understood different societies, values, and beliefs." This means that
such exposure to diverse perspectives can help students develop a more nuanced and
inclusive worldview.

All of the interviewed students showed interest and excitement about the opportunity to
discover literature from different parts of the world and embrace the diversity of human
experiences in global literature. Sobkowiak (2019) argues that students who value diver-
sity and cultural exchange often appreciate global literature as a means of broadening
their understanding of different societies, languages, and customs. In addition to this,
they reported that global literature allowed them to explore different cultures, traditions,
and perspectives from around the world. They also appreciated the opportunity to learn
about different societies, traditions, and historical contexts through literature. They also
explained how they understood global literature and their attitude toward teaching it in
the classroom. Furthermore, global literature enhanced their critical thinking skills and
fostered a greater appreciation for the diversity of literary expression. Some of them
reported that they also developed the English language. Additionally, interview results
showed that the students who participated in the global literature developed their En-
glish language. Most of the participants reported that they developed their vocabulary
and reading comprehension skills as a result of the intervention. For instance, S5 said,
‘Exploring global literature inspired me to learn new vocabularies." The interview result
indicated that the students who participated in the global literature classroom got com-
fortable with how the cultures were integrated in the form of literature.
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6 Discussion

This study found that the use of global literature positively affected students’ global atti-
tudes, intercultural competences, and perceptions’ of global literature. This implies that
the selection of global literature from different regions and cultures affects students’
global attitudes, intercultural competence, and good perceptions about the use of global
literature. One reason for this finding was that the students shared the cultures they read
with each other and related them to the texts they read before. The materials were also
prepared in such a way that they create safe and inclusive classroom environments that
value and respect diverse perspectives. In addition to this, students engaged in collab-
orative discussions and encouraged meaningful discussions and dialogue about global
literature in the classroom. This also provided opportunities for students to share their
interpretations, ask questions, and challenge assumptions. Active listening, respect for
different viewpoints, and the exploration of multiple perspectives were also encouraged
by the researcher. Furthermore, the students were also helped to make connections be-
tween global literature and their own lives and relate the themes and issues in the texts
to their local contexts, personal experiences, and current events. This helped them to see
the relevance and applicability of global literature in their own lives, then to develop a
global attitude, intercultural competences, and a positive perception about using global
literature.

This finding is similar to previous studies. For example, Hernandez and Thompson (2018)
investigated the relationship between exposure to global literature and the development
of students’ intercultural competence. Similar to the current study, they found that ex-
posure to reading diverse texts enhance students’ understanding of cultural differences,
communication skills, and ability to navigate global contexts.

This study is also similar to previous studies. For instance, Johnson and Smith (2018)
studied the impact of global literature on students’ cultural awareness and empathy.
Their study indicated that students exhibited increased cultural awareness and empathy
through exposure to global literature. Another study by Lee and Chen (2019) showed
that students perceive global literature as a means to broaden their understanding of
diverse cultures. Like the current study, Li and Johnson (2021) also examined students’
perceptions of global literature in a cross-cultural classroom. This study identified that
classroom interactions shape students’ attitudes towards global literature and their un-
derstanding of diverse perspectives.

Previous studies also found that exposure to global literature led students to have a
positive perception of global literature. For instance, Martinez and Adams (2017) study
showed that exposure to global literature influenced students’ perceptions of cultural di-
versity. In a similar way, Chen and Wilson (2020) studied students’ perceptions of global
literature in secondary education and found that exposure to global literature positively
affected students’ interests in reading global literature. The current study also revealed
that students’ attitudes, interests, and enjoyment of diverse texts in using global litera-
tures. The findings of this study also indicated that students who participated in global
literature had a positive perception of using global literature. This happened because
the students practiced in the classroom and then practiced at home.

According to O'Dowd (2007), the students’ positive perception of global literature is not
only influenced by the literature itself but also by the socio-cultural and educational con-
texts in which they engage with it. The students also discussed what they read in the class-
room and at home. In a similar way, the Hassan et al. (2020) study found that students
had a good perception of English literature. Students also believe that English literature
can help them develop cultural awareness, critical thinking, and English grammar and
vocabulary. The students in the comparison group carried out cross-curricular integra-
tion, which means they collaborated with texts from other disciplines to integrate global
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literature across the curriculum. They were encouraged to connect global literature with
subjects like history, geography, social studies, and language learning. This interdisci-
plinary approach provides a holistic understanding of global issues and promotes critical
thinking skills.

Gedeftaw and Yihenew (2018) also carried out their study on a panoramic evaluation of
literary texts in preparatory (grades 11 and 12) students’ English textbooks. This study
showed that most of the texts are beyond the abilities of students and teachers. The
teachers themselves confirmed that they had difficulty understanding the language and
contents of the text. The text did not include the students’ cultural history because almost
all of the texts are written by foreigners in foreign contexts. However, in this study, stu-
dents’ backgrounds and language levels were considered in preparing global literature
for the purpose of the intervention.

7 Conclusions

The 21st century needs globally competitive workers who understand global issues and
can connect with people in other countries. International education is required to meet
this need. Having this in mind, the aim of this study was to investigate the effects of us-
ing global literature on students’ global attitudes and intercultural competence among
Ambo University freshmen students in 2023. The comparison group participated in eight
weeks of global literature practice. Those freshman students came from different social
backgrounds in Ethiopia. The comparison group consisted of 75 students, and the com-
parison group consisted of 78 students. A mixed-methods approach was used to answer
research questions. Quantitative data was used to answer research questions one and
two, while qualitative data was used to answer research question three. Before conduct-
ing interventions on global literature, pretests of global attitude and cultural competence
were distributed to both comparison and comparison groups.

The students participated in the global literature and were interested in the intervention.
In their classroom learning about global issues, they sometimes learn geography and
history subjects. However, global education requires more content than world history
and world geography. It should include an in-depth study and understanding of global
issues that affect people, as well as an understanding of good behavior and performance
that will help people thrive in the world. It must respond to the opinions of the world
population. That was why this study included global literature to see whether the inter-
vention would affect freshman students’ global attitudes and intercultural competence.
According to Engler and Hunt (2004), higher institutions need to promote international
programs so that university or college graduates have an impact on the world and the
economy of the world. The researcher of this study believes that the inclusion of global
literature in the classroom can be one way of introducing global issues in higher educa-
tion.

8 Recommendations

This study found that the use of global literature positively affected students’ global at-
titudes, intercultural competence, and perceptions’ of global literature. Based on the
findings of this study, the following recommendations are forwarded:

Since understanding global literature increases students’ global attitude and cultural
competence, it is necessary for teachers to include learning from multi-cultures so that
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their students understand others’ cultures and religions and become members of the
global community.

Additionally, the impact of global literature on students’ global attitudes and intercul-
tural competence should be considered as part of a broader educational approach that
includes other intercultural learning activities and experiences.

Finally, the students should read global literature on their own since the use of global lit-
erature improves their global attitude, intercultural competence, and perception toward
using global literature.
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