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Abstract

The purpose of this research was to investigate the language learning strategies
employed by English major students at Dilla University. The participants of the study
were thirty second-year students enrolled in the program. A descriptive research
design was adopted. Data were collected using Oxford’s Strategy Inventory for
Language Learning (SILL) alongside interviews. While the questionnaire data were
analyzed through the Statistical Package for the Social Sciences (SPSS) version 20,
interview responses were examined qualitatively. Descriptive statistics, including
mean and standard deviation, together with inferential methods such as one-way
ANOVA and post hoc tests, were used to determine whether significant differences
existed in learners’ strategy use. The findings revealed that students with higher
achievement levels employed a broader range of language learning strategies and
used them more frequently than both average- and low-achieving learners. Moreover,
the results confirmed that a statistically significant mean difference existed among
the three groups in their application of learning strategies.

1 Introduction

Effective learning strategies are widely recognized
as essential tools in the acquisition of a second
or foreign language (L2) (Griffiths, 2013; Oxford,
2017). In the modern world, shaped by rapid tech-
nological advancement and globalization, English
has emerged as a vital medium of communication.
It is extensively used for accessing information,
exchanging ideas, and establishing networks, and
it is taught as a second or foreign language at all
levels of education in many countries worldwide.

Previous research has shown that learning strategies
play a key role in assisting learners to acquire En-
glish both within and beyond the classroom setting
(Khamkhien, 2011; Oxford, 2011). Several studies
have sought to identify the strategies most and least
frequently employed by L2 learners (Foster et al.,

2017; Phonhan, 2016; Rardprakhon, 2016). Gen-
erally, learners adopt a range of strategies, and the
use of language learning strategies (LLS) has been
reported as common among students (Habok &
Magyar, 2018). Moreover, high-achieving learners
are often more engaged in LLS, apply a greater vari-
ety of methods, and make more appropriate choices
than their lower-achieving peers (Al-Qahtani, 2013;
Habok & Magyar, 2018; Rao, 2016). However,
other research found no significant relationship be-
tween proficiency level and strategy use (Phonhan,
2016; Rardprakhon, 2017).

Investigations have also been conducted to identify
the most frequently used types of learning strategies.
Some studies reported that EFL learners tended
to rely more on cognitive strategies compared to
memory-based ones (Al-Qahtani, 2013; Charoento,
2017; Bonyadi et al., 2012; Khamkhien, 2011;
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Kunasaraphan, 2015; Srisupha, 2012; Tieocharoen
& Rimkeeratikul, 2019). Others indicated that
learners often employed social strategies more fre-
quently than other categories (Suwanarak, 2015;
Tieocharoen & Rimkeeratikul, 2019), whereas
some studies suggested that social strategies were
among the least used by EFL students (Foster et
al., 2017; Ghavamnia et al., 2011; Phonhan, 2016).
These differences suggest that strategy use varies
considerably among individuals. In fact, earlier
findings have associated LLS with multiple learner-
related variables, including age, gender, and moti-
vation.

In the Ethiopian context, the number of university
students enrolled in English programs has been
increasing compared to earlier years, largely due to
the language’s recognition both nationally and inter-
nationally in the labor market. Nevertheless, equity
in English achievement and proficiency among
these learners remains uncertain, raising concerns
among educators and researchers. At Dilla Uni-
versity, for example, disparities are evident. In the
2020 academic year, 42 students were admitted into
the first-degree program, but by 2021 this num-
ber had decreased to 30, as 12 students withdrew
due to low performance. Furthermore, among the
30 remaining students, 24 had a GPA below 3.00.
Such unsatisfactory outcomes in English language
performance can be linked to several factors, includ-
ing teaching methodology, teacher preparation, the
quality of curricular materials, evaluation practices,
limited professional development opportunities for
teachers, and the attitudes of both teachers and
learners (Cross, 1995).

In light of the foregoing factors, the purpose of
this study was to describe the strategies employed
by high-, average-, and low-achieving students
at Dilla University in order to comprehend these
students’ special efforts in developing the target
language.The study tries to answer the following
research questions:

1. What language learning strategies do high-
, average-, and low-achieving learners fre-
quently use?

2. Is there a statistically significant mean differ-
ence among high, average, and low achievers
in the language learning strategies they use?

2 Review of Related Literature

Language Learning Strategies

Over the past decades, a substantial number of
studies have explored language learning strategies
(LLS) (Griffiths, 2013; Griffiths & Cansiz, 2015;
Habok & Magyar, 2018; Khamkhien, 2011; Mac-
aro, 2006; Oxford, 2011; Wu, 2008). Findings
from this body of research consistently show that
LLS enhances students’ language learning capacity
and their proficiency in English. The choice of
strategies, however, is influenced by multiple fac-
tors, such as learners’ proficiency level, length of
study, learning objectives, gender, personality traits,
preferred learning styles, academic discipline, apti-
tude, instructional approaches, task requirements,
nationality, learning environment, affective factors,
and age.

The frequency and variety of strategies used have
been linked to language proficiency. More pro-
ficient learners tend to employ a wider range of
strategies compared to less proficient learners (Al-
Qahtani, 2013; Gerami & Baighlou, 2011; Giang
& Tuan, 2018; Habok & Magyar, 2018). They
also use strategies more frequently (Foster et al.,
2017; Gerami & Baighlou, 2011) and in more ef-
fective ways (Chen, 2009). However, some studies
reported no direct connection between the use of
LLS and proficiency level (Phonhan, 2016; Rard-
prakhon, 2016). While earlier studies suggested a
positive association between language competence
and strategy use, other findings pointed to an oppo-
site trend (Chen, 2009; Gerami & Baighlou, 2011;
Giang & Tuan, 2018; Habok & Magyar, 2018).

Recent research, however, strongly emphasizes the
contribution of LLS to language proficiency (Al-
Qahtani, 2013; Charoento, 2017; Rao, 2016; Wu,
2008). These studies generally conclude that pro-
ficient learners are more engaged in LLS, apply a
broader range of strategies, and make more suitable
choices than less proficient learners (Al-Qahtani,
2013; Habo, 2017). The selection and application
of strategies are also influenced by the broader
educational context, teaching materials, and cul-
tural norms (Chamot, 2004; Oxford, 1989). For
instance, in systems where competition is encour-
aged, learners may prefer individual strategies over
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collaborative ones. Grainger (2012) also highlights
that strategy choice is closely tied to cultural and
situational contexts.

Educational systems and contexts therefore play a
crucial role in shaping strategy use (Chamot, 2004;
Grainger, 2012; Khamkhien, 2011). A study by
Zhong (2015) followed two Chinese immigrant
students and found that their strategies evolved as
they encountered new instructional approaches in
New Zealand. This research illustrates how learn-
ers’ beliefs and strategies are interconnected and
how exposure to new environments can bring about
significant changes in their learning approaches.
Similarly, other studies confirm that strategy prefer-
ences are socially mediated and context-dependent
(Habok & Magyar, 2018; Hashim et al., 2018;
Tieocharoen & Rimkeeratikul, 2019). These find-
ings highlight the strong influence of learning en-
vironments and contexts on both the types and
frequency of strategies employed.

Another influential factor is motivation. Students
with higher motivation levels tend to use a greater
variety of strategies more frequently than less mo-
tivated peers (Al-Qahtani, 2013). Motivation not
only affects the frequency of use but also helps
learners select strategies more effectively and align
them with broader learning goals (Oxford, 1990).
In other words, motivation plays a dual role by in-
fluencing both the quantity and quality of strategy
use. Previous research has shown that motivation
and LLS together enable learners to design strate-
gic learning plans (Griffiths, 2013; Kunasaraphan,
2015; Macaro, 2006; Taguchi, 2002). Motivation,
whether intrinsic or extrinsic, also drives persis-
tence and task completion (Griffiths, 2013).

For researchers and educators, understanding how
students employ strategies is essential, as it pro-
vides deeper insights into the process of language
acquisition and the practical use of LLS in develop-
ing proficiency, particularly within EFL learning
contexts.

Oxford’s Taxonomy

Oxford (1990), cited in Paredes (2010), proposed
one of the most influential and comprehensive clas-
sifications of language learning strategies, which

continues to be widely adopted in research and
practice. Her taxonomy organizes strategies into
two broad categories: direct strategies and indirect
strategies. Direct strategies are those that directly
involve the use of the target language. These in-
clude memory strategies (such as grouping, im-
agery, and rhyming), cognitive strategies (such as
practicing, analyzing, or summarizing), and com-
pensation strategies (such as guessing meanings or
using synonyms when vocabulary is limited).

Indirect strategies, on the other hand, support lan-
guage learning without directly involving language
use. These are classified into metacognitive strate-
gies (planning, monitoring, and evaluating learn-
ing), affective strategies (managing motivation,
emotions, and attitudes), and social strategies (seek-
ing interaction and practicing with others). This
classification has become a cornerstone in the field
because it is both comprehensive and practical, al-
lowing teachers and researchers to understand how
learners approach language learning from multiple
perspectives (Oxford, 1990). Many subsequent
studies have applied this taxonomy to examine
learners’ strategy use across various contexts and to
explore relationships between strategy use, learner
characteristics, and language achievement.

Direct Strategies

Direct learning strategies come in three different
varieties: memory techniques, cognitive strategies,
and compensatory strategies. Memory strategies
help students connect ideas or things in their sec-
ond language, but they may not always call for
in-depth knowledge (Oxford, 2003, p.13). Students
can learn and recall information in a logical order
using a variety of memory-related techniques (e.g.,
acronyms), while other techniques help students, a
learn and recall information by using sounds (e.g.,
rhyming), images (e.g., a mental image of the word
itself or its meaning), a combination of sounds
and images (e.g., the keyword method), body move-
ment (e.g., total physical response), and mechanical
means (e.g flashcard) (Oxford, 2003). The learner
is able to immediately apply the linguistic material
through taking notes, making arguments, and using
other cognitive strategies.
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Indirect Strategies

As was already said, Oxford’s (1990) indirect learn-
ing strategies can be categorized under the social,
emotional, and metacognitive categories. The man-
agement and facilitation of language acquisition
typically do not directly involve the target language.
Social strategies enhance interaction and increase
empathy since they entail exchanges between and
among people (Canale, 1983), as is described in
Parades (2010). An example of a social strategy
is asking the speaker to repeat themselves, para-
phrase, talk more slowly, and so on. The emotional
demands of the learner, such as the self-assurance
and tenacity required for learners to actively en-
gage in language learning, are the focus of affective
approaches. For instance, laughing at one’s own
mistakes can help reduce fear (Vlckova et al., 2013).

Metacognitive strategies include all three of these
aspects of the language learning process: plan-
ning, observing, and evaluating (Fewell, 2010).
The opportunity to practice in-conversation skills
in real-world situations is actively sought for or
created by learners (for example, by joining a dis-
cussion group) (Paredes, 2010). Despite disagree-
ments over the definition of LLS, these methods
aid language learners in taking control of their ed-
ucation, enhancing their competency, and—most
importantly—becoming autonomous (Vandergrift,
2002; Paredes, 2010).

According to Ellis (994), Oxford’s SILL is regarded
as the most thorough classification of LLS and has
been extensively utilized for gathering data on nu-
merous language learners throughout the world
(Green & Oxford, 1995; Wharton, 2000; Hsiao &
Oxford, 2002; Lan & Oxford, 2003). This instru-
ment has been translated into other languages and
is standardized. It was widely used by researchers
to gather data on a sizable population of primarily
foreign language learners, and it was also utilized
in studies that correlated the usage of strategies
with factors like gender, competence level, learning
styles, culture, and length of language study (Green
& Oxford, 1995; Wharton, 2000). Given that this
research examines the impact of strategy on gender,
academic year, and length of English study.

3 Methods

3.1 Research Design

The current study employed a descriptive case study
research design. This is due to the fact that many
problems in education are best examined by using
this method. Moreover, it plays a significant role
in the description, explanation, and interpretation
of present situations, events, and trends, which are
vital topics of interest.

Since it is a descriptive research design, a mixed
approach was implemented. This is due to the fact
that the combined use of quantitative and qualitative
research methods provides an expanded understand-
ing of research problems (Creswell, 2009). What’s
more, mixed methods are inclusive, pluralistic, com-
plementary, and more convenient than quantitative
or qualitative methods alone (Johnson & Onwueg-
buzie, 2004). Accordingly, the current researcher
preferred to employ such a sort of method, for he
felt that the mixed approach provided a better grasp
of the research problem.

3.2 Target Population and Sampling

This study, conducted at Dilla University, sought to
investigate the strategies employed by high, average,
and low achievers. Just like the setting, the sub-
jects were purposefully selected by the researcher
because the present investigator assumed that the
students had better awareness of language learning
strategies than freshmen at the university. The
total population that took part in this study was
thirty EFL students, based on a comprehensive
sampling technique. All participants in this study
were first-degree learners. High, average, and low
achievers were identified among these participants
based on their three semester cumulative results.
Students who managed to score between 2 and
2.5 points in their English language learning were
considered low achievers, and the students whose
grade ranged from 2.5 to 3.00 points were called
average achievers in this study. The high achiev-
ers are the ones who were able to achieve a 3.0
or higher GPA in their English language learning.
The ages of these students ranged from 19 to 22
years old. Participants have nearly the same year
of English learning experience. They studied En-
glish beginning in primary school and progressing
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through tertiary school. All participants in this
study neither entered language schools nor lived in
English-speaking countries.

3.3 Data Gathering Instruments

Two research instruments were employed in this
study to gain the required information from the re-
spondents and assess their strategy use. These were
a self-report questionnaire for ESL/EFL learners
(SILL) and a semi-structured interview.

The self-report questionnaire (SILL)

In order to measure the strategy use of the target
population, Oxford’s (1990) Strategy Inventory for
Language Learners (SILL) was adopted for this
study owing to the following important reasons:
Firstly, this tool actually allows the collection of in-
formation on a variety of issues in a relatively short
time that is both cost-effective and easy for analysis.
Secondly, it allows comparisons of answers among
respondents. Thirdly, this type of method reaches
many more people. Moreover, SILL is “the most
comprehensive instrument to date” (Ellis, 1994, p.
539); Oxford’s classification is “more systematic
in linking individual strategies as well as strategy
groups” (Oxford, 1990, p. 14).

In the SILL, language learning strategies fall into
six major categories: memory, cognitive, com-
pensation, metacognitive, affective, and social, in
which they enable the assessment of EFL learning
strategies. The items were created using five-point
likert-scales (closed-ended), which reveal the fre-
quency of use of learning strategies (as 1 = “Never
True of Me”; 2 = “Usually Not True of Me”; 3 =
“Somewhat True of Me”; 4 = “Usually True of Me”;
5 = “Always True of Me”).

The internal consistency and reliability of the self-
report questionnaire were checked. Cronbach’s
alphas for metacognitive strategies, cognitive strate-
gies, memory strategies, social strategies, compen-
sation strategies, and affective strategies were 0.85,
0.893, 0.761, 0.899, 0.725, and 0.633, respectively.
This indicates that all items of individual strategies
form a scale that has reasonable internal consistency
and reliability for multiple-item scales.

Interview

A semi-structured interview was used in order to
substantiate the information gained via the ques-
tionnaire. To obtain detailed information from
subjects, the researcher conducted semi-structured
interviews. By the same token, it permits a free
response. Since the purpose of this interview was
to supplement the data collected through the self-
report questionnaire, it was designed on the basis of
the questionnaire. For this reason, the contents of
the interview were almost identical to the contents
of the questionnaire. Three students from each of
the three groups, low, average, and high achievers,
were purposefully chosen for the interview.

3.4 Data Analysis Techniques

The collected data were entered into a computer
and analyzed using the Statistical Package for the
Social Sciences (SPSS) version 20. The analy-
sis was carried out for both individual items and
the average scores of summated scales, catego-
rized according to the performance levels of high-,
average-, and low-achieving learners. The out-
comes generated by SPSS were organized under
the six major strategy groups—memory, cogni-
tive, compensation, metacognitive, affective, and
social—and were presented using both descriptive
and inferential statistics.

Within each of these main categories, students’
preferences for individual items as well as for the
overall scale were calculated using mean values.
Based on this, the dominant strategies employed
by high-, average-, and low-achievers were ranked.
Means and percentages were then compared across
the six major strategy groups to identify variations
in strategy use among the three achievement levels.
To test for significant differences in the strategies
employed, a one-way ANOVA was conducted, with
the level of significance set at p < 0.05. The analysis
was interpreted in relation to the cumulative results
of learners across three semesters.

It is important to note that a one-way ANOVA is
an omnibus test, which means it can only indi-
cate whether significant differences exist between
groups but does not specify which groups differ.
Therefore, post hoc tests were applied to determine
the exact groups that showed statistically significant
differences.
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4 Results and Discussion

The major objective of the present study was to identify the frequency of language learning strategies that high-, average-, and low-achieving students use
(Table 1). To this end, a self-report questionnaire and interview were used.

Table 1: Metacognitive Strategy use

Achievement
Metacogniti

MetaStrg 2 MetaStrg3 MetaStrg 4 MetaStrg 5 MetaStrg 6 MetaStrg 7 MetaStrg 8 MetaStrg 9 MetaStrg 10ve Strategy 1

Low

Mean 2.12 2.53 2.88 2.76 2.65 2.94 2.47 2.53 2.65 2.88
SD .781 1.281 1.269 1.348 1.222 1.298 1.281 1.231 .931 1.317
Skewness -.219 .432 .039 .658 .079 -.073 .378 -.077 .828 .057
N 17 17 17 17 17 17 17 17 17 17

Medium

Mean 2.71 3.14 3.86 4.43 2.86 2.86 3.00 3.43 2.43 3.43
SD .951 1.464 1.215 .787 .900 1.464 1.000 1.272 1.813 .976
Skewness -.863 .109 -.414 -1.115 .353 -.109 -1.400 .222 .983 .277
N 7 7 7 7 7 7 7 7 7 7

High

Mean 3.67 3.33 4.17 4.50 4.67 3.83 4.00 4.33 4.33 4.00
SD .816 1.211 1.169 .548 .516 .983 1.549 1.211 1.033 1.549
Skewness .857 .075 -1.586 .000 -.968 -1.438 -.968 -1.952 -.968 -1.936
N 6 6 6 6 6 6 6 6 6 6

Total

Mean 2.57 2.83 3.37 3.50 3.10 3.10 2.90 3.10 2.93 3.23
SD 1.006 1.315 1.326 1.383 1.296 1.296 1.373 1.398 1.363 1.331
Skewness .131 .231 -.262 -.335 -.096 -.299 .106 -.109 .391 -.272
N 30 30 30 30 30 30 30 30 30 30

Items 1 to 10 were designed to examine how frequently high-, average-,
and low-achieving students applied metacognitive strategies in addressing
their challenges with English. For low achievers, the reported frequency
ranged from 2.21 to 2.94. The least applied strategy was Item 1 (“If I cannot
recall an English word, I substitute it with a word or phrase that carries
the same meaning”), while Item 6 (“I try to explore as many opportunities

as possible to use my English”) was the most frequently practiced. Other
strategies often used by this group included Item 2 (Table 1) with a mean of
2.53 (“When I cannot remember a word in conversation, I rely on gestures”),
Item 8 with a mean of 3.00 (“I set clear objectives to improve my English
skills”), and Item 10 with a mean of 2.88 (“I reflect on my progress in
learning English”).
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Based on these results, low achievers can be classi-
fied as medium-level users of strategies. As Oxford
(1990) suggests, such learners would benefit from
targeted training to enhance their strategy applica-
tion.

Among average achievers, the frequency of
metacognitive strategy use ranged from 2.43 to
4.43. Their most preferred strategy was Item 4 with
a mean score of 4.43 (“I try to discover how to
be a more effective English learner”), while their
least applied strategy was Item 8 with a mean of
2.43 (“I set clear goals for improving my English
skills”). The mean scores for Items 1, 2, 5, 6, 7, and
9 were 2.71, 3.14, 2.86, 3.00, and 2.43, respectively.
These results indicate that average achievers also
fall within the medium-level users of strategies,

pointing to the need for strategy instruction. No-
tably, this group made frequent use of Items 3 and
4, with mean scores of 3.86 and 4.43, respectively.

For high achievers, the range of mean scores was
3.23 to 4.67. The least used strategy was Item 10
with a mean of 3.23 (“I reflect on my progress in
learning English”), whereas the most commonly
used was Item 5 with a mean of 4.67 (“I pay at-
tention to my English mistakes and use them to
improve”). The average scores for Items 1, 3, 5, 6,
7, 8, and 9 were 3.67, 3.86, 4.50, 4.67, 3.83, 4.00,
4.33, and 4.33, respectively. These findings suggest
that high achievers are frequent users of metacog-
nitive strategies, applying them more consistently
than their average and low-achieving peers.

Table 2: Cognitive Strategy use

Achievement
Cogntv Cogntv Cogntv Cogntv Cogntv Cogntv Cogntv Cogntv Cogntv Cogntv Cogntv
Strg 11 Strg 12 Strg 13 Strg 14 Strg 15 Strg 16 Strg 17 Strg 18 Strg 19 Strg 20 Strg 21

Low Mean 2.35 2.29 2.41 2.82 2.71 2.82 2.59 3.00 2.65 2.59 2.65
SD .996 1.105 .870 1.468 1.047 1.074 1.004 1.369 1.115 1.004 .996
Skewness .031 .280 .306 .344 -.809 .392 .147 -.166 .501 -.273 1.258
N 17 17 17 17 17 17 17 17 17 17 17

Medium Mean 2.57 2.86 2.71 2.71 2.57 3.71 3.57 2.57 2.71 2.86 2.71
SD 1.397 .900 1.254 .951 1.272 1.113 1.272 1.512 1.113 1.215 1.254
Skewness 1.079 -1.569 .740 -.863 -.222 -.249 -.222 .620 -.249 1.147 1.450
N 7 7 7 7 7 7 7 7 7 7 7

High Mean 3.67 4.50 4.50 4.33 3.67 4.17 3.83 4.50 4.50 4.67 4.83
SD 1.506 .548 .837 .816 1.751 1.169 .753 .548 .837 .516 .408
Skewness -1.270 .000 -1.537 -.857 -.919 -1.586 .313 .000 -1.537 -.968 -2.449
N 6 6 6 6 6 6 6 6 6 6 6

Total Mean 2.67 2.87 2.90 3.10 2.87 3.30 3.07 3.20 3.03 3.07 3.10
SD 1.269 1.279 1.242 1.373 1.279 1.208 1.143 1.424 1.273 1.258 1.296
Skewness .358 -.052 .433 -.021 -.158 .003 .010 -.301 .149 .089 .515
N 30 30 30 30 30 30 30 30 30 30 30

Items 11 to 21 were designed to assess how fre-
quently high-, average-, and low-achieving students
applied cognitive strategies in learning English
(Table 2).

For low achievers, the reported frequency ranged
from 2.29 to 3.00. The least used strategy was Item
12 (“I skim through an English passage quickly
before reading it carefully”), while the most fre-
quently applied was Item 18 (“I repeat or write new
English words several times”). Other strategies
used relatively often by this group were Item 14

with a mean of 2.00, Item 16 with 2.82, and Item 15
with 2.71, all ranking just below Item 18 with 3.00.
Overall, these results suggest that low achievers
are weak users of cognitive strategies. As Oxford
(1990) points out, such students require substantial
training in strategy use to strengthen their English
learning ability.

Among average achievers, the use of cognitive
strategies ranged from 2.57 to 3.71. Their most
preferred strategy was Item 15 with a mean of 3.71
(“I watch TV programs or movies in English”),
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while the least employed was Item 17 with 2.57 (“I
repeat or write new English words several times”).
Items 13, 19, and 21 each had a mean of 2.71,
whereas Items 16 and 18 showed higher use, each
with 3.57. These findings place average achievers
in the category of medium to high users of cognitive
strategies.

For high achievers, the frequency of cognitive strat-
egy use fell between 3.67 and 4.83. The most
frequently used strategy was Item 21 with a mean
of 4.83 (“I initiate conversations in English”). In
contrast, strategies such as Item 11 (“I read English
for pleasure”), Item 15 (“I try to speak like a na-
tive English speaker”), and Item 20 (“I summarize
what I hear or read in English”) were applied less
frequently compared to others. The overall pattern
indicates that high achievers are strong users of

cognitive strategies.

Interview findings further supported these results.
High achievers reported that they frequently employ
strategies such as watching English-language films
and TV programs, reading for enjoyment, prac-
ticing English regularly, summarizing information
from texts and audio, and reinforcing vocabulary
by repeating or writing new words. They also men-
tioned engaging in practical writing activities like
composing messages or letters in English. Most
of them explained that they learn new vocabulary
through contextual clues, though they sometimes
rely on dictionaries or peers to clarify unfamiliar
words. These qualitative findings align with the
questionnaire results, confirming that high achiev-
ers demonstrate consistent and effective use of
cognitive strategies.

Table 3: Memory Strategy use

Achievement
Memory Memory Memory Memory Memory Memory Memory
Strg 22 Strg 23 Strg 24 Strg 25 Strg 26 Strg 27 Strg 28

Low Mean 2.35 2.41 2.82 2.76 2.59 2.29 2.24
SD 1.115 .870 .883 .970 .870 1.047 .970
Skewness .113 .306 -.237 .066 .339 .439 .399
N 17 17 17 17 17 17 17

Medium Mean 2.29 2.43 2.71 2.71 3.00 3.43 3.14
SD .951 1.134 .951 1.496 1.155 1.618 1.773
Skewness .863 -.235 -.863 .256 -.909 -.317 -.297
N 7 7 7 7 7 7 7

High Mean 3.67 3.17 3.00 3.50 3.50 4.50 4.17
SD 1.366 .983 1.673 1.225 .837 1.225 .753
Skewness -.523 -.456 .384 .490 -1.537 -2.449 -.313
N 6 6 6 6 6 6 6

Total Mean 2.60 2.57 2.83 2.90 2.87 3.00 2.83
SD 1.221 .971 1.053 1.155 .973 1.486 1.367
Skewness .361 .041 .165 .207 -.198 .203 .148
N 30 30 30 30 30 30 30

Items 22 to 28 were designed to investigate how
often high-, average-, and low-achieving students
employed memory strategies to retain what they
had learned in English (Table 3).

For low achievers, the reported frequency ranged
from 2.24 to 2.82. The least applied strategy was
Item 28 (“I use new English words in a sentence

so that I can remember them”), while the most
frequently practiced was Item 24 (“I recall a new
English word by creating a mental picture of a
situation in which the word might be used”). Other
relatively less common strategies were Item 27 with
a mean of 2.29 and Item 22 with 2.35. By contrast,
strategies such as Item 25 with 2.71 (“I memorize

8
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new words or expressions by recalling where they
appeared—such as on a page, the board, or a sign”)
and Item 26 with 2.59 (“When I face unfamiliar En-
glish words, I make guesses to understand them”)
were more frequently used after Item 24. In general,
low achievers can be described as weak users of
memory strategies.

Among average achievers, the use of memory strate-
gies ranged from 2.29 to 3.43. Their most frequently
adopted approach was Item 27 with a mean of 3.43
(“I connect the sound of a new English word with
an image or picture to help me remember it”). The
least applied was Item 22 with 2.29 (“I review En-
glish lessons often”). Overall, the results showed
that the pattern of memory strategy use among
average achievers did not differ greatly from that
of low achievers.

For high achievers, memory strategy use ranged
from 3.00 to 4.50. The most frequently applied
strategy was Item 27 with a mean of 4.50 (“I link
the sound of a new word with an image or picture to
make it easier to recall”). On the other hand, Item
23 with 3.17 (“I connect what I already know with
new information learned in English”) and Item 24

with 3.00 (“I visualize a situation in which the new
word might be used”) were the least frequently used.
Overall, the data suggest that high achievers rely
more extensively on memory strategies compared
to their peers.

The interview findings supported these quantitative
results. High achievers reported using a wide range
of techniques to aid memory, such as reviewing
lessons regularly, forming mental pictures of situ-
ations in which new words might appear, relating
new knowledge to prior knowledge, incorporating
new words into sentences, recalling words based
on their location on a page, sign, or board, and even
writing new vocabulary on paper or their hands to
review while walking or sitting. In contrast, the
average achievers interviewed mentioned applying
only a few strategies, such as associating word
sounds with images, reflecting on what they had
been taught, and reviewing lessons periodically.
Low achievers, however, admitted that they seldom
used deliberate strategies for memorization. Both
the statistical analysis and interview responses con-
firmed that high achievers clearly outperformed
average and low achievers in the effective use of
memory strategies.

Table 4: Social Strategy use

Achievement Social Strg 30 Social Strg 31 Social Strg 32 Social Strg 33 Social Strg 34
Low Mean 2.18 2.82 2.47 2.76 2.24

SD 1.074 1.131 1.179 1.033 1.200
Skewness .293 .388 .469 .146 .962
N 17 17 17 17 17

Medium Mean 2.14 2.71 3.86 2.71 3.00
SD 1.215 1.113 1.215 1.496 1.155
Skewness .414 1.784 -.414 .256 .909
N 7 7 7 7 7

High Mean 4.83 5.00 5.00 4.17 4.17
SD .408 .000 .000 1.169 1.169
Skewness -2.449 . . -1.586 -1.586
N 6 6 6 6 6

Total Mean 2.70 3.23 3.30 3.03 2.80
SD 1.466 1.331 1.466 1.273 1.375
Skewness .280 .198 -.139 .041 .386
N 30 30 30 30 30
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Items 30 to 34 were designed to attain data on
how frequently high, average, and low achievers
employ social strategies to accelerate their progress
in English (Table 4). The result revealed that the
frequency of social strategy use for low achievers
ranges from 2.18 to 2.82. Item 31: “If I do not
understand something in English, I ask the other
person to slow down or say it again.” was the most
frequently used strategy, and Item 30: “I try to
learn about the culture of English speakers.” was
the least frequently used strategy.

Average learners’ social strategy use ranges from
2.14–3.86. The most frequently used social strategy
for average achievers is Item 32, with a mean score
of 3.86 (“I ask questions in English”), and the least
frequently used strategy was Item 30, with a mean

score of 2.14 (“I try to learn about the culture of
English speakers”). The data revealed that average
achievers’ use of social strategies was not different
from that of low achievers.

The frequency of social strategy use for high achiev-
ers ranges from 4.17–5.00. Item 31 and 32 received
a 5.00 mean score. “If I do not understand some-
thing in English, I ask the other person to slow down
or say it again” and “I ask questions in English”
were the most frequently used social strategies used
by high achievers. However, Item 33, with a mean
score of 4.17, “I ask English speakers to correct
me when I talk,” and Item 34, with a mean score of
4.17, “I practice English with other students,” were
the least frequently used social strategies, though
the range is high for strategy usage.

Table 5: Compensation Strategies use

Achievement Compensation Strategy 35 Compensation Strategy 36 Compensation Strategy 37
Low Mean 2.47 2.47 2.00

SD .943 1.007 1.000
Skewness -.158 .091 .425
N 17 17 17

Medium Mean 2.57 2.71 2.43
SD .787 1.604 1.272
Skewness 1.115 .305 1.581
N 7 7 7

High Mean 3.67 4.33 4.33
SD 1.211 1.211 .516
Skewness -.075 -1.952 .968
N 6 6 6

Total Mean 2.73 2.90 2.57
SD 1.048 1.373 1.331
Skewness .387 .192 .411
N 30 30 30

Items 35 to 37 were designed to attain data on how
frequently high, average, and low achievers employ
compensation strategies to accelerate their progress
in English (Table 5). The result revealed that the
frequency of compensation strategy usage for low
achievers ranges from 2.00 to 2.47. Item 37, “I
make up new words if I do not know the right ones
in English,” was the least frequently used strategy,
and items 35, “I try to guess what the other person
will say next in English,” and item 36, “I read En-

glish without looking up every new word,” with a
mean score of 2.47, were the most frequently used
strategies, though the mean scores were very close
to low stratagem usage.

Average learner compensation strategy use ranges
from 2.43 to 32.71. The most frequently used
compensation strategy usage for average achievers
is Item 36, with a mean score of 2.71 for “I read
English without looking up every new word,” and
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the least frequently used strategy was Item 37, with
a mean score of 2.43 for “I make up new words if I
do not know the right ones in English.” The data
revealed that average achievers’ use of compensa-
tion strategies was not different from that of low
achievers.

The frequency of compensation strategy usage for
high achievers ranges from 3.67 to 4.33. Item 36
and 37, with a mean score of 4.33, “I read English
without looking up every new word” and “I make
up new words if I do not know the right ones in
English,” respectively, were the most frequently
used compensation strategies used by high achiev-
ers. However, Item 35, with a mean score of 3.67,

“I try to guess what the other person will say next
in English,” was the least frequently used compen-
sation strategy, though the range is high in strategy
usage.

The results from the interview revealed that the high
achievers were able to identify about three compen-
sation strategies, such as using gestures, synonyms,
paraphrasing, and so on. On the contrary, both the
average achievers and the low achievers managed
to refer to fewer language learning strategies. This
clearly depicts that the more effective learners sta-
tistically surpass the other two groups in employing
compensation strategies.

Table 6: Affective Strategy use

Achievement Affective Strategy 38 Affective Strategy 39 Affective Strategy 40
Low Mean 2.24 2.47 2.41

SD 1.251 .943 1.064
Skewness .798 -.158 .084
N 17 17 17

Medium Mean 2.71 3.00 3.57
SD 1.496 .816 1.134
Skewness .256 .000 -.725
N 7 7 7

High Mean 3.33 4.50 3.50
SD 1.211 .548 1.225
Skewness .075 .000 -.490
N 6 6 6

Total Mean 2.57 3.00 2.90
SD 1.331 1.145 1.213
Skewness .411 .000 -.045
N 30 30 30

Items 38–40 were set up to collect data on how
frequently the target population of this study applies
affective strategies (Table 6). The result revealed
that the frequency of affective strategy usage for
low achievers ranges from 2.24 to 2.47. Item 38, “I
try to relax whenever I feel afraid of using English,”
was the least frequently used affective strategy, and
Item 39, with a mean score of 2.47, “I notice if I
am tense or nervous when I am studying or using
English,” was the most frequently used strategy,
though the mean score was very close to low strat-

egy usage.

Average learners’ affective strategy usage ranges
from 2.71 to 3.57. The most frequently used af-
fective strategy for average achievers is Item 40,
with a mean score of 3.57. “I give myself a reward
or treat when I do well in English” was the most
frequently used strategy. However, Item 38, with
a mean score of 2.71, “I try to relax whenever I
feel afraid of using English,” was the least used
affective strategy.
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The frequency of affective strategy usage for high
achievers ranges from 3.33 to 4.50. item with a
mean score of 4.50 “I notice if I am tense or nervous
when I am studying or using English.” was the
most frequently used affective strategy used by high
achievers. However, Item 38, with a mean score
of 3.33, “I try to relax whenever I feel afraid of
using English,” was the least frequently used affec-
tive strategy, which is in the category of medium
strategy usage.

The findings from the interview also support the
results from the questionnaire. Respondents in
the interview were asked to describe the types of
language learning strategies they often utilize to
control their anxiety when they speak in front of
people, such as during presentations. In this regard,
according to the high achievers in the interview,
recognizing their anxiety, encouraging themselves,
talking to someone else about their feelings, and
trying to relax during using English are the four
types of strategies that they mostly use to reduce
their negative feelings when using English. One
average performer in the interview responded that
she usually tries to think about her strong side
when using English. The other respondent said that
she sometimes tries to relax while using English.
Low achievers reported that listening to music or
religious songs, sharing their feelings, and praying
to their creator are three types of strategies they
frequently use by the time they have an English
presentation. This demonstrates the superiority
of the high achievers over the average achievers,
as well as the low achievers, in applying affective
strategies.

The Table 7 below provides some useful descriptive
statistics, including the mean, standard deviation,
and 95% confidence intervals for the dependent vari-
ables (metacognitive strategies, cognitive strategies,
memory strategies, social strategies, compensation
strategies, and affective strategies) for each sepa-
rate group (low achievers, average achievers, and
high achievers), and when all groups are combined
(total). These figures are useful when we need to
describe our data.

The mean metacognitive strategy use of high-
achieving students, average-achieving students, and

low-achieving students was 4.0833, 3.2143, and
2.6412, respectively. This indicates that the high
achievers use metacognitive strategies more than
the average students do, and the medium achievers
use these strategies more than the low achievers do.
It can be generalized that there is high, medium,
and low metacognitive strategy usage among the
three groups, respectively.

The mean cognitive strategy use of high-achieving
students, average-achieving students, and low-
achieving students was 4.2879, 2.8701, and 2.6257,
respectively. This implies that the high achievers
utilize such types of LLSs better than the average
person and the low achievers do. This leads us to
conclude that there is high cognitive strategy usage
for high achievers and low cognitive strategy usage
for medium achievers and low achievers.

The mean memory strategy implementation of high-
achieving students, average-achieving students, and
low-achieving students was 3.6429, 2.8163, and
2.4958, respectively. This indicates that the high
achievers employ them more than the average and
the low achievers do. This implies that there is
medium memory strategy usage for high achievers
and low memory strategy usage for both medium
achievers and low achievers.

The mean social strategy application of high-
achieving students, average-achieving students, and
low-achieving students was found to be 4.6333,
2.8857, and 2.4941, respectively. This means that
the high achievers apply social strategies more than
the average achievers, as well as the low achievers.
This can be generalized to say that there is high so-
cial strategy usage among high achievers. Contrary
to this, low memory strategy usage for medium and
low achievers was observed.

The mean compensation strategy used by high-
achieving students, average-achieving students, and
low-achieving students was 4.1111, 2.5714, and
2.3137, respectively. This reveals that the high
achievers use compensation strategies more fre-
quently than the average employee and the low
achievers do. This indicates the availability of high
compensation strategy use for high achievers as
opposed to both medium and low achievers.
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Table 7: Descriptive Statistics for Summeted Variables

95% CI for Mean
Main Variables Vs Achievement N Mean SD Std. Lower Upper Min. Max.

Error Bound Bound
Metacognitive strategies Low 17 2.6412 .80550 .19536 2.2270 3.0553 1.20 3.90

Medium 7 3.2143 .28536 .10785 2.9504 3.4782 2.90 3.70
High 6 4.0833 .44460 .18151 3.6168 4.5499 3.50 4.60
Total 30 3.0633 .85681 .15643 2.7434 3.3833 1.20 4.60

Cognitive strategies Low 17 2.6257 .69076 .16753 2.2705 2.9808 1.45 3.73
Medium 7 2.8701 .54761 .20698 2.3637 3.3766 2.00 3.64
High 6 4.2879 .43186 .17631 3.8347 4.7411 3.64 4.64
Total 30 3.0152 .88690 .16193 2.6840 3.3463 1.45 4.64

Memory strategies Low 17 2.4958 .57169 .13866 2.2019 2.7897 1.43 3.43
Medium 7 2.8163 .86392 .32653 2.0173 3.6153 1.57 4.00
High 6 3.6429 .54772 .22361 3.0681 4.2177 3.00 4.29
Total 30 2.8000 .76665 .13997 2.5137 3.0863 1.43 4.29

Social strategies Low 17 2.4941 .87783 .21291 2.0428 2.9455 1.00 4.60
Medium 7 2.8857 1.02539 .38756 1.9374 3.8340 1.60 4.40
High 6 4.6333 .29439 .12019 4.3244 4.9423 4.40 5.00
Total 30 3.0133 1.16729 .21312 2.5775 3.4492 1.00 5.00

Compensation strategies Low 17 2.3137 .69192 .16782 1.9580 2.6695 1.00 3.33
Medium 7 2.5714 1.08379 .40963 1.5691 3.5738 1.67 4.67
High 6 4.1111 .17213 .07027 3.9305 4.2918 4.00 4.33
Total 30 2.7333 1.00725 .18390 2.3572 3.1094 1.00 4.67

Affective strategies Low 17 2.3725 .78954 .19149 1.9666 2.7785 1.00 4.33
Medium 7 3.0952 .46004 .17388 2.6698 3.5207 2.67 4.00
High 6 3.7778 .68853 .28109 3.0552 4.5003 3.00 4.67
Total 30 2.8222 .89157 .16278 2.4893 3.1551 1.00 4.67

The mean affective strategy utilization of high-
achieving students, average-achieving students, and
low-achieving students was 3.7778, 3.0952, and
2.3725, respectively. This infers that the high
achievers surpass the average in using affective
strategies, and the medium achievers use these
strategies more frequently than the low achievers
do. As a result, it is possible to conclude that high
achievers and medium achievers use a medium af-
fective strategy. Yet, it is low for low-achieving
students.

Generally, as indicated in Table 7, the mean scores
could be ranked in the following order of learning
strategies used:

For high-achieving learners: 1st = social learning

strategies (x̄ = 4.635, SD = 0.294), 2nd = memory
learning strategies (x̄ = 4.633, SD = 0.294), 3rd

= cognitive learning strategies (x̄ = 4.287, SD =
0.431), 4th = compensation learning strategies (x̄ =
4.111, SD = 0.172), 5th = metacognitive learning
strategies (x̄ = 4.083, SD = 0.444), and 6th = af-
fective learning strategies (x̄ = 3.777, SD = 0.688).
On the basis of the data provided so far, social
strategies, which are known as indirect strategies
under Oxford’s system, are the most frequently
used strategies of all the six main language learn-
ing strategies with regard to high achievers. On
the contrary, these learners use metacognitive and
affective strategies least of all. This leads us to
conclude that high achievers have better knowledge
with respect to direct LLSs than indirect LLSs.
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For average-achieving learners: 1st = metacogni-
tive learning strategies (x̄ = 3.214, SD = 0.285),
2nd = affective learning strategies (x̄ = 3.095, SD
= 0.460), 3rd = social learning strategies (x̄ = 2.886,
SD = 1.025), 4th = cognitive learning strategies
(x̄ = 2.870, SD = 0.547), 5th = memory learning
strategies (x̄ = 2.819, SD = 0.863), and 6th =
compensation learning strategies (x̄ = 2.571, SD
= 1.083). In this case, it reveals that strategy usage
is somewhat moderate. At the same time, the data
indicate that unlike high achievers, average achiev-
ers more frequently apply indirect LLSs compared

to direct LLSs.

For low-achieving learners: 1st = metacognitive
learning strategies (x̄ = 2.641, SD = 0.805); 2nd

= cognitive learning strategies (x̄ = 2.626, SD
= 0.690). 3rd = memory learning strategies (x̄ =
2.496, SD = 0.571), 4th = social learning strategies
(x̄ = 2.494, SD = 0.877), 5th = affective learning
strategies (x̄ = 2.373, SD = 0.789), and 6th =
compensation learning strategies (x̄ = 2.314, SD
= 0.691). It can be concluded that there was low
strategy use.

Table 8: ANOVA Table

Variables Sum of Squares df Mean Square F Sig.

Metacognitive strategies Between Groups 9.432 2 4.716 10.738 .000
Within Groups 11.858 27 .439
Total 21.290 29

Cognitive strategies Between Groups 12.445 2 6.223 16.207 .000
Within Groups 10.366 27 .384
Total 22.811 29

Memory strategies Between Groups 5.837 2 2.919 7.032 .003
Within Groups 11.207 27 .415
Total 17.045 29

Social strategies Between Groups 20.443 2 10.222 14.471 .000
Within Groups 19.071 27 .706
Total 39.515 29

Compensation strategies Between Groups 14.566 2 7.283 13.237 .000
Within Groups 14.856 27 .550
Total 29.422 29

Affective strategies Between Groups 9.438 2 4.719 9.359 .001
Within Groups 13.614 27 .504
Total 23.052 29

Table 8 shows the output of the ANOVA analysis
and whether there is a statistically significant dif-
ference among our group means. We can see that
the significance value for metacognitive strategies
is 0.000 (F (2, 29) = 10.738, p = 0.000), the signif-
icance value for cognitive strategies is 0.000 (F (2,
29) = 16.207, p = 0.000), the significance value for
memory strategies is 0.003 (F (2, 29) = 7.032, p =
0.003), the significance value for social strategies
is 0.000 (F (2, 29) = 14.471, p = 0.000), the signifi-
cance value for compensation strategies is 0.000 (F

(2, 29) = 13.237, p = 0.000), and the significance
value for affective strategies is 0.001 (F (2, 29) =
9.359, p = 0.001), respectively. The result revealed
that there is a statistically significant difference in
the mean of all six constructs of language learning
strategy use among the three ability groups.

In order to identify the specific groups that dif-
fered, the posthoc test was used. The multiple
comparisons depict which groups differed from
each other.
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Table 9: Multiple Comparisons

95% CI
Dependent (I) (J) Mean Std. Sig. Lower Upper
Variable Achievement Achievement Difference (I-J) Error Bound Bound

Low Medium -.57311 .29762 .065 -1.1838 .0376
High -1.44216∗ .31469 .000 -2.0879 -.7965

Metacognitive Medium Low .57311 .29762 .065 -.0376 1.1838
strategies High -.86905∗ .36870 .026 -1.6256 -.1125

High Low 1.44216∗ .31469 .000 .7965 2.0879
Medium .86905∗ .36870 .026 .1125 1.6256

Low Medium -.24446 .27827 .387 -.8154 .3265
High -1.66221∗ .29423 .000 -2.2659 -1.0585

Cognitive Medium Low .24446 .27827 .387 -.3265 .8154
strategies High -1.41775∗ .34473 .000 -2.1251 -.7104

High Low 1.66221∗ .29423 .000 1.0585 2.2659
Medium 1.41775∗ .34473 .000 .7104 2.1251

Low Medium -.32053 .28934 .278 -.9142 .2731
High -1.14706∗ .30594 .001 -1.7748 -.5193

Memory Medium Low .32053 .28934 .278 -.2731 .9142
strategies High -.82653∗ .35844 .029 -1.5620 -.0911

High Low 1.14706∗ .30594 .001 .5193 1.7748
Medium .82653∗ .35844 .029 .0911 1.5620

Low Medium -.39160 .37743 .309 -1.1660 .3828
High -2.13922∗ .39909 .000 -2.9581 -1.3203

Social Medium Low .39160 .37743 .309 -.3828 1.1660
strategies High -1.74762∗ .46758 .001 -2.7070 -.7882

High Low 2.13922∗ .39909 .000 1.3203 2.9581
Medium 1.74762∗ .46758 .001 .7882 2.7070

Low Medium -.25770 .33312 .446 -.9412 .4258
High -1.79739∗ .35223 .000 -2.5201 -1.0747

Compensation Medium Low .25770 .33312 .446 -.4258 .9412
strategies High -1.53968∗ .41268 .001 -2.3864 -.6929

High Low 1.79739∗ .35223 .000 1.0747 2.5201
Medium 1.53968∗ .41268 .001 .6929 2.3864

Low Medium -.72269∗ .31889 .032 -1.3770 -.0684
High -1.40523∗ .33719 .000 -2.0971 -.7134

Affective Medium Low .72269∗ .31889 .032 .0684 1.3770
strategies High -.68254 .39506 .095 -1.4931 .1280

High Low 1.40523∗ .33719 .000 .7134 2.0971
Medium .68254 .39506 .095 -.1280 1.4931

*The mean difference is significant at the 0.05 level.
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The data in Table 9 revealed that for metacogni-
tive learning strategies, there was a statistically
significant difference among groups as determined
by a one-way ANOVA (F (2, 29) = 10.738, p =
0.000). A LCD posthoc test revealed that in the
use of metacognitive learning strategies, the high-
achieving learners were statistically significantly
higher than the low-achieving learners (1.442 ±
0.314, p =.000) and the average-achieving learners
(0.869 ± 0.368, p =.026). There was no statisti-
cally significant difference between the medium-
achieving learners’ and the low-achieving learners’
groups (p = 0.065).

For cognitive learning strategies, a statistically sig-
nificant difference was displayed among the groups
as determined by a one-way ANOVA (F (2, 29) =
16.207, p = 0.000). A LCD post hoc test showed
that in the use of cognitive learning strategies,
the high-achieving learners were statistically sig-
nificantly higher than the low-achieving learners
(1.662 ± 0.294, p =.000) and the average-achieving
learners (1.417 ± 0.344, p =.000). No statistically
significant difference was observed between the
medium-achieving learners’ and the low-achieving
learners’ groups (p = 0.387).

For memory learning strategies, there was a sta-
tistically significant difference among groups as
determined by a one-way ANOVA (F (2, 29) =
7.032, p = 0.003). A LCD post hoc test indicated
that in the use of memory learning strategies, the
high achievers were statistically significantly higher
than the low achievers (1.147 ± 0.305, p =.001)
and the average achieving learners (0.826 ± 0.358,
p =.029). There was no statistically significant
difference between the medium-achieving and low-
achieving groups (p = 0.278).

For social learning strategies, there was a statisti-
cally significant difference among groups as deter-
mined by a one-way ANOVA (F (2, 29) = 14.471,
p = 0.000). A LCD post hoc test revealed that in the
use of social learning strategies, the high-achieving
learners were statistically significantly higher than
the low-achieving learners (2.139 ± 0.399, p =.000)
and the average-achieving learners (1.747 ± 0.467,
p =.001). There was no statistically significant
difference between the medium-achieving learners’
and the low-achieving learners’ groups (p = 0.309).

Regarding the compensation learning strategies,
it is possible to see the existence of a statistically
significant difference among the three groups as
determined by a one-way ANOVA (F (2, 29) =
13.237, p = 0.000). A LCD post hoc test demon-
strated that regarding the utilization of compensa-
tion learning strategies, the high-achieving learners
were statistically significantly higher than the low-
achieving learners (1.797 ± 0.352, p =.000) and
the average-achieving learners (1.539 ± 0.412, p
=.001). There was no statistically significant differ-
ence between the medium-achieving learners’ and
the low-achieving learners’ groups (p = 0.446).

For affective learning strategies, it is possible to
say that there is a statistically significant differ-
ence among groups as determined by a one-way
ANOVA test (F (2, 29) = 9.359, p = 0.001). A LCD
post hoc test showed that with regard to the use
of affective learning strategies, the low-achieving
learners were statistically significantly lower than
the average-achieving learners (-0.722 ± 0.318, p
=.032) and the high-achieving learners (-1.405 ±
0.337, p =.000). There was no statistically sig-
nificant difference between the average-achieving
learners and the high-achieving learners’ groups (p
= 0.095).

To put it in a nutshell, the responses of the subjects
to the interview questions point out that the more
successful learners, in contrast with the average
and the less successful learners have high language
learning strategy utilization in learning the English
language. Thus, the data gained from the inter-
views corresponds with the data obtained through
the questionnaire.

5 Discussions

As can be observed from the students’ responses
in this study, it would seem reasonable to conclude
that learners’ use of language learning strategies
in learning English is unsatisfactory. More specif-
ically, the three groups (the high achievers, the
average achievers, and the low achievers) did not
equally utilize language learning strategies to de-
velop their English language performance. At
higher levels, low achievers use neither direct nor
indirect LLS, indicating a lack of understanding of
their strategy’s application.
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On the other hand, average achievers use only two
strategies (the metacognitive and the affective strate-
gies) at high frequency out of the six main language
learning strategies. This means that average achiev-
ers lack good experience with the implementation
of the three subcategories of direct strategies and
social strategies under indirect strategies.

Unlike the two achievers, the high achievers utilize
all six main language learning strategies, both di-
rect and indirect, at a high frequency level. This
indicates that the high achievers outperform their
average and low counterparts by applying a wide
range of language learning strategies, which ap-
parently implies their better experience with their
strategy use in English language learning. In sup-
porting this, research on the utilization of foreign
language learning strategies also reflects similar re-
sults in favor of more successful learners as higher
and more frequent users (Al-Qahtani, 2013; Gerami
& Baighlou, 2011; Giang & Tuan, 2018; Habok
& Magyar, 2018; Foster et al., 2017; Gerami &
Baighlou, 2011; Chen, 2009). Furthermore, it
is in accord with research on language learning
strategies that has particularly focused on the char-
acteristics of good and bad learners. For instance,
good learners provide reasons why they are efficient
learners; their tactics are related to the type of learn-
ing task, and arrangements are made according to
changing situations; they ask for support from their
peers, teachers, or family when necessary; and they
have confidence in their abilities to learn.

At the same time, a few studies reveal that metacog-
nitive strategies were found to be employed pre-
dominantly by high achievers (Chamot, 2005; Lai,
2005; Vandergrift, 2003). Nevertheless, this study
disproves this fact for the reason that social strate-
gies are applied more frequently by high achievers
in the first place. The current study also refutes the
notion that more successful learners use monitor-
ing strategies under metacognitive strategies more
frequently (Vandergrift, 2003), because they use
finding opportunities strategies under this principal
category more frequently.

Generally, the present study recognizes that there
is a strong connection between learners’ language
strategies and their language performance. Re-
garding the positive relationship between high use

of LSS and language performance, literature also
proves its existence (Oxford and Burry, 1995).

6 Conclusions

The general objective of this study was to explore
the language learning strategies used by English
majors. The data in the students’ responses confirm
that the high achievers, the average achievers, and
the low achievers employ the six major language
learning strategies at different frequencies. This
could be ranked in the following order of strategy
application:

High-achieving learners employ language learning
strategies in the following order: social learning
strategies, memory learning strategies, cognitive
learning strategies, compensation learning strate-
gies, metacognitive learning strategies, and affec-
tive learning strategies. It can be concluded that
high-achieving Ethiopian English learners are good
language learners.

Average-achieving learners employ language learn-
ing strategies in the following order: metacognitive
learning strategies, affective learning strategies,
social learning strategies, cognitive learning strate-
gies, memory learning strategies, and compensation
learning strategies. The data revealed that average
learners were not better than low achievers in some
strategies, such as memory, social, and compen-
sation. This indicated that this group of learners
needs language learning strategy training and close
attention from their teachers.

Low-achieving learners also utilize language learn-
ing strategies in the order of: metacognitive learn-
ing strategies, cognitive learning strategies, mem-
ory learning strategies, social learning strategies,
affective learning strategies, and compensation
learning strategies. According to the data, this
group of students is bad at using strategies and bad
at achieving. Therefore, they should be given due
attention in language learning strategy training.

Both high and average achievers revealed statisti-
cally significant mean differences in all language
learning strategies excluding affective strategies
as examined by one-way ANOVA. Meanwhile, it
was found that a statistically significant mean dif-
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ference existed between the high achievers and
the low achievers in all major language learning
strategies. However, no significant mean difference
was discovered between average and low achievers.
For this reason, it can be concluded that there was
high strategy usage with regard to high-achieving
learners, approximately medium strategy usage for
medium-achieving learners, and low strategy usage
for low-achieving learners. This actually purports
that more effective students have better experiences
using LLS as compared with medium achievers and
low achievers.
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Abstract

The purpose of this study was to investigate BSC graduated mathematics teachers’
understanding of some basic elementary geometry concepts. To conduct the study,
descriptive survey design and inferential t-test were employed. A total of 53 where 43
males and 10 female mathematics teachers, who came to attend Post Graduate Diploma
(PGDT/Teaching) program in 2018/2019 Dilla University Ethiopia, constituted by
convenience sampling techniques were participated in the study and completed the
achievement test. A 15-item achievement test on basic elementary geometry concepts
in Mathematics were used as an instrument for the study. The findings revealed
that, out of 15 concepts, 1.55 and 1.85 were answered by female and male teachers
respectively. Where it perceived as difficult to understand and solve by BSC graduated
Mathematics teachers. Also, there was no significant difference in teachers’ gender
understanding and solving elementary basic concepts in geometry is p=0.372 greater
than p=0.05 level of significant. It is therefore recommended that extremely important
BSc holders in mathematics teachers’ skill up through their professional development
program, the stakeholders and the MOE have to step up conscription efforts and
universities have to take an action like workshop to fill the gap.

1 Introduction

1.1 Motivation and Background of the Study

Ethiopia, like many other developing nations in
Africa, places high importance on advancing sci-
ence, technology, agriculture, industry, and edu-
cation. Within this context, mathematics plays a
pivotal role in supporting national development. Its
application extends across numerous disciplines,
making it not only a language of science but also
a unifying tool and an art form with wide-ranging
uses. Different branches of mathematics serve as
essential foundations for various careers. For in-
stance, algebra supports fields such as computer
science, cryptography, and chemistry; analysis and
differential equations are crucial in engineering,

biology, and business modeling; and geometry pro-
vides indispensable tools in both science and art
(Asnake, 2016).

Geometry is applied extensively by architects, en-
gineers, and scientists. It enables learners to un-
derstand the structure of their environment, from
crystal formations to planetary orbits, and it can
make mathematics more engaging and enjoyable
(Serin, 2018). Therefore, mathematics teachers are
expected to possess a thorough understanding of
geometry to effectively teach and inspire students.
Despite its significance, several studies have noted
that geometry remains underemphasized in school
curricula, particularly at the early stages of learning
(Melo & Martins, 2015).
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1.2 Statement of the Problem

Basic geometry encompasses core ideas such as
plane and solid figures, properties of polygons, rela-
tionships within triangles, criteria for similarity and
congruence, circle properties, and measurement
of length, area, and volume of three-dimensional
shapes like prisms, cylinders, cones, and spheres
(Melo & Martins, 2015). For mathematics teachers,
mastering these concepts is vital, as their confi-
dence and clarity directly influence how well stu-
dents grasp the subject. Unfortunately, research has
shown that many high school mathematics teachers
struggle with misconceptions or insufficient un-
derstanding of geometry. A lack of well-prepared
teachers has been identified as a key contributor to
students’ poor performance in mathematics, given
that teachers are the single most important factor
influencing achievement (Iheanachor, 2007).

In addition, gender differences in mathematics
achievement, particularly in geometry, have re-
ceived increasing attention in recent studies. Some
findings suggest that male students often perform
better than females in mathematical reasoning (Ku-
rumeh & Iji, 2009; Wushishi & Usman, 2013),
whereas other studies report no meaningful gen-
der gap (Popola, 2008, as cited in Asnake, 2016).
This inconsistency underscores the need for further
investigation.

Against this backdrop, the present study seeks to
examine the extent to which BSc graduates in math-
ematics education understand fundamental geome-
try concepts, while also exploring possible gender
differences in their performance.

1.3 Purpose of the Study

The main purpose of the study is to investigate
mathematics teacher’s knowledge or understand-
ing of some basic elementary geometry concepts.
Specifically, the study focuses on the adequacy of
mathematics teachers in teaching high school ge-
ometry. Currently, the graduates of mathematics
and natural science teachers are found to be least
competent to teach their subjects (MOE, 2016a) as
cited in (Tirussew, Amare, Jeilu, Tassew, Aklilu, &
Berhannu, 2018). Because of the least competitive
mathematics teachers, students may lose the benefit

of the investigative process in mathematics that can
be used to foster a relatively informal atmosphere
in a mathematics classroom in which communica-
tion and debate are encouraged. It has been stated
“mathematics classrooms were once envisaged as
silent places” and communication between children
(Quinnell, 2010).

Thus, it seems that teachers’ role in teaching geom-
etry lessons in high school is immense. However,
teachers seem resistant to committee themselves
and apply the principles of geometry lessons. There
is no research evidence for why the majority of
Ethiopian BSC graduated teacher’s feel uncomfort-
able with this teaching geometry lessons. Therefore,
more research is needed on assessing the extent of
understanding of BSC graduated teachers on basic
geometry concepts. Therefore, this study seeks an
answer for the following research questions.

1.4 Research Questions

1. To what extent do BSc-graduated teachers
understand and solve some basic elementary
geometry concept questions?

2. Does the comprehension and ability to solve
simple, elementary geometry problems differ
significantly between male and female BSc
graduates?

1.5 Objective of the Study

General Objective

The general objective of this study is to assess the
extent of understanding of BSC graduated teachers
on basic elementary geometry concepts.

Specific Objectives

The specific objectives of the present study are:

1. to explore the extent to which BSc-graduated
teachers understand and solve basic elemen-
tary geometry concept questions,

2. to assess the gender difference in understand-
ing and solving basic elementary geometry
questions among BSc-graduated teachers
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1.6 Hypothesis

Ho: There is no significant difference between the
two genders of BSc graduate teachers in understand-
ing and solving some basic elementary geometry
questions.

1.7 Significance of the Study

This study will benefit different parties. The study
will benefit BSC in Mathematics graduating teach-
ers by becoming aware of the principles and practice
of geometry lessons and implement it accordingly.
Moreover, it will help them move one step ahead
from where they are in their professional career.
BSC in Mathematics graduating teachers are also
expected to reflect on their practice and test theo-
ries and hypotheses in practice to become reflective
practitioners. Students also benefit from quality
instruction teachers deliver and improve their learn-
ing process, social skills and achievement when
teachers act in principled and informed ways.

2 Methods

2.1 Population and Sample

This study was conducted on BSC in Mathematics
graduate teachers of PGDT trainers. Population of
the study is Mathematics graduate teachers. There
were 53 PGDT trainers which ware the collection of
43 males and 10 females by convenience sampling
techniques all of them have participated in the study.

2.2 Design of the Study

This study adopted a quantitative case study design
to examine the extent to which BSc mathematics
graduates understand core concepts of elementary
geometry. Data collection focused on teachers
who were enrolled in the Postgraduate Diploma in
Teaching (PGDT) program. The analysis relied on
both descriptive and inferential statistics.

For descriptive statistics, measures such as percent-
ages, means, and standard deviations were used to
summarize participants’ responses. To determine
whether differences existed between male and fe-
male graduates, inferential analysis was performed
using an independent samples t-test. Statistical

significance was tested at the 0.05 level. This de-
sign was intended to provide both an overall picture
of participants’ understanding of geometry and
insights into possible gender-based variations.

Instruments:

A test that was prepared by the researcher from
Grade 8 and Grade 10 Mathematics Textbooks, ac-
cording to Ethiopian education system in 8th grade
levels basic geometry concepts such as Similar
Plane Figures, Similar Triangles, Further on Circle,
Angles in the Circle, Geometry and Measurements
(Theorems on the Right Angled Triangle, Introduc-
tion to Trigonometry and Solids Figures) (Gebreyes
& Basavaraju, 2016) and in 10th grade levels basic
geometry concepts such as Coordinate Geometry,
Trigonometric function, Plane Geometry and mea-
surement of surface area and volume of prism and
cylinder, pyramid, cone and spheres are included
(Bansal, Rachel Mary, Mesay, Gizachew, & Tesfa,
2010), which all achievement test of concepts of
elementary geometry are included in Grade 8 Math-
ematics and in Grade 10 Mathematics textbook
with detailed notes.

Seven open ended questions with fifteen items of
achievement test were prepared. The achievement
tests was constituted question one from plane fig-
ures, question two from Trigonometric function,
question three from Angles in the Circle, question
four from Plane Geometry, question five, six and
seven with three items each were from measure-
ment of surface area and volume of cone, pyramid
and prism. And validity of the test was examined
by two of his colleagues.

Test–retest correlation is often used as an indicator
of reliability, although the strength of the correla-
tion may vary depending on the time gap between
the two administrations. To quantify this type of
reliability, statistical analysis produces a coefficient
ranging from 0 to 1, where a value of 1 reflects
perfect agreement between the test and retest (Jack
& Norman, 2009). Since flawless correlation is
rarely attainable, most scholars consider values of
0.7, 0.8, or 0.9 as acceptable, depending on the
discipline. In this study, the instrument’s reliability
was examined using a test–retest procedure with a
30-minute interval, yielding a coefficient of 0.998.
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This very high positive correlation demonstrates
that the test instrument is highly reliable.

2.3 Data Analysis Technique

The achievement tests were distributed to partici-
pants, collected, and then analyzed systematically.
Responses were first summarized using descriptive
statistics including mean, percentage, and standard
deviation. Each item was scored numerically, and
weighted means were calculated to determine par-
ticipants’ average performance across categories.
A grand mean was then computed to provide a gen-
eral interpretation of their understanding. Standard
deviation values were also considered to show the
variability of responses around the mean. To assess
whether there were significant differences between
male and female participants, independent samples
t-tests were conducted. The analysis helped to
evaluate the extent of variation in understanding
of basic geometry concepts across genders. Find-
ings from these statistical procedures formed the

basis for interpretation, discussion, and drawing
conclusions about the participants’ knowledge level.

2.4 Presentation and Analysis of Data

In this section, the analysis and interpretation of
data and the major findings are presented.

2.5 Characteristics

A characteristic of the subjects is BSC graduated
mathematics teachers who take the training of
PGDT in 2019 at Dilla University. BSC graduated
mathematics teachers were given basic elementary
Geometric questions. Analyses of BSC graduated
mathematics teachers’ responses to questions items
are presented as follows.

• For question number one: To what extent
do BSC graduate teachers understand and
solve the following basic elementary geome-
try concept question?

Table 1: BSc teachers’ understanding and ability of analysis basic angle and line properties

Item Male Female Total
Q1 Incorr Corr Incorr Corr Incorr Corr

f % f % f % f % f % f %
1. From the following figure, find the

value of Y 40 93.1 3 6.9 8 81.8 2 18.2 48 90.7 5 9.3

As it can be seen from Table 1, it induces infor-
mation on the degree of male and female BSC
graduated teachers of mathematics solve basic el-
ementary geometry angle question. When asked
to find the value of Y of item one (93.1%) of
male mathematics teachers and (81.8%) of female
mathematics teachers i.e. 90.7% of the total mathe-
matics teachers did not correctly answer that it to
Y = 1070. Even though, all required properties
that help to solve the equation vertically opposite

angle, base angle of isosceles triangle, and supple-
mentary angle are mostly used in grade eight and
ten for instance in grade ten the following problems
need the above concepts to solve it.

This shows that BSC in mathematics teachers have
a lack of understanding of one or more of equality
of vertically opposite angles, congruency of base
angle of Isosceles triangles and the sum of straight
angle is 1800.
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(Bansal, Rachel Mary, Mesay, Gizachew, &
Tesfa, 2010)

Figure 1: Sample problems in Grade 10 geometry lesson

• For question number two: To what extent do BSC graduate teachers understand and solve the
following basic elementary geometry concept question?

Table 2: BSc Mathematics teachers’ ability to synthesis simple geometric concept with trig in real world

Item Male Female Total
Q2 Incorr Corr Incorr Corr Incorr Corr

f % f % f % f % f % f %
Lula is standing in the building and looking out
of a window at a tree. The tree is 20m away
from Lula. Lula’s line of sight to the top of
the tree creates a 600 angle elevation, and her
line of sight to the base of tree creates a 300

of depression. What is the height of the tree? 43 100 0 0 10 100 0 0 53 100 0 0

25



Asnake Muluye Dilla Journal of Education (2022), 1(2) 21–33

As it can be seen from Table 2, it induces infor-
mation on the degree of male and female BSC
graduated teachers of mathematics solve basic ele-
mentary geometry elevation question. When asked
to find the height of the tree (100%) of male mathe-
matics teachers and (100%) of female mathematics
teachers i.e. 100% of the total mathematics teach-
ers did not correctly answer that height of the tree

is 20m tan(600) + 20m tan(600) = 80
√

3
3 . But intro-

duction of Trigonometric concept with brief note
and examples are included in grade eight lessons
for instance one examplele that founded in grade
eight textbook is illustrated as follows.

This shows that BSc in mathematics teachers have
an inadequate understanding of applying simple
trigonometric functions.

(Gebreyes &
Basavaraju, 2016)

Figure 2: Sample problems in Grade 8 geometry lesson

• For question number three: To what extent do BSc-graduated teachers understand and solve the
following basic elementary geometry concept question?

Table 3: BSc teachers’ understanding of property of inscribed triangles in a circle

Item Male Female Total
Q3 Incorr Corr Incorr Corr Incorr Corr

f % f % f % f % f % f %
The figure shows △ABC inscribed in
circle D. If m < CBD = 34, then
find m < BAC 41 95.3 2 4.6 9 90.9 1 9.09 50 94.4 3 5.6

26



Asnake Muluye Dilla Journal of Education (2022), 1(2) 21–33

As it can be seen from Table 3, it induces infor-
mation on the degree of male and female BSC
graduated teachers of mathematics solve basic ele-
mentary geometry inscribed angle in circle question.
When asked to find the inscribed angle m < BAC
(95.3%) of male mathematics teachers and (90.9%)

of female mathematics teachers i.e. 94.4% of the
total mathematics teachers did not correctly answer
the inscribed angle m < BAC, where its answer
is 560. For instance, the above concepts are found
in grade 8 lessons as follows.

Figure 3: Additional sample problems in Grade 8 geometry lesson (Gebreyes & Basavaraju, 2016)

This shows that BSC in mathematics teachers have a deficit of understanding of properties of inscribed
angle in a circle, at the center of a circle and on a circle.

• For question number four: What extent does BSC graduate teachers understand and solve the
following basic elementary geometry concept question?

Table 4: BSc teachers’ understanding of surface area of regular triangles and quadrilateral

Item Male Female Total
Q4 Incorr Corr Incorr Corr Incorr Corr

f % f % f % f % f % f %
Find a total area of the following figure 43 100 0 0 10 100 0 0 53 100 0 0
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As it can be seen from Table 4, it induces infor-
mation on the degree of male and female BSC
graduated teachers of mathematics solve basic el-
ementary geometry of the above figure. When
asked to find the total surface area of the figure
(100%) of male mathematics teachers and (100%)
of female mathematics teachers i.e. 100% of the
total mathematics teachers did not correctly answer
the total surface area of the figure where its answer
is 36 + 6

√
6 cm2.

This shows that BSC in mathematics teachers has
a lack of skill and understanding of finding total
surface area of rectangle, triangle and trapezoid.

• For question number five: What extent
do BSC graduated teachers understand and
solve the following basic elementary geome-
try concept question?

As it can be seen from Table 5, it induces in-
formation on the degree of male and female BSC
graduated teachers of mathematics solve basic solid
geometry of conic section slant height, lateral sur-
face area, total surface area, and volume cone.

When asked to find:- slant height of cone (100%)
of male mathematics teachers and (90.9%) of fe-
male mathematics teachers i.e. 98.15% of the total
mathematics teachers did not correctly answer the
slant height of the cone where its answer is 10cm,
Lateral surface area of the given cone (100%) of
male mathematics teachers and (100%) of female
mathematics teachers i.e. 100% of the total math-
ematics teachers did not correctly answered the
Lateral surface area of the given cone where its an-
swer is 60cm2, total surface area of the given cone
(100%) of male mathematics teachers and (100%)
of female mathematics teachers i.e. 100% of the
total mathematics teachers did not correctly answer
the total surface area of the given cone where its
answer is 96cm2.

This shows that BSC in mathematics teachers have
a huge gap of skill and understanding of finding ba-
sic solid geometry of conic section of slant height,
lateral surface area, total surface area, and volume
cone.

Table 5: BSc teachers’ understanding of right circular cone

Item Male Female Total
Q5 Incorr Corr Incorr Corr Incorr Corr

f % f % f % f % f % f %
The altitude of a right circular cone is 4cm.

If the radius of the base is 3cm, then find
Slant height 43 100 0 0 9 90.9 1 9.1 53 98.15 1 0.02
Lateral surface area 43 100 0 0 11 100 0 0 54 100 0 0
Total surface area 43 100 0 0 11 100 0 0 54 100 0 0
Volume of cone 43 100 0 0 11 100 0 0 54 100 0 0

• For question number six: What extent do BSC graduate teachers understand and solve the following
basic elementary geometry concept question?
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Table 6: BSc teachers’ understanding of pyramid

Item Male Female Total
Q6 Incorr Corr Incorr Corr Incorr Corr

f % f % f % f % f % f %
The pyramid shown below has a square base,
a length of 8

√
2cm with altitude of 7cm,

then find
Slant height 43 100 0 0 10 90.9 1 9.1 53 98.2 1 1.8
Lateral surface area 43 100 0 10 100 0 0 53 100 0 0
Total surface area 43 100 0 10 100 0 0 53 100 0 0
Volume of cone 43 100 0 10 100 0 0 53 100 0 0

As it can be seen from Table 6, it induces in-
formation on the degree of male and female BSC
graduated teachers of mathematics solve basic solid
geometry of pyramid section slant height, lateral
surface area, total surface area, and volume cone.
When asked to find:- slant height of the pyramid
(100%) of male mathematics teachers and (90.9%)
of female mathematics teachers i.e. 98.15% of the
total mathematics teachers did not correctly answer
the slant height of the pyramid where its answer
is 9cm, Lateral surface area of the given pyramid
(100%) of male mathematics teachers and (100%)

of female mathematics teachers i.e. 100% of the to-
tal mathematics teachers did not correctly answered
the Lateral surface area of the given pyramid where
its answer is 144

√
2 cm2. The total surface area

of the given pyramid (100%) of male mathematics
teachers and (100%) of female mathematics teach-
ers i.e. 100% of the total mathematics teachers did
not correctly answer the total surface area of the
given pyramid where its answer is 62 + 144

√
2cm2.

But all the above concepts are found in grade eight
and ten lessons for instance.

(Gebreyes & Basavaraju, 2016; Bansal, Rachel Mary, Mesay, Gizachew, & Tesfa, 2010)

Figure 4: Sample problems in Grade 8 &10 geometry lesson
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This shows that BSC in mathematics teachers has
a huge gap of skill and understanding of finding
basic solid geometry of section pyramid of slant
height, lateral surface area, total surface area, and
volume cone.

• For question number seven: What extent
do BSC graduate teachers understand and
solve the following basic elementary geome-
try concept question?

Table 7: BSc teachers’ understanding of rectangular prism

Item Male Female Total
Q7 Incorr Corr Incorr Corr Incorr Corr

f % f % f % f % f % f %
The rectangular prism shown below
has a base, a length of 6cm, width
8cm and height 10cm, then find

Diagonal of rectangular prism 40 93.0 3 7.0 10 100 0 0 50 94.4 3 5.6
Total surface area of prism 41 95.3 2 4.7 10 100 0 0 51 96.3 2 3.7
Volume of prism 38 88.4 5 11.6 10 90.1 1 9.9 47 88.9 6 11.1

As it can be seen from Table 7, it induces in-
formation on the degree of male and female BSC
graduated teachers of mathematics solve basic solid
geometry of a diagonal of rectangular prism, the
total surface area of prism, and volume of prism.

When asked to find:- a diagonal of rectangular
prism (93%) of male mathematics teachers and
(100%) of female mathematics teachers i.e. 94.0%
of the total mathematics teachers did not correctly
answer the diagonal of rectangular prism where its
answer is 10sqrt2cm.

The total surface area of given a rectangular prism
(95.3%) of male mathematics teachers and (100%)
of female mathematics teachers i.e. 96.3% of the
total mathematics teachers did not correctly an-
swered the total surface area of given rectangular

prism where its answer is 416cm2, the volume
of prism of the given rectangular prism (88.4%)
of male mathematics teachers and (90.1%) of fe-
male mathematics teachers i.e. (88.9%) of the total
mathematics teachers did not correctly answer the
volume of prism where its answer is 480cm2.

This shows that BSC in mathematics teachers has
a huge gap of skill and understanding of finding
basic solid geometry of a diagonal of rectangular
prism, the total surface area of prism, and volume
of a prism.

• For research question number two (Is there
a significant difference in understanding and
solving basic elementary geometry questions
between male and female BSc graduates?)
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Table 8: Group Statistics

Group Code N Mean Std. Deviation Std. Error Mean
Female .00 11 1.5455 1.63485 .49293
Male 1.00 60 2.0500 1.85422 .23938

As Table 8 shows as the mean result on basic elementary geometry questions of BSC graduated mathematics
female teachers’ is 1.55 out of 15 and their standard deviation is 1.63. And mean result on basic elementary
geometry questions of BSC graduated mathematics male teachers’ is 2.05 out of 15and their standard
deviation is 1.85.

Table 9: Independent Samples t − test

Levene’s Test
for Equality
of Variances t − test for Equality of Means

95% CI of the
Sig. Mean Std. Error Difference

F Sig. t df (2-tailed) Difference Difference Lower Upper
FM Equal variances .008 .931 -.843 69 .402 -.50455 .59827 -1.70 .689

assumed

Equal variances -.921 15.130 .372 -.50455 .54798 -2 .663
not assumed

3 Discussion

The current study contains an analysis of assess the
extent of understanding of BSC graduated math-
ematics teachers on basic elementary geometry
concepts.

The results of this study indicate that participants
have a gap on solving basic elementary geometry
questions.

Basic elementary geometry mathematics knowl-
edge teachers use; students learn in 8th grade levels
basic geometry concepts such as Similar Plane Fig-
ures, Similar Triangles, Further On Circle, Angles
in the Circle, Geometry and Measurements (Theo-
rems on the Right Angled Triangle, Introduction
to Trigonometry and Solids Figures) (Gebreyes &
Basavaraju, 2016) and in 10th grade levels basic
geometry concepts such as Coordinate Geometry,
Trigonometric function, Plane Geometry and mea-
surement of surface area and volume of prism and
cylinder, pyramid, cone and spheres are included
(Bansal, Rachel Mary, Mesay, Gizachew, & Tesfa,
2010), and BSC graduated Mathematics teachers
must have adequate knowledge to provide instruc-

tion on this topic.

However, certainly all BSC graduated Mathemat-
ics teachers would know enough to answer those
basic elementary geometry questions correctly; it
is communal content knowledge not only for the
work of teaching geometry.

Since Mathematics teacher’s meaningful under-
standing of geometry could help them to develop
confidence to teach their students (Iheanachor,
2007) students’ learning influenced on teacher
knowledge and teaching performance.

Teachers’ competency and knowledge in using and
teaching mathematics are influential factors that
can influence students’ conceptual understanding in
problem posing (Rober, Capraro, & Capraro, 2018).
It is necessary to support teachers’ professional
development.

The findings in this study show that there is dis-
connect between qualification of BSC graduated
mathematics teachers’ and teachers’ knowledge on
basic elementary geometry concepts. And From
table 9 the significance level is 0.372 greater than
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0.05 this indicates there is no significant difference
in gender difference of BSC graduated mathemat-
ics teachers on understanding and solving basic
elementary geometry questions which agree with
null hypothesis.

4 Conclusion

In Ethiopia, all BSC mathematics graduates become
high school teachers after they took additional one-
year pedagogy course. The focus of this study was
on BSC graduated mathematics teachers.

In the present study, the result showed that BSC
graduated mathematics teachers do not have suffi-
cient understanding and skills to solve basic elemen-
tary geometry questions, even what they teach in
grade 8-10. If a teacher does not explain and solve
different elementary basic Geometric equations it’s
not possible to teach the operations to pupils.

The data also revealed that majority of teachers
don’t know the properties of vertically opposite an-
gles, alternate interior and exterior angles, straight
angles, the sum of angle of triangles, area of tri-
angle, area of rectangle, perimeter of triangle and
rectangle, volume of cylinder, volume of prism and
pyramid, slant high, diagonal and altitude of solid
geometry.

5 Recommendations

The study showed that BSC graduated mathematics
teachers do not have sufficient understanding and
skills to solve basic elementary geometry questions

• Teachers themselves should develop their
knowledge through professional develop-
ment program.

• It is therefore extremely important that the
stakeholders and the MOE have to step up
conscription efforts.

• In order to strengthen mathematics, universi-
ties have to take an action like a workshop to
fill the gap.

• It needs further study regarding BSc gradu-
ate Mathematics teachers’ understanding of
basic mathematical concepts.
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Abstract

The purpose of this study was to assess factors hindering Grade 11 female students’
participation and teachers’ strategies in EFL classrooms. To achieve the objective,
the researchers used a descriptive survey design and employed both qualitative and
quantitative methods. There are around 46 grade 11 sections in the selected weredas,
so the researchers selected 18 sections using a lottery system. Each section has
an average of 42 students. Among these, 40% are females, and the researchers
selected 176 female students using purposive sampling for this study. The researchers
employed three data-gathering tools. These are semi-structured interviews, classroom
observations, and questionnaires. The major findings indicated that female students
did not freely participate like male students do in the EFL classroom unless they
were called by their teacher; most female students were passive listeners. They
didn’t even ask questions for the briefing when the lesson wasn’t clear to them.
EFL teachers’ teaching strategy did not invite female students to participate in the
classroom discussion. According to the findings, EFL teachers should give male and
female students equal opportunity in classroom discussions. They also need to create
a conducive environment and gender-sensitive group formation since it builds female
students’ self-confidence.

1 Introduction

Classroom participation is an essential part of
language learning, and students must engage in
classroom activities in order to learn the foreign
language effectively. According to communicative
language teaching and task-based language teach-
ing assumptions, students should be included in and
engaged in teaching and learning activities to im-
prove their language competence (Larsen-Freeman,
2000; Richards & Rodgers, 2001). Classroom par-
ticipation in English as a Foreign Language (EFL)
classes develops students’ communication skills in
particular and is a crucial factor in fostering positive

learning outcomes in general. Crone (1997) noted
that if you engage students to participate in an active
learning environment, they have the opportunity to
become critical thinkers and, in turn, will be less
passive. Classroom participation in EFL classes
allows students to build on their knowledge, demon-
strate what they have understood in the lesson, and
develop confidence. It also lets students think criti-
cally and engage in dialogue with their colleagues
(Garside, 1996). Classroom participation is criti-
cal for students’ academic advancement as well as
preparing them for future careers by building their
confidence and ability to speak in front of others.
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Mack, L. (2012) stated that "classroom participa-
tion evokes feelings of power and powerlessness."
Students who don’t participate tend to feel excluded
and are ignored by their peers. EFL teachers’ teach-
ing strategy and students’ motivation are key factors
for ensuring equitable classroom participation. Ac-
cording to Fawzia A. (2002), pedagogical factors
like EFL teachers’ teaching strategies, the topic
of the lesson, and teaching style could influence
female students’ classroom participation. Students
who are motivated to participate in the classroom
become more critical thinkers, and their classroom
participation enhances their engagement in greater
thinking abilities.

Active classroom participation contributes a lot to
the success of education and students’ personal
development in the future. Tatar S. (2005) Class-
room participation is a fundamental interactional
and pedagogical task through which students dis-
play their involvement in EFL lessons. In line
with this idea, Liu (2005) stated that students who
actively participate tend to have better academic
performance compared to students who do not par-
ticipate. Furthermore, it is a common belief that
participation in verbal interaction offers EFL learn-
ers the opportunity to follow up on new words and
structures to which they have been exposed during
language lessons and to practice them in context.

In this case, providing opportunities for female
students to participate in classroom interaction or
discussion is really needed to foster their English
language competence and improve their communi-
cation comprehension. It is believed that students
who are actively engaged in EFL classroom par-
ticipation can develop their critical thinking and
achieve high academic performance. Despite such
importance, the majority of female students in
secondary schools are less active participants in
classroom discussion than their male counterparts
(Yenenesh T., 2013).

Thus, the current research seeks to search out the
factors that exert a crucial influence on female
students’ participation in EFL classrooms in four
selected secondary schools in the Gedieo zone.

2 Statement of the Problem

The relationship between participation and lan-
guage learning, which seems to be associated with
each other in several aspects, has been investigated
in various studies (Mondada & Pekarek-Doehler,
2004). However, using the target language in EFL
class is a struggle for many students in general and
female students in particular. From the researcher’s
teaching experience, most female students are not
willing to volunteer to participate in EFL classroom
discussion, are not asking for help using the tar-
get language, and are not willing to speak up in
small-group activities. This problem impedes their
English language performance.

According to Gan (2012), female students who
learn English as a foreign or second language are
usually passive and hesitant to participate in a class-
room discussion, and Le Thi Mai (2011) claims that
most female students are shy to speak in English
because they are afraid of losing face in front of
their classmates. In line with this, Aemiro Tenaw
(2018) revealed in his study that most female stu-
dents lack competence in the medium of instruction,
which is English. In fact, this problem is true for all
students, but most female students lack the confi-
dence to use the language in classroom discussions
due to different reasons. Their shyness influences
their participation in language learning, and this
situation can be considered a major problem faced
by many female students in secondary schools. The
present researchers observed this problem in detail
when they were HDP candidates and assigned to
secondary schools for teaching in the Geo Zone.
To help such shy students, EFL teachers need to
provide a supportive and encouraging climate that
helps female students feel more comfortable, more
confident, and less fearful of participating in the
class discussion. Therefore, engaging female stu-
dents in classroom participation is one of the strate-
gies that can potentially change their participation,
help them become more participative in the EFL
classroom, and provide quality education.

According to Yenenesh T. (2013), more than half
of the Ethiopian population is female. Therefore,
giving equal opportunity for female and male stu-
dents to participate in classroom discussion is very
important. EFL teachers need to create a conducive
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environment and gender-sensitive group formation
since it builds female students’ confidence and
makes them responsible for their learning.

There have been various studies conducted on the
academic achievement of female students at the
university level, and some of them were at the
secondary school level. For example, Yenenesh
T. (2013) conducted research in Harar Senior Sec-
ondary School and discovered that psychological
factors (including student motivation and level of
aspiration, as well as personal factors) affect female
students’ academic achievement. Gashahun Wami
(2019) conducted research in Woliso Secondary
School on problems affecting female students’ aca-
demic performance and discovered low-income
parents, a lack of adequate female role models, and
a lack of adequate female role models. However,
the study conducted by these researchers focused on
the academic performance and achievement of fe-
male students. Unlike the above studies, the present
study focuses on female students’ participation and
teachers’ strategies in EFL classrooms. As far as
the knowledge of the researchers is concerned, no
study was conducted on female students’ participa-
tion and teachers’ strategies in EFL classrooms in
Gedeo Zone secondary schools. Hence, this study
will contribute to filling the existing research gap.

3 Objectives of the Study

This research is designed to assess factors hindering
females’ participation and teachers’ strategies in
EFL classrooms, in the case of grade 11 students
in the Gedieo zone. Specifically:

• to identify the causes that hinder female stu-
dents’ participation in EFL classes

• to assess whether EFL teachers’ strategies af-
fect female students’ classroom participation

• to suggest possible solutions to alleviate the
problems identified

4 Materials and Methods

4.1 Research Design

The objective of this study was to assess factors that
affect female students’ participation and strategies

used by teachers in EFL classrooms in secondary
schools. The researchers used a descriptive survey
design and employed both qualitative and quanti-
tative methods. The qualitative research method
primarily addressed data gathered through inter-
views and observations. Whereas the quantitative
research method treated the data obtained through
the questionnaires administered to female students.

4.2 The Research Setting

The study was conducted in four government sec-
ondary schools in urban areas of Ethiopia’s Gedeo
Zone, SNNPRS. The subjects of this research were
grade 11 English teachers and grade 11 female stu-
dents from the four secondary schools. Two English
classes in each school were selected randomly in
each high school for classroom lesson-observation
purposes.

4.3 The Population and Sample of the Study

The target population for this study was secondary
school English teachers and grade 11 students. The
researchers attempted to survey four weredas in
Gedeo zone, including Bule, Yirgachefe, Won-
ago, and Dilla secondary schools. The researchers
selected one secondary school from each area us-
ing simple random sampling. There were around
46 grade 11 sections in the selected weredas, so
the researchers selected 18 sections using a lot-
tery system. Each section had an average of 42
students. Among these, 40% were females, and
the researchers selected 176 female students using
purposive sampling for this study. Besides the
semi-structured interview and the observation, the
researchers selected 8 EFL teachers using a simple
random sampling technique.

4.4 Data Gathering Tools

The researchers employed three data-gathering
tools. These were semi-structured interviews, class-
room observations, and questionnaires.

4.5 Data Analysis

Data from the interviews was transcribed, and the
observation data was coded and analyzed using
the qualitative method. The data gathered from
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the questionnaire, on the other hand, was analyzed
using frequency and percentage.

5 Considerations for Ethical Issues

The process of conducting the study must be ethi-
cally sound, as it is based on the participants’ free
will and motivation. Every effort was made to keep
the status of all participants and institutions and
the participants’ beliefs, opinions, and values un-
harmed. During data collection, the autonomy and

equity of the participants were well ensured. To that
end, the researchers first stated the purpose of the
study. The researchers attempted to pay the utmost
attention to maintaining the privacy, anonymity,
and confidentiality of the responses. Being aware
of cultural sensitivity, the research team tried to
confirm the intended readership. For classroom
observation and conducting interviews, prior per-
missions were obtained from school directors, head
teachers, and the classroom teachers.

6 Results and Discussion

6.1 Questionnaire Result on female students’ participation

Figure 1: Students’ response whether they freely express their thoughts/ ideas in EFL classes

The result of the data indicates that majority of
female students did not express their idea freely in
the English language classroom.

The data in figure 2 has shown that most female
students feel afraid to ask for clarification when the
lesson is not clear to them. Fassinger (1995) and
Gomez et al. (1995) asserted that female students’
fear of failing to demonstrate their intelligence in
the classroom, low levels of self-confidence and
feelings of confusion will cause them to become

passive, and thus less engaged in classroom discus-
sions.

The data in figure 3 shows that there is gender-
specific bias in different ways in the EFL classroom.
Gender bias is often present in classrooms, but
sometimes teachers may not even detect it (Lun-
deberg, 1997). Most teachers call on male stu-
dents more frequently than female students. This
decreases the participation of female students in
classroom discussions (Higgins, 2010).
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Figure 2: Students’ response on whether they ask for briefing when the lesson is not clear for them

Figure 3: Whether there is gender specific bias in EFL classroom

Figure 4: The advantage of Classroom participation in EFL class
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Figure 4 indicates that a great number of the re-
spondents believe that their classroom participation
will help them to improve their language compe-
tence. Concerning this, Ewens (2000) suggested
that classroom participation promotes a higher level

of reflective thinking and problem solving, includ-
ing application, analysis, synthesis, and evaluation,
and that information learned through discussion is
generally retained better than information learned
through lecture.

Figure 5: Students response on how they learn from their own classmate participation

Figure 5 indicates that most female students strongly
believe that their classroom participation will help
them to learn from their own contributions and the
contributions of their classmates. Mustafa et al.

(2010) claim that students who actively participate
in the classroom are expected to get better results.
Thus, poor participation may affect female students’
academic achievement.

Figure 6: Female students’ involvement in Classroom participation

The majority of female students, as shown in figure
6, concurred that participating in class activities
demonstrates their interest in EFL lessons.

Figure 7 shows that many female students felt that
their experiences with various forms of gender bias
at school have an impact on how they participate

in class. Today’s kids face significant gender dis-
crimination in the classroom, and numerous studies
have demonstrated that professors treat male and
female pupils differently (Aina & Cameron, 2011;
Garrahy, 2001; Higgins, 2010; Tindall & Hamil,
2004).
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Figure 7: Gender bias experiences in the school

Figure 8: Shyness makes students less participative in EFL classes

Figure 8 indicates that shyness is one of the factors
that make female students less participative in the
EFL classroom. According to Fassinger (1995) and
Howard et al. (2002), most female students are less

participative simply because they are afraid of other
students, their teacher, or they are embarrassed to
stand in front of their colleagues.

Figure 9: Poor pronunciation of words limits female students’ classroom Participation
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Figure 9 has shown that inaccurate or poor pronun-
ciation of words is one of the factors that limits
female students’ classroom participation in EFL
class. Performance anxiety and mispronunciation

of words make female students feel embarrassed
and make them less active participants in EFL
classes.

6.2 Result of the Questionnaire on EFL teacher’s strategies

Table 1: Teachers teaching strategies in EFL classroom

Key: (SA= Strongly Agree, A= Agree, U= Undecided, D= Disagree, SD= Strongly Disagree, N = number, F= frequency)

No. Items
Frequency and Percentage

F/N SA A U D SD TOTAL
1 Teacher’s poor teaching strategies affect female students’ N 49 54 22 39 12 176

classroom participation. % 28 31 13 22 7 100%
2 Girls are more likely to sit quietly unless they are called N 63 86 9 11 7 176

on by their teacher to respond questions. % 36 49 5 6 4 100%
3 EFL teachers only choose volunteers to answer questions; N 70 60 11 23 12 176

they did not give females the opportunity to participate. % 40 34 6 13 7 100%
4 Our English teacher creates conducive environment to help N 26 40 9 80 21 176

female students to participate freely in the classroom. % 15 23 5 45 12 100%
5 Our English teacher encourages me to participate in N 38 45 6 73 14 176

classroom discussion. % 22 26 3 41 8 100%
6 Our English teacher makes the lesson fun and interesting N 11 23 7 97 38 176

to enhance our classroom participation. % 6 13 4 55 22 100%
7 Our English teacher gives credit for our participation, N 13 19 1 91 52 176

so I motivated to participate. % 7 11 1 52 30 100%

The data in the above table indicates how EFL
teachers’ teaching strategies affect female students’
classroom participation.

In item one, 54 (31% of the respondents) agreed
that EFL teachers’ poor teaching strategies affect
their classroom participation. Similarly, 49 (28%)
of the respondents strongly agreed that EFL teach-
ers’ poor teaching strategies affect their classroom
participation. From this data, we can see how
teachers’ strategies affect female students’ class-
room participation.

Concerning item two, 63 (36% of the respondents)
strongly agreed and 86 (49% of the respondents)
agreed that girls are more likely to sit quietly unless
they are called on by their teacher to respond to
questions. On the other hand, 7 (4% of the re-
spondents) strongly disagree, and 11 (6%) of them
disagree that girls are more likely to sit quietly un-

less they are called on by their teacher to respond to
questions in an EFL classroom. From this data, we
can see that a great number of female students sit
quietly unless they are pushed by their EFL teacher
to participate in the classroom.

According to item three, 70 (40%) of the respon-
dents strongly agree and 60 (34%) of them agreed
that their EFL teacher only choose volunteers to
answer questions; they did not give females the
opportunity to participate. Whereas 12 (7%) of
the respondents strongly disagree and 23 (13%) of
them disagreed that their EFL teacher only choose
volunteers to answer questions; they did not give
females the opportunity to participate. From this
data we can say that EFL teachers did not give
equal opportunity for female students to express
their ideas on the lessons.

In item four, 26 (15%) of the respondents strongly
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agree, and 40 (23%) of them agree that their En-
glish teacher creates a conducive environment to
help female students participate freely in the class-
room. Contrastingly, 21 (12%) of the respondents
strongly disagreed, and 80 (45%) of the respondents
disagreed that their English teacher creates a con-
ducive environment to help female students partici-
pate freely in the classroom. However, nine (5%) of
those polled selected the option "undecided."From
the data, we can see that a great number of respon-
dents said that their EFL teacher did not create
conducive environments that helped their female
students participate freely in the EFL classroom.

Item five shows that 38 (22% of the respondents)
strongly agreed and 45 (26% of them) agreed. 73
(41% of them) disagreed, and 14 (8%) strongly
disagreed, that their English teacher encourages
them to participate in classroom discussions. On
the other hand, 6 (or 3% of them) said they were
undecided. From this data, we can see that almost
half of the respondents disclosed that their EFL
teacher didn’t encourage them in the classroom
discussion.

When we come to item six, 11 (6%) of the respon-
dents strongly agreed and 23 (13%) agreed. On the
contrary, 97 (55%) of the respondents disagreed,
and 38 (22%) of them strongly disagreed that their
English teacher makes the lesson fun and interesting
to enhance their classroom participation. Whereas,
seven (4%) of the respondents responded that their
English teacher makes the lesson fun and interest-
ing to enhance their classroom participation. From
this data, we can say that EFL teachers didn’t make
the lesson fun and interesting enough to increase
the students’ classroom participation.

According to item 7, 13 (7%) of the respondents
strongly agreed, and 19 (11%) of them agreed. In
contrast, 91 (52%) of respondents disagreed, and 52
(30%) strongly disagreed that their English teacher
rewards their participation, so they were motivated
to participate. From this data, we can say that En-
glish teachers at this grade level didn’t give credit
for their students’ participation, so their students
were not motivated to participate in the classroom
discussion.

6.3 Interview Data Analysis

The researchers selected eight EFL teachers to be
participants in the semi-structured interview. Af-
ter analyzing the data gathered from the interview,
the researchers divided according to the following
themes:

• Female students participate as well as male
students in the classroom discussion
Almost all eight EFL teachers that were se-
lected for the interview confirmed that female
students didn’t participate as well as male
students in the classroom discussion.

• Female students’ interest in participating
in classroom discussion
The majority of the respondents said that
female students are not interested in partici-
pating in the classroom discussion in an EFL
classroom. Three respondents stated that few
female students are interested in classroom
discussions and participate in them.

• Classroom participation and academic
achievement of female students in an EFL
class
Almost all of the respondents confirmed that
the majority of their female students have
less academic achievement in the English lan-
guage compared with their male classmates.
The respondents added that students who
actively participated in EFL classrooms had
good academic achievement. They believe
that female students’ poor academic perfor-
mance is due to their lack of participation in
EFL classes.

• Teaching strategies affect the extent of fe-
male students’ participation
The majority of the respondents asserted that
EFL teachers’ teaching strategies directly af-
fect female students’ classroom participation.

• Factors that affect female students’ partic-
ipation in EFL classes
All eight respondents assured me in one word
that fear is one of the major factors that af-
fect female students’ classroom participation.
The respondents further explained that, in
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addition to fear, there are some other factors
that affect female students’ classroom partici-
pation. These are lack of confidence, lack of
self-esteem among female students, shyness,
cultural influence, and family background.
Fassinger (1995) stated that advanced class-
room preparation as well as a student’s level
of confidence would determine their willing-
ness to participate within the classroom.

• Possible solutions to alleviate these influ-
ences

The majority of the respondents responded
that encouraging female students to partic-
ipate in the classroom, giving them advice,
and telling them the advantages of classroom
participation in language learning can be a
solution to increasing female students’ par-
ticipation.

6.4 Analysis of the Observation

The data from the observed classes showed that
EFL teachers obviously do not provide equal oppor-
tunities for male and female students to participate
in the classroom discussion. They didn’t give just
a little chance for female students to participate in
classroom discussion. The classrooms observed are
totally teacher-dominated, and in most classrooms
there were gender-biased situations. As stated by
Aina and Cameron (2011), gender bias experiences
that students encounter in schools can affect their
participation in classroom activities.

Besides, the teachers didn’t use various teaching
methods or strategies to motivate and encourage fe-
male students to practice the target language. They
gave oral and written activities to the students and
then asked only two or three volunteer students who
raised their hands to respond. The rest of the class,
especially the female students, sat idly and became
passive listeners.

The classroom led by a female EFL teacher, on the
other hand, indicated that the teacher’s role in en-
gaging female students in classroom discussion is
relatively better. In this classroom, female students’
classroom participation is relatively better than that
of classes led by male EFL teachers. However, it
was observed that some female students did not

volunteer to participate even if they were called
by their EFL teacher. They are concerned about
communication. According to Fassinger (1995;
Howard et al., 2002), communication apprehension
makes most female students less participative.

7 Conclusion

• The following conclusions were reached
based on the main revelations from the ques-
tionnaire, interview, and classroom observa-
tion.

• Unless their teacher called them, female stu-
dents did not participate as freely as male
students do in the EFL classroom. There
weren’t many female students who voluntar-
ily attended EFL classes.

• Most female students lack the motivation and
reluctance to participate in class discussions
in EFL.

• Most female students feel intimidated to par-
ticipate in class discussions. They simply sit
still and pay attention to their teacher. When
the lesson is not clear to them, they don’t even
ask questions for the briefing. There is gen-
der specific bias in most EFL classes through
calling only male students for classroom par-
ticipation and by giving less attention for
female students participation.

• The EFL teacher’s teaching method excluded
female pupils from the conversation in class.
The majority of the classes were taught by
the teacher. Since most female students have
lower levels of academic success and English
language proficiency than male students, they
didn’t give them the opportunity to partici-
pate in the teaching and learning process.

8 Recommendations

EFL teachers are expected to help or motivate fe-
male students to become active participants and
high achievers in their education because the female
population in our country (Ethiopia) is greater than
or equal to half of the total population. They can
increase female student participation by employing
various strategies, such as making the lesson fun
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and interesting. Therefore, EFL teachers should
design the lesson according to the interests of their
female students. EFL teachers should also use
positive nonverbal behaviors such as smiling and
nodding to acknowledge female students’ answers.
This can encourage shy and fearful students to par-
ticipate and share what they feel in the classroom
discussion.

Instead of calling only students who raised their
hands, EFL teachers should give equal time to male
and female students in class discussions. They also
need to create a conducive environment and gender-
sensitive group formation since it builds female
students’ confidence and makes them responsible
for their learning.

To increase female students’ classroom participa-
tion, EFL teachers should avoid teacher-dominated
classroom situations and instead use a communica-
tive teaching and learning approach. Teachers need
to give their students more time to use the language
in different ways. Students can easily develop their
language competence when they get the chance to
use it. Besides, giving credit for students’ class-
room participation can also increase the number of
female participants in the classroom discussion.

Conflict of Interest

The authors of this article confirmed that they have
thoroughly read and approved the manuscript to be
published in this journal.

Ethical Approval

Consent was sought form the research participants.
Confidentiality was maintained in reporting infor-
mation.

References

Aemiro T. (2018). Factors Affecting the Academic
Performance of Female Students at Higher Edu-
cation in Ethiopia: DebreMarkos University

Aina, O. E., & Cameron, P. A. (2011). Why does
gender matter? Counteracting stereotypes with
young children. Dimensions of Early Childhood,
39(3), 11-19.

Crone, J. A. (1997). Using panel debates to increase
student involvement in the introductory sociol-
ogy class. Teaching Sociology, 25(3), 214-218.
Retrieved from http://www.sagepub.com

Ewens, W. 2000. Teaching using discussion. In:
Classroom communication: Collected readings
for effective discussion and questioning, ed. R.
Neff and M. Weimer, 21–26. Madison, WI:
Atwood Publishing

Fassinger, P.A. (1995). Understanding classroom
interaction: Students’ and professors’ contribu-
tions to students’ silence. Journal of higher
education, 66(1), 82-

Fawzia Al-Seyabi. (2002). Factors Affecting
Students’ Oral Participation in University
Level Academic Classes within the Omani
Context. Second Annual National National
ELT Conference. March, 27 –28, 2002.
Sultan Qaboos University, Oman. http:
//www.essex.ac.uk/linguistics/pgr/
egcl/gspd5/Abstracts/AlSeyabi.shtm

Gan, Z. (2012). Understanding L2 Speaking Prob-
lems: Implications for ESL Curriculum De-
velopment in a Teacher Training Institution in
Hong Kong. Australian Journal of Teacher
Education, 37(1), 43–59.

Garrahy, D. A. (2001). Three third-grade teach-
ers’ gender-related beliefs and behavior. The
Elementary School Journal, 102(1), 82-94.

Garside, C (1996). Look who’s talking: A compar-
ison of lecture and group discussion teaching
strategies in developing critical thinking skills.
Communication Education, 45(3), 212-227.

Gashahun W. (2019). Major Problems Affecting
the Academic Performance of Female students:
the case of woliso woreda secondary schools.
Addis Ababa University.

Gomez, A.M., Arai, M.J., & Lowe, H. (1995).
When Does a Student Participate in Class? Eth-
nicity and Classroom Participation. Paper pre-
sented at the Annual Meeting of the Speech
Communication Association (81st, San Anto-
nio, TX).

44

http://www.sagepub.com
http://www.essex.ac.uk/linguistics/pgr/egcl/gspd5/Abstracts /AlSeyabi.shtm
http://www.essex.ac.uk/linguistics/pgr/egcl/gspd5/Abstracts /AlSeyabi.shtm
http://www.essex.ac.uk/linguistics/pgr/egcl/gspd5/Abstracts /AlSeyabi.shtm


Meretch Shiferaw and Firew Bogale Dilla Journal of Education (2022), 1(2) 34–45

Higgins, C. (2010). Gender identities in language
education. In: N. H. Hornberger& S. L.

Howard, J. R., Henney, A.L.(2002). Student partic-
ipation and instructor gender in the mixed-age
college classroom. The Journal of Higher Ed-
ucation, 1998; 69: 384–405. Retrieved from
https://ohiostatepress.org

Larsen-Freeman, D. (2000). Techniques and Prin-
ciples in Language Teaching. Oxford: Oxford
University Press.

Le Thi Mai. (2011). An investigation into factors
that hinder the participation of university stu-
dents in English speaking lessons. M.A Thesis:
English Teaching Methodology; Code: 60 14
10.

Liu, J. (2001). Asian students classroom commu-
nication patterns in U.S. universities: an emic
perspective Westport, CT. U.S.A: Greenwood

Lundeberg, M. A. (1997). You guys are overreact-
ing: Teaching prospective teachers about subtle
gender bias. Journal of Teacher Education,
48(1), 55-61.

Mack, L (2012). Does every student have a voice?
Critical action research on equitable classroom
participation practices. Language Teaching

Research, Vol 16, Issue 3, pp. 417 – 434.
10.1177/1362168812436922

Mondada, L.,&PekarekDoehler, S. (2004). Sec-
ond Language Acquisition as Situated Practice.
Modern Language Journal, 88, 501-518.

Mustapha, S. M., Rahman, N. S. N. A., &
Md.Yunus, M. (2010). Factors influencing class-
room participation: a case study of Malaysian
undergraduate students. Procedia - Social and
Behavioral Sciences, 9, 1079–1084.

Richards, J. C. and Rodgers, T. S. (2001) Ap-
proaches and Methods in Language Teaching.
Cambridge: Cambridge University Press.

Tatar, S. (2005) ’Why keep silent? The classroom
participation experiences of nonnative English
speaking students’. Language and Interactional
Communication, 5, pp. 284-293.

Tindall, T., & Hamil, B. (2004). Gender disparity
in science education: The causes, consequences,
and solutions. Education, 125(2), 282-295.

Yenenesh T. (2013). Factors Affecting Academic
Participation of Female Students in Harar Se-
nior Secondary School, Eastern Ethiopia, Indira
Ghandhi National Open University School of
Social Work. Addis Ababa, Ethiopia

45

https://ohiostatepress.org


DJE - 2022 1(2):46–60

Cooperative Training as a Means of Implementing Dual Training Model for
Sustainable Employment Opportunity in SNNPR, Gedeo Zone

Mesfin Demissie Ducalie1,∗, Mesfin Molla Demissie1, and Roza Belew Abebe1

1 Department of Educational Planning and Management, Dilla University, Ethiopia

Received: 30 June 2022 Accepted: 25 September 2022 Published: 12 October 2022

A R T I C L E I N F O.

Key words/phrases:
Cooperative training, Trainers,
Trainee, TVET

Abstract

Cooperative training in vocational education is a dual training system developed in
collaboration between businesses and TVET institutions. It aimed to provide trainees
with employable skills by spending the majority of their courses in practical sessions.
The main objective of the study is to explore the role of cooperative training in tracking
unemployment in TVET colleges. To achieve this goal, three major research questions
were formulated. These are the current cooperative training statuses. How does
cooperative training help to reduce unemployment? What factors are influencing
cooperative training? To answer these research questions, 385 research participants
were involved for both quantitative and qualitative data. Multistage sampling
was employed. An embedded mixed research design was used. Both descriptive
(frequency, percentage, and mean) and inferential (ANOVA and regression) statistics
were implemented to analyze the data. A survey questionnaire, an interview guide,
and document analysis were employed as data collection tools. The study identified
that, despite its weaknesses, the current status of cooperative training is promising. It
is significantly contributing to tracking youth unemployment. However, it is distressed
due to a lack of adequate demand assessment, weak collaboration in partnerships,
and an inadequate amount of industry and enterprise. It is recommended that TVET
colleges plan workshops and trainer training to equip them with the skills needed to
conduct demand assessments in collaboration with nearby universities. Likewise, a
strong partnership should be maintained with the government and non-government
sectors of the zone and regional states to eliminate challenges.

1 Introduction

Background of the Study

The study conducted on the role of cooperative
training in tracking youth unemployment at techni-
cal and vocational education and training colleges
in southern Ethiopia found the current cooperative
training program is promising in reducing youth
unemployment, though there was a lack of ade-
quate demand assessment, weak collaboration in
partnership, and an inadequate amount of industry
and enterprise. The mixed-method study was done
in SNNPR and Geo Zone on a total of 385 partici-

pants, including TVET leaders, trainers, trainees,
and enterprise office experts, by distributing ques-
tionnaires and conducting interviews. A pilot study
was done before the main research to check for its
reliability.

As a background, the article magnified the impor-
tance of vocational education to eradicate poverty
by creating employment opportunities. In support
of this, Shavit Shavit and Müller (1998), Müller and
Gangl (2003), and Breen (2005) wrote that voca-
tional education and training are advantageous for
the labor market, and individuals with a vocational
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background get jobs faster (Wolbers, 2007; Wolter
& Ryan 2011) and hence have a lower chance of
being unemployed upon their graduation (Ryan,
2001). The study related the theme to theoretical
backgrounds on the concept of dual training sys-
tems by describing the UK liberal market model,
the French state-regulated bureaucratic model, and
the German dual system model. It insisted on the
importance of dual training in creating permanent
employability opportunities for VE graduates. The
study further developed a conceptual framework
that was effected by the interaction between the
training institutions, both public and private, and
the industry at large.

The research touched on the main problems asso-
ciated with cooperative training, such as the insuf-
ficient availability of industries and enterprises, a
lack of coordination among the stakeholders, and
institutional and workplace problems. Keramati,
M.R. and Gillies, R.M. (2021) also identified lack
of familiarity with cooperative learning and its im-
plementation, issues associated with assessment,
and time constraints as challenges in implementing
cooperative learning programs. Furthermore, it has
discussed the importance of cooperative training
as a means of implementing a dual training model
to curb youth unemployment.

Technical and vocational education and training
(TVET) is concerned with the acquisition of knowl-
edge and skills for the world of work. In the past,
various terms have been used to describe elements
of the field that are now conceived as comprising
TVET. It is a system that aims at providing recip-
ients with the necessary knowledge and skills to
exercise a profession and be integrated with the
labor market (Irina, 2010). By combining the two
as Technical and Vocational Education, UNESCO
and the ILO (2001) ensured all forms and aspects
of technical and vocational education.

Vocational education and training are in all likeli-
hood as old as humanity (Maclean & Wilson, 2009).
Currently, UNESCO estimates that 80% of occupa-
tions are based on the application of technical and
vocational skills to the world of work (UNESCO,
2006). In the 1960s and 1970s, international de-
velopment agencies, particularly the World Bank,
played a significant role in popularizing the TVET

system in various African countries (Girma, 2009).

As well, the role of TVET is instrumental in creat-
ing wealth and emerging out of poverty by produc-
ing a skilled and entrepreneurial, or employable,
workforce. Technical and vocational education
and training in Ethiopia followed the school-based
model of training beginning with the establishment
of the system. The beginning of TVET in the formal
educational scheme dates back to 1920, when mis-
sion schools in Addis Ababa, Harar, and Dredawa
were teaching technical and vocational courses like
embroidery, different handicrafts, and home sci-
ence training to females while the males received
agricultural training. Then, in 1942, TVET as a
formal education was established in AA under the
name Ecole Nationale des Arts Techniques, later
renamed Addis Ababa Technical School (Girma,
2006).

But an autonomous strategy was developed in 2008.
Paramount, the major objectives of TVET are to
create and further develop a comprehensive, inte-
grated, outcome-based, and decentralized TVET
system, making them centers for technology capa-
bility, accumulation, and transfer (MOE, 2008). Its
expansion is accelerating at the moment. In 2017,
there were 582 TVET institutions in the country
under both government and non-government own-
ership. These institutions have a total of 24,179
trainers, of whom 22 percent are female. It enrolls
304,139 trainees or students in a year (MOE, 2017).
In SNNPR alone in 2017, there were 91 TVET col-
leges run by the government and non-government
organizations with a total of 3093 trainers and
74,486 trainees (SNNPR TVETB, 2018). In Gedeo
Zone alone, there are 4 TVET colleges and institu-
tions that have been providing cooperative training.

1.1 Statement of the Problem

Today, many African countries consider that the
infrastructure and equipment of TVET institutions
are, for the most part, obsolete, inadequate, and
unable to adapt to private sector expectations and
technological change (Atchoarena, 2002).

The major challenges facing the TVET system
nowadays have been acknowledged in ESDP-IV
(MoE, 2011). The major challenges are that the im-
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plementing bodies themselves have low awareness
about the benefits of TVET, stakeholders’ partici-
pation in the management and delivery of TVET
is inadequate, and both the experts and trainers of
the TVET system lack capacity and competence
to implement the TVET strategy (MOE, 2011).
Current standards for cooperative training stipulate
that 70% of formal TVET courses are delivered in
industries. This target is not, however, widely met,
although precise information is unavailable (MOE,
2015).

Currently, unemployment is a serious problem in
Ethiopia. The measurement of unemployment is
based on the three criteria that must be satisfied
simultaneously: "without "currently available for
work," and "seeking work" (ILO, 1983, as cited in
FDRE CSA, 2016).

Urban unemployment data are available for contin-
uous survey periods. Accordingly, in 2016, about
8,938,749, which is 16.9 percent of urban people,
were unemployed in Ethiopia. The survey result
reveals that the unemployment rate at the national
urban level was 16.9 percent. The corresponding
rates for males and females were 9.4% and 24.7%,
respectively. The unemployment rate in the regions
shows that the highest rate was recorded in Dire
Dawa Administration (23.9%), followed by Addis
Ababa at 21.0 percent, and the lowest rate was found
in Gambella (8.2%) and Harari Region (10.4%).
Also, unemployment in SNNPR indicates 11.5%
for males and 18.2% for females, which shows a
similar scenario. This indicates there is a serious
problem of unemployment that needs further study
to come up with constructive recommendations.

There are certain studies conducted by Matwos
(2013), Desalegn (2014), and Birhane( 2014) which
stress on challenges and opportunities of cooper-
ative training in the case of Oromia and SNNPR.
But, there is meager attention given to publishing
the paper on the role of cooperative training in
reducing unemployment. The role of cooperative
training as a means to mitigate unemployment is
less researched and publication is meager. But,
also these studies have time gaps and in no way
offer up to the dated image of TVET cooperative
training in the SNNPR; predominantly in the Zone
under consideration-that is, Gedeo Zone. Thus,

the current study will attempt to address time and
setting gaps.

Therefore, there is a need to conduct a study on
cooperative training as a means of implementing a
dual training model for a sustainable employment
opportunity in SNNPR, Geo Zone. The research
has revealed that technical and vocational education
and training have been playing a significant role
in providing human resources and enhancing the
structure of economic development in developing
countries (Ramadan & Xiaohui, 2019). It concen-
trates on a restricted range of training programs
and forces the TVET system to be inefficient and
irresponsive to labor market needs. Likewise, the
absence of an autonomously structured institution
that manages the collection of data on assessing the
training need and the sustainability of quality coop-
erative training makes it unreliable (Birhane, 2014).
According to the study of Geda (2021), among
others, scarcity of training equipment, mismatch of
training material with occupational standards, and
loose consideration given for TVET are topical con-
straints in Ethiopia. Furthermore, unemployment,
job creation, and skills development incapability
are becoming major challenges in Africa due to the
lack of attention paid to TVET training (Inyiagu,
2014). Accordingly, this study was conducted to
identify the current status of cooperative training in
TVET, the role of cooperative training in reducing
unemployment, and to detect factors affecting its
effectiveness.

Theory

Among three distinct European TVET models,
namely the UK liberal market model, the French
state-regulated bureaucratic model, and the Ger-
man dual system model, cooperative training as
well as the German dual system model have been
highly encouraged as a type of TVET in enabling
the economic development of countries (Fawcett,
Sawi, & Allison, 2014).

According to Fawcett et al. (2014), cooperative
training or the dual-system model of German es-
tablishes effective practical learning through ap-
prenticeships, on-the-job training, and internships.
Hence, the model is effective in making sufficient
numbers of apprenticeship and internship place-
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ments for the trainee.

Germany’s dual training system, as well as the
TVET cooperative training approach, are well de-
fined and have evolved over time in Germany and
other countries such as Austria and Switzerland
(Pilz & Wieman, 2021).This model was designed
primarily to address both the skills shortage and the
unemployment problem that many countries face.

The literature suggests important points for the
effective implementation of the dual model. The
European Commission (2019) states that the dual
vocational training system is grounded on training
occupations. It refers to training courses that are na-
tionwide and planned in training regulations; they
mainly aid in the objective of providing the trainee
with vocational requirements. The fundamental
objective is to offer them chances for long-lasting
employment. Also, the training is to deliver en-
trepreneurial business skills with qualified skilled
labor for an extended period of time. The training is
usually undertaken within two conjoining learning
sites: the company or enterprise and the TVET
institution.

Industry-based training—"the training at the work-
place"—has to be a major part of the trainee’s
training time at the vocational college or insti-
tution. That is why in Ethiopia’s dual training
modality, 70% of training activities are expected to

be performed at the workplace or on the company
site. Therefore, effective implementation of the
dual system implies strong involvement between
the enterprise, the government, and the collective
partners, including the private and public sectors.

Some findings substantiate that dual-model voca-
tional training has a significant contribution to track-
ing unemployment. Among these, Saleh (2017)
reveals that vocationally trained graduates were
more likely to be employed than those with amateur
or no vocational training. Even adult workers with
vocational training have a higher chance of being
employed full-time than other adult workers who
do not have the same training. Similarly, research
conducted in China’s poorest province, Gansu, iden-
tified the pleasing contribution of Germany’s dual
training model (Postiglionea et al.Tang, 2019).

They illustrate Dual models. The German TVET
model highly contributes to addressing six determi-
nant difficulties: graduate employment, the success-
related problem of enterprises, internship place
constraints, teacher upgrading, quality standards,
and poverty mitigation. Provision of an incentive
mechanism for enterprises, long-sustaining employ-
ment stability, professional career development of
trainers, and a well-equipped information system
for institutions, selecting systematically, and plac-
ing interns are prominent best practices gained from
the area in implementing this model.

Figure 1: Conceptual framework of Ethiopian Dual Training System
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Moreover, Paryono (2017) identified that the Ger-
man dual-system model meets the labor market
demand by contributing to sustainable develop-
ment, especially in green job formation, which
positively aids in sustainable environmental de-
velopment. According to BMZ (2012), the dual
TVET training model had better play a vital role
in tracking employment problems by transferring
needs-oriented social and personal skills, thereby
improving graduate employability.

2 Methods

TVET leaders, trainers, trainees, and enterprise
office experts were chosen for this embedded mixed
research using simple random, stratified, and pur-
poseful methods. Purposive for TVET leaders, a
simple random sampling technique for trainers, and
strata for trainees were used. Questionnaires and
interviews were used in collecting data from the
respondents. The questionnaire and interview were
self-prepared based on a review of related literature.

The questionnaire includes 42 questions and four
scopes, including the status of cooperative training
in TVET (Questions 1–10), the effects of coopera-
tive training in reducing unemployment (Questions
1-9), stakeholder contributions to the effectiveness
of TVET (Questions 1–5), and factors affecting
the effectiveness of cooperative training (Ques-
tions 1–18). This questionnaire was answered on a
five-point Likert scale (from strongly disagree to
strongly agree, and from very low and very high
scales).

The quantitative tools were tested in Gedeb Wereda
TVET College, which was not chosen for the main
study, and their reliability was scientifically as-
sessed using Chronbach’s alpha statistics. Like-
wise, the reliability tool was reported as having

a 0.81 coefficient using Cronbach’s alpha coeffi-
cient. According to the literature, a figure of 0.75 or
higher is usually used as a rule of thumb to denote
an acceptable level of reliability (Singh, 2007). A
demographic questionnaire was used to collect data
on the demographic characteristics of the partici-
pants, including age, sex, educational qualification,
and service year. The Dilla University Institute of
Education and Behavioural Science’s Center for
Education Studies and Research approved this study.
Finally, the data were analyzed using appropriate
statistical analysis such as frequency, percentages,
mean, standard deviation, ANOVA, and regression
in SPSS version 22.

3 Results and Discussion

3.1 Results

In terms of demographics, more than half of the
respondents 193 (52%), are male, and 138 (48%),
are female. It affirms the status of female participa-
tion in the sector as being in progress and a little bit
promising. Likely, the majority, 43 (52%) of leader
and trainer respondents, have 1–5 years of service,
and only 12 (11% of respondents) have 16 years of
service or more. This implies that the majority of
TVET workers are less experienced; specifically,
trainers have fewer experiences than the leader’s
group. This suggests that the status of TVET col-
leges in terms of retaining workers or trainers is
low. Trainers’ educational backgrounds confirm
that 31 (60%) of respondents are degree holders,
and the rest 15 (30%) of respondents are MA or
MSc holders. This data ensured that trainers’ edu-
cational backgrounds met standards, as the required
minimum standard set to be an instructor was at
least 30% M.A./MSc degrees and 70% B.A./BSc
degree holders (MOE 2006, cited in Wondfraw,
2015).
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Table 1: Results for Status of Cooperative Training

SN Variables No
Descriptive ANOVA

Mean SD F Sig.
1 Provisions of the entrepreneurship course for trainee 325 3.85 .777 3.99 .019
2 Enable trainees to achieve the necessary competences 325 3.87 .741 3.822 .022
3 There is practices of adapting the curriculum to the world of Work 325 2.95 .781 .472 .624
4 TVET industry partnership has been strongly established 325 2.94 .759 .779 .460
5 All training programs are demand driven in the colleges 325 2.10 .711 .034 .967
6 Intensive training is provided for both rural and urban labour market 325 2.10 .695 .226 .798
7 Adequate resource granted to facilitate training 325 2.19 .750 2.782 .063
8 Labour market demands assessments are conducted 325 2.06 .666 .387 .679
9 Skill gaps are properly identified before provision of training 325 1.51 .898 1.43 .241
10 There is enough industry and enterprise space for CT 325 1.46 .869 .328 .720
11 Practice of encouraging through advertising, &financial incentives 325 1.46 1.285 .123 .885
12 Full collaboration during planning of CT with industries ensured 325 1.44 8.09 .239 .787
*Significant at p < 0.05. Source: Researchers’ Field Survey Result
Note: 1-1.8 strong disagreement, 1.9-2.6 disagreement, 2.7-3.4 Undecided, 3.5-4.02 Agree & 4:21-5.00 strong agreement.

Out of the 379 questionnaires distributed, 325 were
filled out by the participants, representing a re-
sponse rate of 85%. Most participants, 250 (76%)
were trainees, and the rest, 75 (24%), were trainers
and leaders.

Hence, Table 1 shows that respondents are "agreed"
(mean values range from 3.5 to 4.20), with the state-
ments "Provisions of the entrepreneurship course
for trainees" having x= 3.85, SD =.777, and "En-
able trainees to achieve the necessary competen-
cies" having x= 3.87, SD =.741. However, the
other respondents are "undecided" (ranging from
2.70 to 3.40) with two statements that indicate
the status of TVET cooperative training. These
are "practices of adapting the curriculum to the
world of work," with a grand mean score of x=2.95,
SD=.781, and "TVET industry partnership has
been strongly established," x=2.94 and SD=.759.
Besides, respondents "disagreed and strongly dis-
agreed" (1.00–1.80) with the eight statements: "All
training programs are demand-driven; intensive
training is provided for both rural and urban labor
markets; adequate resources are granted to facilitate
training; labor market demands assessments are
conducted; skill gaps are properly identified before
the provision of training; there is enough industry
and enterprise space for CT ; the practice of encour-
aging trainees; and full collaboration during the
planning of CT with industries is ensured." The

grand mean is x= 2.10, 2.10, 2.10, 2.19, 2.06, 1.51,
1.51, 1.46, 1.46, 1.46, 1.46, 1.46, 1.46, 1.46, 1.46,
1.46, 1.46, 1.46

The result reveals that cooperative training is
promising in terms of providing entrepreneurship
courses and enabling trainees to achieve the nec-
essary competencies. However, it is constrained
by other potential aspects of cooperative training,
including granting adequate resources, identifying
skill gaps before the provision of training, the un-
availability of enough industry, and collaborative
planning with industry. Except for items one and
two (p = 0.019 and 0.022 0.05), the ANOVA test re-
sult revealed no statistically significant differences
in mean value in all ten cases (p = 0.624, 0.460,
0.967, .798, .063, .679, .241, .720, .885, .785 >
0.05). It consolidates the findings as perceived by
the majority of respondents.

Supporting this finding, interviewee respondent "B"
said that the available industries, as well as enter-
prise, are not sufficient for cooperative training in
the Geo Zone. The problem is countrywide. There-
fore, TVET institutions are forced to provide more
training at the college by accessing materials and
machines. Also, respondent "A" asserted that iden-
tifying skill gaps before the provision of training
has practical constraints on the side of technical
and vocational education and training.
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Table 2: Effects of Cooperative Training in Tracking Unemployment

SN Variables No
Descriptive ANOVA
Mean SD F Sig.

1 Graduates’ Communication and collaborative ability 325 3.83 .813 .966 .382
2 Graduates’ ability of developing adaptable skills to their environment 325 3.81 .903 .247 .782
3 Graduates’ access to get start up finance credit 325 3.70 .986 .210 .811
4 Graduates’ ability of creating their own businesses 325 3.02 .835 .421 .657
5 Ability of using relevant training machines to local situation 325 2.96 .796 .708 .493
6 Graduates’ trend of getting job opportunity 325 2.96 .736 .176 .839
7 Graduates’ ability of assessing the realistic labour market 325 2.94 .868 .063 .938
8 Graduates’ business management skills and openness to risk 325 2.92 .855 2.66 .071
9 Success of self-employed graduate in small and micro enterprise 325 2.90 .818 1.190 .306
10 Graduates’ access to land or structures to operate 325 1.91 .874 .319 .727
*Significant at p < 0.05. Source: Researchers’ Field Survey Result
Note: 1-1.8 very low, 1.9-2.6 low, 2.7-3.4 moderate, 3.5-4.20 high & 4.21-5.00 very high.

Table 2 presents the effects of cooperative training
on tracking unemployment. Hence, respondents
rated "high" (mean values range from 3.5 to 4.20) on
variables "graduates’ communication and collabora-
tive ability" having x= 3.83, SD =.813, "graduates’
ability to develop adaptable skills to their environ-
ment" having x= 3.81, SD =.903, and "graduates’
access to get start-up finance credit" having x=
3.70, SD =.986. However, the respondents rated
"moderate" (mean values ranging from 2.70 to 3.40)
on six variables. It includes "graduates’ ability to
start their own businesses," "ability to use relevant
training machines in the local situation," "gradu-
ates’ trend of getting job opportunities," "graduates’
ability to assess the realistic labor market," "grad-
uates’ business management skills and openness
to risk," and "success of self-employed graduates
in a small and micro-enterprise" with grand mean
scores x=3.02, 2.96, 2.96, 2.94, 2.92, and 2.90
SD =.83 Aside from that, respondents were rated
"low" (1.0-1.8) on the variable "graduates access
to land or structures to operate," with a grand mean
value of x=1.91 and a standard deviation of.874
respectively. F (0.966, .247, .210, .421, .708, .176,
.063, 2.66, 1.190, and .319; P= 0.382, .782, .811,
.657, .493, .839, .938, .071, .306, and .727, respec-
tively) show that there are no statistically significant

differences between the respondents. Thus, the pre-
sented result justifies the effects of cooperative
training in tracking unemployment as significant,
in which the majority of respondents rated "high"
and "moderate" for the given variables that illustrate
the graduate’s ability to develop adaptable skills
and to start their business. Whereas access to land
or structures to operate their businesses has been a
major challenge for graduates.

Table 3 shows the effect of cooperative training on
unemployment tracking using a linear regression
model. The linear regression model statistical test
result shows r= .890 coefficient and p= .017, 0.05,
as well as [R= .890; p= 0.017, 0.05] for the depen-
dent and independent variables. The independent
variables are graduates through cooperative train-
ing, and the dependent variable is the employment
rate in each year. The year encompasses data from
2014 to 2018 for five consecutive years for both
variables. The study reveals cooperative training
has an estimated 79% impact on increasing the
employment rate, and the model is the best fit since
p= 0.17, 0.05 acknowledges statistical significance.
This is happening due to the number of graduates,
and the number of employed graduates each year
has been increasing across the years.
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Table 3: Liner regression on effect of cooperative training in tracking unemployment

Model Summary
Model R R Square Adjusted R Square Std. Error of the Estimate

1 .890a .793 .741 77.962
a. Predictors: (Constant), Graduate Through Cooperative training

ANOVAa

Model Sum of Squares df Mean Square F Sig.
Regression 93035.259 1 93035.259 15.307 .017b

1 Residual 24312.074 4 6078.019
Total 117347.333 5

a. Dependent Variable: Employment Rate
b. Predictors: (Constant), Graduate through cooperative training

Thus, based on this data, one can conclude that
though unemployment is a serious problem in the
area, there is a reality that assures TVET colleges
in southern Ethiopia, particularly Gedeo Zone that
they have been contributing most to tracking youth
unemployment through cooperative training.

Cooperative training or TVET training, accord-
ing to interview respondent "A," significantly con-
tributes to employment opportunities. Annually, a

greater number of graduates have been participat-
ing in different job opportunities like construction
(paving stone, metal work, etc.), greenery, poultry,
food preparation, surveying, metal work, and hotel
management.

This finding is in line with empirical literature
that says youth unemployment is low in countries
with well-working dual VET systems (European
Commission, 2020).

Table 4: Institutions Related Factors Affecting Cooperative Training in TVET

SN Variables No
Descriptive ANOVA

Mean SD F Sig.
1 Discrepancy between number of trainees and capacities of

enterprises to provide training 325 4.32 1.180 .625 .536
2 Inadequacy of physical facilities, for provision of training 325 3.84 .913 .294 .746
3 Low commitment of TVET leaders 325 3.73 .927 1.852 .159
4 Financial problems of trainee to afford training fee 325 3.14 .824 .114 .892
5 Lack of collaboration among TVET stake holders 325 3.20 2.89 .441 .644
6 Low trainers motivation and Commitment 325 2.37 .933 .776 .461
7 Trainers less qualifications, and pedagogical knowledge 325 2.31 .923 1.652 .193
8 High cost of TVET training 325 2.29 .914 4.78 .009

*Significant at p < 0.05. Source: Researchers’ Field Survey Result.
Note: 1-1.8 very low, 1.9-2.6 low, 2.7-3.4 moderate, 3.5-4.20 high & 4.21-5.00 very high.

Several institution-related factors have been af-
fecting cooperative training in TVET. Table 4
presents institution-related factors affecting cooper-
ative training. Thus, respondents rated "very high"
(mean values range from 4.21 to 5.00) on the vari-
able "discrepancy between the number of trainees

and capacities of enterprises to provide training,"
with x= 4.32 and SD= 1.180. Also, respondents
rated "high" for "inadequacy of physical facilities,
provision of training," and "low commitment of
TVET leaders," with x= 3.84, SD= .913, and 3.73,
SD= .927, respectively. Furthermore, respondents
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rated "moderate" (mean values ranging from 2.7
to 3.4) on "financial difficulties of the trainee in
affording training fees" and "lack of collaboration
among TVET stakeholders," with x= 3.14 SD=
.824 and x= 3.20 SD= .644, respectively. Respon-
dents rated "low" for "lack of collaboration among
TVET stakeholders," "low trainer motivation and
commitment," "lack of trainer qualifications and
pedagogical knowledge," and "high cost of TVET
training," respectively, with x= 3.20, 2.37, 2.31,
and 2.29, and SD= 2.89, .933, .823, and .914.

The ANOVA test result, F (0.625, .294, 1.852,
.114, 441, .776, 1.652, & 4.78), P= 0.536, .746,
.159, .892, .644, .461, & 193, > 0.05, authorizes

this because there are no statistically significant
differences between the respondents’ perspectives.
However, there is a statistically significant differ-
ence for item eight that states "high cost of training"
is among the factors influencing cooperative train-
ing, considering it has less impact on training.

Likewise, qualitative data confirming this finding
says:
Interviewee C said that institutional-related factors
like less infrastructure and low commitments of
academic and administrative staff members are
among the main problems negatively influencing
cooperative training.

Table 5: Work Environment Related Dynamics Affecting TVET Training

SN Variables No
Descriptive ANOVA

Mean SD F Sig.
1 Insufficient working capital 325 4.29 1.251 .026 .975
2 Collateral loan requirement by credit and saving organizations 325 4.23 1.317 .131 .878
3 Lack of market place for display or sale 325 3.63 .946 1.785 .169
4 High market competition 325 3.56 1.039 .477 .621
5 Lack of infrastructure like electric city, and water 325 3.51 1.035 .789 .455
6 Lack of linkage between market and enterprise 325 3.63 .955 .061 .941
7 Lack of similarity of activities during training with the

activities in the world of work 325 3.58 .925 .795 .453
8 Non availability of raw materials in close proximity 325 2.00 .669 .445 .641
9 High level of taxes 325 2.06 .736 .004 .996
10 Insufficient size of production to get profit 325 2.79 .826 .858 .425
*Significant at p < 0.05. Source: Researchers’ Field Survey Result.
Note: 1-1.8 not problem, 1.9-2.6 minor problem 2.7-3.4 moderate problem, 3.5-4.20 major problem& 4.21-5.00 very serious problem.

Table 5 illustrates work environment-related dynam-
ics that hinder cooperative training. Concerning
this, respondents rated a "very serious problem"
(mean values range from 4.21 to 5.00) on the vari-
ables "insufficient working capital" and "collateral
loan requirement by credit and saving organiza-
tions" with x= 4.29 and 4.23, SD= 1.251 and
1.317, respectively. Similarly, respondents rated
"major problem" (mean values ranging from 3.50
to 4.20) for five variables, including "lack of market
place for display or sale, high market competition,
lack of infrastructure such as electric cities and
water, lack of linkage between market and enter-
prise, and dissimilarity of activities during training

with activities in the world of work," with x= 3.63,
3.56, 3.51, 3.63, and 3.58 SD = 0.946, 1.039,
1.035. Furthermore, respondents ranked "minor
problem" (mean values ranging from 1.9 to 2.6)
for two variables: "nearby raw material availability,
insufficient size of production to gain profit, and
high level of taxes," with x= 2.00, 2.06, and 2.79
SD= .669, .736 and .826 correspondingly.

The ANOVA test result, F (.026, .131, 1.785, .477,
.789, .061, .795, .445, .004 & .858; P= 0.975,
.878, .169, .621, .455, .941, .453, .641, .425 &
.996, > 0.05), supports this because there is no
statistically significant difference between the re-
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spondents’ perspectives. Thus, it validates that
the majority of respondents have an almost similar
understanding of environmental-related factors as
being among the major dynamics hindering the
success of cooperative training in the study area.

Likely, interviewee C said that:
Institutional factors such as fewer infrastructures
and low commitments of academic and administra-
tive staff members are serious issues that have a
negative impact on cooperative training.

At the same time, interviewee A said that "textitab-
sences of motivation as well as an incentive package
for enterprise or industry ownership and trainers
are among the greatest challenges ever affecting
cooperative training."

Discussion

The analysis of the empirical results along with the
theoretical frameworks included in this research
has provided insights into the various issues of
cooperative training. As a result of this quantitative
and qualitative analysis, important discussions are
made that has implications for the improvement of
cooperative training.

The philosophical basis of Ethiopian TVET is
grounded in the vision of raising the level of ed-
ucation and creating a self-reliant and innovative
society. Moreover, it is primarily focusing on
preparing the youth today and in the future as well.
To implement this, TVET institutions are expected
to address praiseworthy cooperative training, which
would maintain a dual training system that demands
30% of theoretical training in the colleges and the
rest of the percentage of training in industry work-
shops. Findings indicate that the current state of
cooperative training in TVET colleges is precarious
due to a lack of adequate demand assessment, a
lack of partnership collaboration, an insufficient
amount of industry and enterprise, and a reduced
practice of encouraging potential stakeholders.

This finding substantiates the research results of
the previous study. According to Aman (2021), the
most common challenges trainees face when learn-
ing practical skills are a lack of training resources,
a mismatch between training equipment and es-

tablished training standards, and fewer concerns
dedicated by the institution to industrial or enter-
prise collaboration. Equally, there are trainers who
are incapable of demonstrating their expertise and
knowledge during the practical training of skills.
Moreover, there is empirical evidence revealing
that in developing countries, states importunately
call for TVET growth, but there are still several
limitations deterring this field from accomplish-
ing the demanded standards and accomplishments,
such as management systems and financial support
(Xiaohui & Ramadan, 2019). This study varies
from previous research findings regarding the weak-
ness of demand assessment before the provision
of training and the mismatch of the industry with
trainee numbers, which are the points of departure
from those referred research findings.

Despite its several limitations, cooperative training
is significantly contributing to tracking unemploy-
ment. Therefore, TVET could be the greatest
means to escape poverty. Furthermore, graduates’
ability to develop adaptive skills, communication,
and collaborative abilities, the trend of getting
job opportunities, and getting access to start-up
finance credit are encouraging practices. The re-
gression model estimate specifies that 79.3 percent
of employment opportunities obtained by TVET
graduates are due to employability skills obtained
from the training. However, for self-employed grad-
uate entrepreneurs, access to land or structures to
operate is not promising.

This may adversely affect TVET’s journey to reduce
unemployment. Researchers addressed themselves
to ten enterprises organized by TVET graduates
years ago; almost all of them are suffering due to
the absence of places to display their products. It
magnifies through cooperative training, which is
significantly contributing to employment, but it is
bottlenecked by several constraints.

This finding is supported by the literature, which
shows that expanding technical and vocational edu-
cation has a displacement effect on less educated or
secondary school-leaving workers. Amazingly, the
study reveals a 10% increase in vocational educa-
tion graduates in the labor market, which minimizes
the opportunity of having a formal job by 4.9% for
male secondary school graduates (Machikita &
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Fukunishi, 2017). This elaborate training from
technical and vocational education has enabled
TVET graduates to get employment opportunities
to the advantage of those who have no such training,
while at the same time reducing unemployment.

The discussion paper conducted by the University
of California and the World Bank discloses that
the effect of TVET cooperative training on employ-
ment is positive but adjacent to zero and statistically
not significant. Even the positive effects are heavy
when training is offered by the institutions of the
private owner (Hirshleifer, McKenzie, Almeida, &
Ridao-Cano, 2014). Similarly, this research reveals
the existence of the positive impact of coopera-
tive training on reducing unemployment, which
in turn substantiates its positive effect on raising
employment opportunities. On the other hand, the
study brought the impact statistically significant in
reverse to previous findings in advance of the pre-
vious study.Further, it is stated that dual vocational
education and training are well recognized in Eu-
rope and are reputable, for example, in Austria and
Germany. Youth unemployment in countries with
well-working dual VET systems is low (European
Commission, 2020). The informal and traditional
rural sectors, in particular, play an important role
in providing massive employment opportunities;
this necessitates employability skills from technical
and vocational education (UNESCO, 2016).

Because of the astonishing nature of technical and
vocational cooperative training, several studies rec-
ommend the government give it due focus by broad-
ening access, improving funding, and holistically
restoring the sector needed to tackle the load of
unemployment and create wealth to a great extent
(Inyiagu, 2014; Jwasshaka & Fadila, 2020; Saleh,
2017; Obidile, Obi, & Ikpat, 2020; Ogbunaya &
Udoudo, 2015).

Also, the study identified that institutional and
work environment-related factors are among the
major dynamics affecting the success of coopera-
tive training. Institutional-related factors like fewer
infrastructures, the inadequacy of physical facili-
ties, the lack of a marketplace for enterprise, and
low commitments of academic and administrative
staff members are serious problems negatively af-
fecting cooperative training. In addition to this, the

absence of motivational support as well as an incen-
tive package for enterprise or industry ownership
and trainers is among the most serious challenges
ever affecting cooperative training. Moreover, the
discrepancy between the number of trainees and
the capacities of industry and the lack of sufficient
working capital are among the greatest shortfalls.
These findings are in line with previous studies. It
has been identified that cooperative training has
been continuously influenced by insufficient essen-
tial resource supply. Subsequently, the cooperative
training quality process has been too weak to equip
pupils with the needed capabilities (Melaku, 2019).
Also, a deficiency of vital facilities, less funding
for the programs, weak training quality, ineffective
training methods, and poor managerial activities
are among the factors negatively hampering coop-
erative training (Dereje, 2018).

Critique

The study determined that cooperative training was
the only means of achieving employment oppor-
tunities. In its background section, it has cited
some evidence to depict the seriousness of unem-
ployment and the importance of skills development
programs in reducing the problems.

The researcher claimed the development of a con-
ceptual framework for a dual training system would
serve as a bridge between training institutions and
employers. The conceptual framework, however,
lacked clear linkage with the principles of hands-on-
job training and school-based training, which are
the major components of dual training programs.
A typical framework of the Ethiopian TVET dual
system is presented in Figur 1.

The theoretical section referred to three major Euro-
pean training models: the UK liberal market model,
the French state-regulated bureaucratic model, and
the German dual system model. The study deep-
ened its view of the unfolding German dual training
system while discounting the two. For a better un-
derstanding of the dual training system, it would
have been better had the study discussed the two
models in a bit more detail. Furthermore, the pieces
of evidence presented for the sole importance of co-
operative training in curbing youth unemployment
were not enough.
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Further education in the UK, Australia, New
Zealand, and Canada is conducted to prepare grad-
uates for skilled workers at the middle level of the
occupational range (Wheelhan, 2016). Commu-
nity colleges, in addition to preparing graduates for
upper-division degrees at universities, also provide
vocationally oriented qualifications to prepare grad-
uates for specific occupations in the labor market
(Dennison 1995; Meier 2013).In British English,
the training program is regarded as no more than
a market process in which the participants are em-
ployees, employers, and partners (Mückenberger
1998, p. 37 etseq.). In French, the production
process, by itself, is considered a political entity
where the key players are the state and its executors,
called inspecteurs de travail, on the recognition of
the social order; it is more centrally controlled by
the state than the market process.

By its nature, cooperative training requires the co-
ordinated efforts of the stakeholders based on a
predetermined memorandum. In this regard, the
TVET strategy also stated:

To this end, maximum flexibility is given to TVET
providers to negotiate and develop relationships
with individual employers, groups of employers,
or business or sector associations about the orga-
nization of cooperative delivery schemes. TVET
providers will also be encouraged to venture into
more agreements with small companies and the
micro-enterprise sector, as these companies repre-
sent the target labor market for a large group of
trainees (MOE, 2008, p. 31).

Although the study mentioned a lack of cooperation
among the stakeholders, it didn’t give much atten-
tion to how the main actors should work together
for mutual benefit. Cooperative training provides
an opportunity for both the training institution and
the employer (MOE, 2008).

Recent studies conducted in similar areas revealed
the primary determinant of the quality of TVET
training programs was the unavailability of suffi-
cient industries and enterprises for the implemen-
tation of dual training programs. The study gave
equal importance to this problem and other factors
such as lack of demand assessment and weak col-
laboration between actors in the sub-sector. Others

also concluded several factors determine young
graduates’ employability. Economic model investi-
gations such as household income, job preference,
access to credit, access to training, and cooperative
membership were found to have significant impacts
on youth unemployment (Menta, L., & Leza, T.
2020). Furthermore, Demissie, M. M., Herut, A.
H., Yimer, B. M., Bareke, M. L., Agezew, B. H.,
Dedho, N. H., and Lebeta, M. F. (2021) found de-
mographic characteristics, curriculum, institutional
characteristics, graduate characteristics, and market
and labor market conditions determine graduate
unemployment. Other challenges of the sub-sector
include perceptions of the TVET program in general
and the cooperative training program in particular.

Self-employment is one of the components that
is important to include in the TVET strategy. It
requires not only possessing certain skills but also
market analysis, product development, work atti-
tude change, and business leadership. The strategy
stated, "The TVET executive bodies will also un-
dertake initiatives to strengthen and raise quality in
traditional apprenticeship training, as this mode of
TVET delivery is particularly effective in preparing
youth for self-employment" (MOE, 2008, p. 32).
The study did not trace self-employment or the
creation of jobs for others.

The 48% participation of female respondents in the
study was weak evidence from which to conclude
that there is promising progress in the inclusion of
females in the TVET sub-sector as a whole. The
same analogy applies to only 12% of participants
having an experience of more than 16 years to
claim the sub-sector as being challenged by inexpe-
rienced workers. It should include and be verified
by the country’s TVET leaders, trainers, and admin-
istrative staff members’ statistical data. A report
obtained from the Ministry of Science and Higher
Education’s Federal TVET Agency indicated the
sub-sector is still challenged by the low partici-
pation of TVET leaders and trainers (MOSHE,
2019–20).

The study, in general, found there are several chal-
lenges in implementing a cooperative training pro-
gram in SNNPR and Gedeo TVET institutes, crit-
icizing the system as obsolete, inadequate, and
unable to adapt to the private sector. However, it
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revealed cooperative training can be used as an
important method of reducing graduates’ unem-
ployment. For the program to be effective, the
TVET institutions must facilitate trainer training to
assess demand and closely work with major actors
to overcome challenges. By proclaiming the im-
portance of the study in the improvement of TVET
programs and as a means of challenging the policy,
the study called for further investigations in the
area.

4 Conclusions and Recommendations

Finally, the study can be viewed as a step toward
closing the sub-sector’s research gap.It raised an
important course of inquiry, for unemployment is
challenging the country’s development while invest-
ing huge capital in the training institutions, which
could be lost otherwise. It gives better information
for policymakers to improve the implementation
of cooperative training to ensure the dual training
model, which is the major component of the TVET
strategy (MOE, 2008). It can finally serve as a base
for further studies in the area.

To that end, colleges should collaborate with nearby
universities to plan workshops and train trainers
to equip them for conducting demand assessments.
Likewise, a strong partnership should be main-
tained with the government and non-government
sectors of the zone and regional states to disregard
the challenges. Further research on the role of
cooperative training in reducing unemployment at
regional and national levels should be conducted
to generalize the magnitude of its effect.
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Abstract

In order to better understand how teachers and supervisors view the uses and sources
of power that principals favor, this study took a qualitative approach. Through
interviews, qualitative data on three teachers’ and three supervisors’ views on
the uses and sources of power is acquired. Principals employ legitimate power,
reward power, coercive power, expert power, and referent power, according to the
teachers’ and supervisors’ analyses of the uses and sources of power. The principal
frequently exercised legitimate power, although the others hardly ever did. This study
demonstrates that teachers’ performance suffers when they only rely on legitimate
sources of power, despite the fact that principals use a variety of power sources
inequitably. Therefore, it is essential for effective leadership to inform school
principals about how to employ various power sources depending on the situation.

1 Introduction

Schools use different techniques to be efficient and
accomplish their intended objectives. The actions
of the principals are crucial in defining the organi-
zational politics and energizing the teachers. To
inspire teachers, principals must be effective and
efficient. The objectives of a high-quality education
could be internalized to increase school effective-
ness. It has to do with the power sources that
school leaders in organizations ought to have (Ful-
lan, 2007). Power has frequently been mentioned
in literature in relation to concepts like hierarchy,
authority, influence, and control. To avoid causing
confusion in context, it is appropriate to define
related concepts together with the word itself.

According to Barraclough and Stewart (2012),
power develops relationally and in context. It is
preferable to characterize individuals in relation to
others and their connections than to give a clear-cut
explanation. Power is defined in relation to its
senses and other people. Similar words for it in-

clude "control," "ability," "influence," and "author-
ity." Power is simply defined as a source of authority
or a tool for accomplishing tasks (Adam, Alsadi,
& Suleiman, 2019). Additionally, Lukes (2021)
defined "power" as the actual method by which one
agent affects others. A person can only exert power
in a society by swaying others and bringing about
their desires. All three terms—power, authority,
and influence—could overlap. Though sometimes
confused with influence, power is sometimes de-
scribed as a source of capability. Activating sources
is a process of influence, which is frequently com-
pared to power. On the other hand, legitimacy or
power that has been formalized is known as au-
thority. Generally speaking, authority is defined
as lawful power, whereas power is only defined as
informal authority (Buchanan & Badham, 2020).

Social psychology typically uses influence tactics as
a transformative kind of power to persuade subordi-
nates to take a certain action within an organization.
Influential acts and changes on the subject are typ-
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ically derived from concepts like control, power,
and authority. The term "influence" is used inter-
changeably depending on the objective (Alrowwad,
Obeidat, Tarhini, & Aqqad, 2017). Power, accord-
ing to Scott & Davis, is the capacity needed for
influence. In this view, influence is the process of
using power. For instance, if a student complied
with a teacher’s suggestion, he or she might have
been motivated by the expectation of reward for
their efforts or by the perception of their social
position (Scott & Davis, 2015). As a fundamental
idea in leadership, influence may be characterized
as the manner of behaviour a leader employs to
motivate followers. Thus, it is evident that influ-
ence—which is the act of leaders to change the
behaviours of others and a type of influential ca-
pacity in organizations—is the end outcome of the
power process.

Another concept associated with power is authority,
which is widely accepted in social contexts as legit-
imate power. It is a quality of a generally and freely
accepted deed because of its legitimacy in organi-
zations (Beetham, 2013).The idea of authority and
the process of establishing authority within man-
agement and structural subsystems are intrinsically
linked to both compliance and disobedience. By
definition, authority is simply defined as "rightful
power that is vested in a particular person or posi-
tion, acknowledged as such, and deemed suitable
not only by the person who wields the power but
also by those over whom it is exercised, as well as
by the other participants in the system" (Wrong,
2017). In this sense, the terms "power" and "au-
thority" have been used to refer to notions that are
centered on authority, such as manager, supervisor,
and subordinate.

Additionally, it is lateral as well as downward, which
relies on an informal position as well. When people
interact laterally, they are all on the same level of
power, and their power-based behaviour is invisible.
Depending on their level, downward power interac-
tions could be seen if the individual gets promoted
to a higher position (Allen, Porter, & Angle, 2016).
There are many levels of legitimacy for authority,
which is the use of power to legitimately affect oth-
ers. This kind of "naked authority" has reportedly
nothing to do with legitimacy (Ricoeur, 2007). The

exercise of authority by the group’s formal leaders
is symbolized by the word "authority." The degree
of legitimacy is influenced by how closely it is
connected to power. Its closeness to power deter-
mines how legitimate it is. In contrast to economic
power, which is deemed to be of medium strength,
coercion is the least lawful form of power.

Every form of power usage, according to Weber,
includes coercion, whereas legitimacy is what con-
fers authority. The way that subordinates view
the orders of superiors as legitimate is proof that
authority, as opposed to sovereignty, is the ca-
pacity to control people freely (Gorun & Gorun,
2018). Purely authoritative relationships could
no longer be sufficiently extensive and productive.
According to Haber-Curran & Tillapaugh (2015),
authority is defined as the process of creating learn-
ing organizations that involves dispensing with the
conventional authority- and control-based organi-
zational structure. Pfeffer (1992) also emphasized
that although formal authority is not significant
or effective, leaders could increase their power by
employing it. As a result, authority is viewed as
more legitimate in organizations and has a more
limited definition than power. The statute and the
majority of applicable sources of power support
its legitimacy, and its members are compelled to
submit due to its positional nature. The difference
between democratic and authoritarian systems can
be distinguished by the separation of the legislative
and executive powers.

In democratic organizations, executive power is typ-
ically dispersed in accordance with the pyramidal
system of authority (Gronn, 2002). According to
Brass and Burkhardt (1993), organizations’ hierar-
chical structures are what cause power relations. In
an organization, every decision is simultaneously
a means of exhibiting power. In this view, power
is typically understood to be hierarchical and is
described as the control that superiors have over
inferiors (Jervis, 2002). Because hierarchy is based
on subordinates’ strict obedience to superiors, it
can breed hostility, opposition, and unhappiness.
However, the fundamental dynamics of organiza-
tions are hierarchical levels like leadership, control,
accountability, and cooperation (Schein & Schein,
2018).
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In line with paradigm shifts over time, power has
transformed. The paradigms that have become
more prevalent over time have changed the ways
in which leaders utilize the power bases they need.
Due to teamwork, post-positivist methods, and
21st century leadership, leaders favor knowledge
over sources of authority-based power (Kilicoglu
& Kilicoglu, 2020). Heath (2020) said that actors
endeavour to control, decide, and manage organiza-
tional behaviour as a form of power play on behalf
of the organization.

In order to understand organizational behaviour,
it should be obvious who has influence, what it
takes to have influence, and what can be done to
best utilize power inside an organization. Modern
times are more complicated and perplexing since
the service sector is so broadly dispersed. Lead-
ership styles shouldn’t be rigid in a democratic,
multicultural society, and leaders should have a
wide range of appeals in their toolkits (Deszca,
Ingols, & Cawsey, 2019). Instead of adopting au-
thoritarian philosophies that consolidate all power
and make all choices in one way, leaders may find
that diverse, numerous, and situational approaches
are more suitable.

2 Literature Review

The power source of a principal is a crucial element
in influencing the shareholders of the school. Prin-
cipals of schools frequently exercise their power to
carry out instructional activities. However, relying
simply on their authority is no longer adequate
to meet the demands of our day and guarantee
educational excellence. Personal power sources,
or the advice and sway they exert over teachers
through their expertise and charisma, are critical
for improving teaching effectiveness in addition to
their legitimate authority as school leaders (Mesfin,
2022).

Studies (Mesfin, 2022; Birhanu, 2020) indicate
that school leaders in Ethiopia exclusively exercise
the legal authority that comes with their position
and do not seek to sway the teachers. This finding
shows that school leaders do not use power sources
and that the traditional view of management still
rules in schools. To ensure the quality of education,
it is necessary to inform the principals about the

power sources and how to use them effectively.

Power can be obtained from a number of sources.
People can exercise power through their positions
of authority, their skills, education, or physical at-
tributes (Kotter, 2010). Focusing on interpersonal
power relationships, French and Raven (1959) iden-
tified five different categories of power. Legitimate
power, reward power, coercive power, expert power,
and referral power are some of these power sources.

The ability of a leader in an organization to influ-
ence the behaviour of others as a result of their
status within the organizational hierarchy is known
as "legitimate power." The formal authorization for
the use and control of organizational resources that
is granted as a result of one’s structural position
within the organization is referred to as "legitimate
power," also known as "official power."

Reward power, which is based on the notion that
teachers in schools are rewarded by their princi-
pals when they exhibit the desired conduct. It is
the principal’s authority to reward teachers who
do well and follow the rules (Sergiovanni, 2015).
Principals usually employ wage, promotion, incen-
tive, or admiration when using their reward power
(Marshall & Hooley, 2006), and their power is cen-
tered on their control over the reward mechanisms
(Friedman, 2002).

The ability to reprimand others is known as coer-
cive power (Lewis, 2013), and principals frequently
use coercive power to manage punishment. As
a result, other teachers in the school follow the
principal’s orders out of fear of the consequences.
The principal downgrades teachers, appoints them
to unpleasant positions, fires them, and leaves with-
out saying goodbye or showing them any gratitude
(Jones, 2019).

Competence, expertise, or knowledge are the foun-
dations of expert power (Härtel & Fujimoto, 2014).
Expertise is the capacity to exert control over be-
haviour by using any information, experience, or
judgment that other teachers lack and that they see
as necessary (Hargreaves & Fullan, 2015).

Referral power is the ability of a principal to affect
the behaviour of teachers on the condition that he
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or she is liked or loved by them (Botha & Fuller,
2021). The teachers in an organization tend to trust
and admire a principal with referral power (Berson,
Da’as, & Waldman, 2015) and try to resemble
him/her or identify with him/her as a result of this
respect and admiration (Starratt, 2003).

Power is an important tool in schools that helps
teachers work together toward a common objective
while also guiding them and maintaining leader-
ship continuity. The manner in which the school
leader uses the power source that he or she owns
determines the effectiveness of the leadership in the
schools (Shields, 2010). Several studies conducted
in Ethiopia on the use of power by school leaders
have found an increase, which is not surprising
given that the usage of power sources in schools
has a considerable impact on teachers’ effective-
ness (Mesfin, 2022; Sintayehu, 2020). According
to research on the power sources used by school
principals, using power sources not only ensures the
school’s successful leadership but also increases
teacher effectiveness, which benefits educational
quality. As a result, a serious issue is raised by
the principals’ and teachers’ opinions on the use of
power. The following questions are raised within
the context of this research:

1. How far may the principals use their
power—legal, coercive, reward, referral, and
expert power—and to what effect?

2. What are the teachers’ and supervisors’ opin-
ions on the power source that the principals
use?

3 Research Design and Method

A research design is the research’s blueprint.It con-
stitutes how the research is to be conducted, giving
answers to the basic questions such as what, when,
how, and who, as well as related questions in the
research process (Gog, 2015). This research em-
ploys a qualitative-instrumental case study research
design, which allows the researchers to understand
the feelings and interpret the lived experiences of
study participants. According to Stake (1995), a
qualitative-instrumental case study research design
is important to investigate a particular case in order
to gain an in-depth investigation into the researched
issue.

By using a qualitative methodology, the researchers
can refine their preconceived ideas and extrapolate
their thought processes, assessing and evaluating
the problems from a comprehensive angle. Because
it enabled researchers to learn in-depth details about
participants’ actions, emotions, wants, routines,
feelings, experiences, and a range of other informa-
tion, a qualitative study design was employed to
explain the entire phenomenon (Madrigal & Mc-
clain, 2012). In a relaxed situation, the researchers
conducted a semi-structured interview to get the
data. The interpretive paradigm was employed
because it made it easier to comprehend the social
environment through individual experiences and
subjective meanings.

In this qualitative research, methodology appropri-
ate for investigating and identifying the research
problems was included, including population and
sampling. The data collection instrument and data
analysis technique were presented in the following
sub-sections.

3.1 Population and Sampling

The study area is SNNPR, Ethiopia. The study
was conducted in three government secondary
schools that are found in three zonal towns of the
SNNPR: Durme (Kembata-Tembaro zone), Wolkite
(Gurage), and Jinka (South Omo). Government
secondary school supervisors and teachers were the
target population of the study. Thus, the partici-
pants of this research were teachers and supervisors
of the government secondary schools that are found
in the three zones, namely the Kembata-Tembaro,
Gurage, and South Omo zones of the SNNPR. The
sample for the study was selected by purposive
sampling, which allows the researcher to perform
a qualitative investigation under study (Creswell,
2013). In this research, six participants were se-
lected, i.e., three teachers and three supervisors,
from the three schools.

3.2 Instrument

The interview was conducted in Durme, Wolkite,
and Jinka secondary schools with teachers and prin-
cipals working in the three zone towns. Before the
commencement of data collection, piloting of the
interview was conducted with three participants to
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revise and refine the interview tool and to minimize
the unclear items in the interview questions. The
research participants were interviewed using the
semi-structured interview instrument prepared for
this study, conducted in Amharic. We were intro-
duced to the head teachers of these schools by a
contact at the EDDA/district education office.

We conducted two semi-structured, in-depth inter-
views with most of the participants. Interviews
with study participants, teachers, and supervisors
were transcribed from the audio recordings in the
Amharic language, and then the verbatim texts were
translated into English. The researchers frequently
checked the translations with the actual recorded
audio to ensure that the translations were correct
and relayed the same concept as the actual audio-
recorded document. The interviews, lasting about
an hour each, were conducted at the school sites
during school hours. Thematic analysis was used
to use the sub-dimensions of the power sources
of their applicability. Included in the interview
guide were questions on the power use and sources
of principals that were generally geared towards
quality education.

3.3 Data Analysis

Our analytical approach included data immersion,
coding, and meaning making through abduction. I
reflected on the social dynamics among the agents,
how they each contributed to the usage of power,
and their perceptions. We noticed repetitions, ten-
sions, and inconsistencies. We re-read the tran-
scripts and wrote short observations and reflections
on each participant and school, identifying two
objectives and ideas that diverged from the theory
and literature. Further analysis drew on theoretical
frameworks that had not been considered prior to
data generation.

4 Results and Discussions

During the data analysis, two key objectives were
taken into consideration. First, the opinions of
teachers and supervisors regarding the amount of
power used by principals; second, the opinions
of the two participants on the sources of power.
The discussion that follows is founded on verbatim
quotes. Each quotation is preceded by the codes

"teacher 1, 2, and 3" and "supervisor 1, 2, and 3."

Power Applications

Teacher 1 claimed that when it comes to the power
that principals exert, it is common for them to do
so excessively. This is as a result of the principal
power coming from above (a political appointee).
His assignment was not made by colleagues. The
principal who abuses this position tends to take on
an authoritarian personality. Ethiopia’s principal
appointment and selection process has been decen-
tralized for the past 30 years. Principals are chosen
by the district or wereda education office depending
on their affiliation with the ruling Ethiopian Peo-
ple’s Revolutionary Democratic Front (EPRDF).

Supervisor 1 clarified that principals in positions
of authority are given a dual duty after they are ap-
pointed to the post in relation to this point. The first
task is to carry out their regular government duties,
such as their administrative or teaching and learn-
ing duties. The second objective is to implement
the policies and strategies of the ruling party in the
school environment. I and my colleagues believed
that the members of the ruling party holding various
positions in the schools were spies. We think that
the principal’s main responsibility is to collect in-
formation from the school community and provide
it to the party official. The influence of ruling party
politics on school leadership tends to prevent them
from exercising discretionary authority. Political
body intervention in school leadership is considered
a challenge in the teaching-learning process since
every managerial activity and teaching-learning
process are carried out under the close supervision
of the political bodies.

Teacher 2 added the following clarification:

Principals are unable to completely discharge their
duties due to politics. Teachers and principals
have less authority to make judgments and im-
plement changes in schools because all decisions
pertaining to the business of the school are made
by higher-ranking government authorities. Addi-
tionally, there are political bodies at the school that
will rule on a few minor issues.

From the above data, it can be said that the ed-
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ucation system is not autonomous. As a result,
both the principals and teachers may hesitate to
relinquish their power to empower students through
the affordance of spaces for students to exercise cre-
ativity, independent thought, and critical reflection
on the structures and norms that shape their lives
out of a possible fear that their status or power may
be undermined. This could cripple the teaching
and learning process. Moreover, such practices go
against the education and training policy (MOE,
1994). The policy clearly articulated that education
is secular. Despite not being politically secular, the
school is ironically secular in terms of religion.

Supervisor 2 describes the extent to which princi-
pals bully, harass, or verbally abuse teachers. His
influence is unwavering. Teacher 3 overestimated
the degree of personal power used by principals
while underestimating the reliance on positional
power. He asserts that the overwhelming majority
of teachers are very unhappy with their principals.

The principle was similarly described by supervisor
3 as follows:

When you are not responsive to his influence, he
is verbally abusive, embarrasses you in front of
others, and is less supportive. You have no idea
what is expected of you, and if you do something
wrong, you are in big danger. He acts impulsively,
and no one is consulted before making decisions.
He favors a few people.

The information above indicates that the principals
exercise an excessive level of power. Negative
power is used when teachers and students only ex-
press their fear for the person in control and refuse
to communicate in any other way. Such a misuse
of power could make principals feel uneasy and
make their colleagues disrespect him. The power
that principals should strive for, however, is that
of those who recognize that they have the ability
to positively influence students and teachers on a
daily basis (Smith & Squires, 2016).

Sources of power

Teacher 1 described how the school principal un-
derstood the sources of power:

The principal’s legitimacy served as the main

source of power. Compared to other power sources,
this sort of expression appeared more frequently at
top levels, and this power reflected administrative
chores and activities while also providing a legal
foundation granted by their positions.

According to the data presented above, legitimate
power was the most frequently used organizational
power source in schools, as determined by prin-
cipals. These results demonstrate that Ethiopian
secondary schools are supported by legal power.
Principals use this power to carry out tasks and di-
rect others to carry out activities that are necessary
for their roles as leaders of the school. Teachers are
aware that the principle has the power to provide
directives and directions within the range of this
power. Teachers are therefore required to follow
these instructions. Even if lawful power makes
it easier to apply management procedures in the
school, its overuse can lead to conflict, opposition,
and dissatisfaction.

In a similar vein, Supervisor 1 provided the fol-
lowing justification for the legitimate sources of
principal power:

A school principal cannot afford to overlook every
issue. Due to this, the practice of tolerance, which
aims to sustain teachers’ cooperative behaviour by
evoking feelings of reciprocity, has the drawback
of potentially damaging the principal’s reputation
as an impartial leader.

Accordingly, the school’s culture of cooperation
may be harmed by the abuse of power there. The
results may be detrimental to morale and collabo-
ration. Excessive use of legitimate power can take
many different forms, such as asking teachers to
perform personal favors or errands for you, forcing
teachers to falsify information, interfering with a
colleague’s capacity to execute their job well, and
bullying.

In general, both of the above participants (under ob-
jective 2) come to an agreement on the most applied
power sources being legitimate power. Schools
are organizations where informal relationships are
more intensive and where superior-subordinate re-
lationships are more flexible compared to other
organizations. Leading the legitimate processes
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required by the directives and guidelines required
at schools is critical for the schools’ survival (Ra-
paport & Ashkenazi, 2019). However, when the
legitimate power required to operate the process
rises to levels that can damage the informal rela-
tionships at school, it will harm the school structure
and make it harder for teachers and administrators
to find middle ground. Therefore, school leaders
should be careful when using legitimate power and
abstain from its excessive use.

Generally, within the boundaries of their legiti-
mate power, principals have the power to reward
teachers in a variety of ways. This power also
extends to non-monetary awards, so it is not just
restricted to monetary ones. Utilizing this kind of
power is crucial if we want to keep teachers’ pas-
sion alive, improve their performance, and identify
the teachers who stand out. However, it’s critical
to remain consistent and remember your own re-
quirements. Excessive usage of reward power may
have a negative effect on teachers’ interactions and
job satisfaction. In fact, teaching has become a
challenging profession in recent years.

Teacher 2 provided the information below on the
school principal’s use of coercive power:

Principals are more likely to talk their way out of
issues at the school. When he noticed an undesir-
able behaviour, the principal invited the teacher to
speak with him one-on-one in an effort to determine
the cause of the issue. Additionally, he chooses
to discipline by using his body language when he
sees a teacher who does not put much effort into
the school, is late for class, or does not complete a
task. He gives the teacher a hard look.

Similarly, Supervisor 2 explained the principal ba-
sis of coercive power in the following way:

Most of the time, principals prefer to discuss an is-
sue with the teacher rather than solve it right away,
waiting for the problem to be forgotten with the
passage of time. He relates this to the fact that when
you intervene shortly after a problem emerges, the
teacher has a propensity to overreact, which makes
the arguments worse. The school’s principal keeps
walking through the halls, stopping by the teacher’s
room to provide an oral warning. Another teacher

claimed that rather than go through the issue with
the principal, who becomes insulted, the principal
chooses to avoid interaction with the teacher.

The two participants above strongly emphasize that
excessive use of coercive power can occasionally
lead to the predicted behaviour. Even though it
is one of the less frequently used power sources,
using rewards excessively can encourage people
and maintain desired behaviours. Indeed, it should
come as no surprise that principals’ rewards play
a critical role in motivating the teaching-learning
process to increase student performance and make
greater contributions to school improvement.

On the contrary to the above two participants,
teacher 3 described the principal’s sources of power:

At each event where teachers are present, the princi-
pal acknowledges them. Teachers frequently receive
certificates from the principal, while administrators
frequently recognize the best students. Treatment is
given fairly. Everyone who works hard is rewarded.

Similar to teacher 3, supervisor 3 said that prin-
cipals use coercive power. Since it is often used,
coercive force leaves people with a bad impres-
sion. There have been reports of discontent and
aggressiveness following coercion-based behaviour
in schools. In educational institutions, coercion
is also not viewed favorably. Since the majority
of power rests with the principals in overly bu-
reaucratic organizations, teachers may feel less
empowered (Mathibe, 2007).

In general, teachers must be respected as profession-
als and given recognition for the academic success
of their students if we are to preserve our profession
and our children’s futures. Many things need to
be fixed and enhanced. As a school leader, you
can influence some of these variables. It is within
your power to reward your personnel. Moshel and
Berkovich (2021) argue that top leaders use more
legitimacy, coercion, and rewards than middle-level
leaders. Hence, as school leaders assume positions
of power and dominance relative to teachers and
students, it is essential that they conceptualize their
roles and responsibilities in relation to the position
of power they occupy relative to other members of
the school community. They must also develop the
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skills necessary to act effectively in these roles.

5 Conclusion

Power plays a fundamental role in school organi-
zation. Some principals behave in such a way that
teachers’ lived experiences indicate that they are
abusing their position or the privileges they have
in the schools. The misuse of power has an impact
on teachers’ interpersonal relationships, emotional
health, and leadership abilities and disempowers
them. As a result, the teaching profession is essen-
tially un professionalized. A social capital structure
that enables collaboration between principals and
teachers is what is required. As a result, they will
be better able to use power in a way that is advanta-
geous to all students and behave meaningfully in
their own, distinctive school circumstances.

The way forward

The development of a national educational lead-
ership program is essential. We advise that the
MOE continue the discontinued school leadership
program for principals, which is of more immedi-
ate importance. The program ought to provide a
nuanced understanding of power rather than taking
a "one size fits all" stance. The significance of
picking exercise strategies that best fit the unique
"historical, cultural, and institutional backdrop" of
their school must become clear to principals. In
addition, principals must foster a culture free from
fear and treat teachers fairly. This ought to inspire
the latter to seek guidance or administrative assis-
tance on issues like taking risks and considering
potential growth while keeping certain goals or
objectives in mind. Principals’ lack of emotional
intelligence can be addressed by in-service training
programs that deal with the complex concerns of
many forms of power, both on a personal and a
social level.

The development of principals’ self-awareness, self-
management, internal locus of control, emotional
and leadership competences, leadership styles,
building and maintaining successful relationships,
and human rights are a few examples of possible
topics. This should cover how the abuse of power
endangers efforts to establish secure workplaces,
lowers productivity, and erodes trust. It should

also emphasize how strong relationships between
leaders, teachers, and students are facilitated by
effective leadership that values diversity and up-
holds social justice. Teachers should have at least
annual opportunities to express their views on is-
sues relating to leadership in the school. They
could then raise problems related to the principals’
use of power through mechanisms such as annual
job satisfaction external committees to create and
maintain a school climate that supports teachers
and ensures that their morale remains high.

A wellness program for teachers is also necessary
to aid them in overcoming the challenges brought
on by incidents of disrespect, conflict, and exploita-
tion. A framework for social capital should be used
to create effective social networks that can involve
both internal and external stakeholders. These
could encourage teamwork and motivate staff to
build the social capital required to develop into lead-
ers who can be held accountable for high-quality
education. This may help us comprehend and inter-
pret why some principals are able to "get it right"
while others lack the skills necessary to form a
habit that denotes an embodied style of carrying
out leadership.

Teachers will be more capable of overseeing and
enhancing teaching and learning if principals dis-
tribute power and provide them with chances to
grow and realize their leadership potential. Prin-
cipals will gain a better grasp of how a lack of
positive power relationships can impede progress.
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Abstract

The main objective of this study is to investigate the status and features of academic
integrity among educators of universities in southern Ethiopia. The study designed
to achieve the objectives used quantitative approach where cross-sectional survey
design was implemented.Three hundred fifty five respondents were selected for the
study using multistage sampling method. The data were gathered using an academic
integrity scale measuring honesty, trust, respect, fairness, and responsibility. The
data gathered were organized and analyzed using SPSS – version – 24. Descriptive
and inferential statistical techniques were used to analyze the data. The finding
of the study revealed that significant number of the respondents (35.5%) was
moderate in their academic integrity; the academic integrity of 24.8 percent of
the respondents was low; 22.1 percent of them were poor in their academic integrity;
16.1 percent of them demonstrated high academic integrity while the percent of
the respondents who demonstrated very high academic integrity was 1.5 percent of
the total participants. Moreover, multiple linear regression analysis revealed that
all honesty, trust, respect, fairness and responsibility determine academic integrity
equally. As educators’ academic integrity contributes for educational quality in
higher institutions,universities should design and implement a program to change
educators’ academic integrity mindset, and find out and address factors that can it.

1 Introduction

Educating people about the vitality of education in
human life seems redundant. Many people are tired
of listening to the issue, as it is common to hear
education scholars and laypersons talking about
education, most commonly criticizing quality of
education negatively everyday. Daily activities of
blames and counter blames of key stakeholders in
education system have resulted in burnout state
of mind due to unresolved stress for long period
of time (Sarafino & Smith, 2011). Parents blame
schools, schools blame parents, scholars criticize
education system, politicians aggrandize their ed-
ucational policies, teachers blame students and so
many other dynamics and interplays are common in

education discourse. But quality can be affected by
a number of factors such as faculty administrators,
staff and students (Tefera & Kinde, 2019)

These days, breaches in academic integrity have
been reported on media, during public gatherings,
and personal conversations and many scholars have
been researching academic dishonest to forward
ways to contain the practices (Almutairi, 2022;
Solomon W. Feday, 2017 & Gillespie, 2003). Other
things being constant, the honor and integrity of
higher institutions in producing qualified, disci-
plined and productive citizen is being challenged
by prevalence of academic misconducts both from
teachers and students. However, many teachers are
heard blaming students’ misbehavior in schools,
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exam rooms and in their relationship with their
instructors for deterioration of academic honesty
in schools and universities. For instance, teachers
reported that cheating and plagiarism are common
in students’ work (Jones, 2001 & Etter, Cramer &
Finn, 2006). Many researchers have been focus-
ing on studying problems of integrity as students’
dishonest (Tefera & Kinde, 2019; Solomon, 2017;
Mabratu, 2014; Devis, Grover, Becker & Mcgregor,
1992 & Greene & Saxe 1992) and fewer of them
addressed the breach of integrity by teachers.

The problem of academic integrity cannot be only a
problem of students as there are many stakeholders
in higher education and teachers are one of them.
Teachers of academic institutions can also have
contributions for the challenges. Efforts, courage,
perseverance, motivation and commitment they
made to equip their students with the required skills
and knowledge should be examined to identify
whether they are up to the standards or not. The
preparation they make, the effort they exert to teach
and assess achievements, materials they produce for
students, time they invest for teaching, and the like
look problematic because significant numbers of
teachers seem relied more on gaining more income
to survive in their personal life than the life of their
students. But “a good teaching comes from the
identity and integrity of the teacher. . . ” (Palmer,
2007; P . 13).

Academic staffs can play significant role in deteri-
oration of education quality because of problems
with commitment, trust, honest, fairness, respect
and responsibility because their positive impacts on
students comes only if they have developed sense
of ownership which encourage them to maintain
the essential ethics of academic integrity that are
vital for achieving education qualities at different
levels (CIA, 1999). Some findings indicated that
the status of rules and norms of the academia in
higher institutions is failing to align with the ex-
pected social contracts (Jones, 2001) of ensuring
academic integrity, which reflects the core values
in a society such as mutual respect, trust, honesty,
transparency, fairness and accomplishing own re-
sponsibilities. It is assumed that establishing and
maintaining academic integrity is a fundamental
element in the process of assuring quality of edu-

cation in Ethiopian higher institutions than other
materialistic components.

Hence, the concept of quality education and its com-
ponents, status, threats and challenges should be
points of analysis on continuous bases even though
its meaning is blurry and argumentative one (Sayed
& Ahmed, 2011) from various perspectives. Schol-
ars should continue researching issues in education
to come up with better understanding and practices
in the area as quality of education is determined by
attributes of educators, students, education policy,
curriculum, teaching-learning settings, educational
leadership and parents of the learners. However,
researching how all these components impact edu-
cation quality and at all parts of the world at a time
is difficult if not impossible. The point of focus
in this paper is specific to explaining academic
integrity of educators assuming that it can be one
of the factors that can determine quality education
(CIA, 1999).

Academic integrity is vital to theoretical studies
and institutions where students, teachers and ad-
ministrative staffs develop sense of trust, fairness,
respect, honesty and responsibilities in their learn-
ing, teaching and administrative services in order
to produce ethically sound, morally upright, trust-
worthy and well-mannered graduates that can serve
as good professional and behavioral models in the
larger society. However, scientific writings, schol-
arly speeches, public conversations and the general
public complain serious problems in academic in-
tegrity very vividly. Challenges and problems of
Ethiopian education quality mainly emerge from
increasing prevalence academic dishonesty. The
status of academic integrity in higher institution is
best explained by CIA as follows, which may be
true in Ethiopian context too.

Higher education and society benefit when colleges
and universities have standards of integrity that
provide the foundation for a vibrant academic life,
promote scientific progress, and prepare students
for responsible citizenship. Many institutions, how-
ever, have neither defined academic integrity nor
expressly committed to it. Others explain academic
integrity merely by listing behaviors that are prohib-
ited rather than by identifying values and behaviors
to be promoted (CIA, 1999, P. 4).
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Critical look into trends of public behaviors indi-
cates that there have been deteriorations of personal,
institutional and national integrities and that was
why Montefiore and Vines (1999; PP. iii) asserted
that “. . . a widespread collapse of confidence in
the integrity of public life presents peculiar dan-
gers for societies. . . ” Societal morals and ethical
behaviors have been transforming, changing, being
substituted and discarded to the level of challeng-
ing human co-existence and what we have been
witnessing in the public spheres in our country,
Ethiopia, are a clear indication that personal, insti-
tutional and public integrities are under clear threat.
Schools, work places and interpersonal communi-
cations are ridiculed by breaches of honesty and
trustworthiness, lack of fairness, absence of respect
and deterioration of responsibilities. Academic
dishonesty in education institutions, rampant cor-
ruption in governmental and private organizations,
rambling frauds in public services and disgust-
ing interpersonal communication are all intriguing
quest to know about and solve them. Researching
integrity in its academic, political and social con-
texts sounds more than ever before because of the
challenges we are encountering as a nation. Above
all, it is convincing to research academic integrity
because educational institutions are establishments
where generations are scaffolded to be a good
citizen. Academic integrity is essential in instruc-
tional process because it helps to focus on highest
standard of excellence in learning and to develop
ethical decision making perspective (Guerrero-Dib,
Portales-Derbez & Heredia-Escorza (2020).

Based on the gaps of studies described above, the
researcher paused the following research questions:
(1) What is the level of academic integrity among
university academic staff, and (2) How much ed-
ucators are honest,trust, respectful, faire and re-
sponsible in their academic behavior; and (3) How
much honest, trust, respectful, faire and/or respon-
sible determine academic integrity. Assuming that
studying educators’ academic integrity and describ-
ing its prevalence and features will have immense
contributions for enhancing quality education as
theoreticians, policy makers and practitioners learn
more out it. Hence, the major objective of this study

is to describe prevalence and features of academic
integrity among university educators.

Conceptualizing Academic Integrity

As described by Bretag (2016), Macfarlane, Zhang
and Pun (2014) and others, the concept of aca-
demic integrity is very multifaceted and defined
by scholars from various disciplines and it is not
easy to explain in concise and agreed up on way.
In order to minimize the complex interpretations
of the concept, these scholars have tried to define
it operationally in line with the issue they have
intended to research or write on.

In many of the literature reviewed for the purpose
of this study, it is defined operationally and descrip-
tions of the concept given below are indications of
how varied the interpretations are. For instance,
the following interpretations of academic integrity
are extracted from various literature.

In ICAI define academic integrity as “a commit-
ment to six fundamental values: honesty, trust, fair-
ness, respect, responsibility, and courage” (ICAI,
2021: P. 4).

“Academic integrity is an important part of the edu-
cation process, which is a commitment and moral
code in the academic world based on the funda-
mental values of honesty, trustworthiness, fairness,
respect and responsibility” (Sunawan, Nugroho,
Sutoyo & Susilawati, 2019: P. 219).”

“Academic integrity entails commitment to the fun-
damental values of honesty, trust, fairness, respect,
responsibility, and courage" (Fishman, 2014; cited
in Holden, Norris & Kuhlmeier, 2021: P. 1).

Essentially, the definitions emphasized values, com-
mitment, honesty, trust, fairness, respect and re-
sponsibility demonstrated by stakeholders of edu-
cation mainly teachers, students and administrative
staffs of educational institutions. Based on these
definitions, academic integrity can be conceptual-
ized as educators’ commitment to these values in
their scholarly engagements in higher institutions
in the context of the current study.

73



Habtamu Disasa Dilla Journal of Education (2022), 1(2) 71–85

Figure 1: Conceptual framework

Perspectives on Integrity
Various literature described integrity from different
points of view (Cox, Caze & Levine, 2021; Huberts,
2018; Schöttl, 2015 & Macfarlane, Zhang & Pun,
2014) but Stanford Encyclopedia of Philosophy is
inclusive in presenting the perspectives. In Stanford
Encyclopedia of Philosophy revised by Cox, Caze
and Levine (2021) discussed integrity as the inte-
gration of self, maintenance of identity, standing for
something, moral purpose and a virtue. However,
Brenkert (2004) and Montefiore (1999) concluded
that interpretation of the concept of integrity is still
argumentative and needs further clarification and
range of various viewpoints, from those describing
integrity as wholeness to those scholars who de-
fined integrity as model moral behavior, or integrity
as individuals value of behaving in line with certain
national and international codes and laws (Six &
Huberts, 2008).

Integration as Maintenance of Identity: The under-
lying assumption of these perspectives is focused on
commitments, “identity conferring commitment”
as coined by Cox, Caze and Levine (2021), in in-
terpreting integrity and they describe integrity in
terms of how persons recognize themselves with
most deeply held life convictions. In this sense,
the term commitment is nearly defined as set of

promises, convictions, intentions and relationships
of one’s trust and expectancy that can be displayed
intentionally, unintentionally, in private or with
the knowledge of others and with commitment to
institutions, people, traditions, principles, causes,
projects, ideals, and others (Cox, Caze & Levine,
2021). Integrity as integration of identity perspec-
tive is mainly implied in the works of (Williams,
1973).

According to Williams (1973) identity conferring
commitment is equivalent to life identity, very exis-
tence, of a person or his/her character and people
lacks meaning of living unless they are driven for-
ward by the conatus of needs, life scheme and
curiosity. In this approach, integrity is not ex-
plained in terms of conformity or compliance to
the intentions of others but it is primarily viewed as
an individual’s persistently held truth. Not all com-
mitment to persons, object, values and concepts are
permanent and they are subjected to unavoidable
conflicts and dynamics of changes. Realizing this
nature of commitment of integrity, philosophers
have explained various aspects of integrity to dif-
ferentiate pillars commitment in an individual’s
integrity (Cox, Caze & Levine, 2021) as a person’s
commitment to honesty, trust, respect, being fair
and taking responsibility (Waters, 2022).
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Self-Constitution View of Integrity: In the self-
constitution view of integrity, the central point in
interpreting integrity are views of one’s present
self and future self. Integrity constitutes both the
intention to behave on principle in accordance with
rationales confirmed by oneself as one behaves
and his/her future self, and having a comprehen-
sible lifelong intention and the courage to realize
it. One must perform on set of one’s rational and
approved future self that reflect the issue satisfacto-
rily. There is hypothetical appropriate correlation
between one’s current plan and future actions that
defines one’s integrity (Cox, Caze & Levine, 2021).

A prominent advocator of this view of integrity
is Christine Korsgaard. In her work entitled Self-
Constitution: Agency, Identity, and Integrity, Kors-
gaard (2009) explained integrity in constructivist
Kantian perspective. According to the author, in-
tegrity is not described in terms of aspired and
imagined excellence of one’s very existence in life
in which failure to reach the ideals in life result
equated with absence of integrity, loss of life or
lost self. In her explanation of the moral law is the
law of self-constitution, it is implied that integrity,
which makes a person a good person, is the result
of mechanism by which one make intra-active, in-
teractive, consistent, unified and wholistic self and
someone’s continuance of himself/herself into well
and good at being a person.

Integrity as Standing for Something: This per-
spective of integrity can be called Calhoun’s per-
spectives because she was Cheshire Calhoun who
explained integrity as a social virtue where an indi-
vidual value behaving in accordance with the role
s/he has in his community. Contrary to explain-
ing integrity in terms of one’s self-integration and
identity which is mainly a private personal issue
and quality of one’s care of the self, integrity is
largely a social virtue and interpreted in line with
an individual’s relationship with others in a given
society (Calhoun, 1995). According to Calhoun
(1995), integrity is both consistent confirmation of
one’s personal values and striving to find out best
and acceptable decisions acceptable by members
of the community. Integrity is an issue of own-
ing appropriate respect, a process of confirmation
of what a community regards as worth doing and

valuable and respect for the judgment of others.

Integrity as Moral Purpose: This can be called
moral integrity as one can conclude from the works
of Ashford (2000) or Halfon (1989), Utilitarianism,
Integrity and Partiality and Integrity: A Philosophi-
cal Inquiry respectively, analyzed by Cox, Cazeand
Levine (2021). Even though there are variations
among scholars in this category in ways of defining
integrity in terms of moral integrity, their explana-
tion of integrity centers morality.

For instance, as described by Halfon (1989) in a pro-
cess through which a person is dedicated to search
a moral life using his/her intellectual obligation that
urges them to understand the needs of such a life in
living. According to him, a man of integrity is the
one who has conceptual clarity, logical consistency,
impart relevant empirical evidence, enforce limita-
tions on their behaviors, seeks a commitment to do
what is best in a community, and keen to recognize
and evaluate pertinent moral deliberations (Halfon,
1989). Ashford (2000) also described integrity as
objective perception of the real moral obligation
and a person integrity is the one who cannot be
morally mistaken.

Integrity as a virtue: Virtue is the center of descrip-
tion and explanation of integrity. The concept of
virtue is defined by various philosophers and writ-
ers contextually. For instance, MacIntyre (1981)
defined virtue as learned value that a person pos-
sesses and realize in practice that helps the person to
attain goods of life. According to this perspective,
integrity is a dynamic process of change where a
person’s convictions, values, beliefs, commitments,
knowledge, desire and other personal virtues un-
dergo changes in life through a strongly successful
self-examination (Cox, Caze, & Levine, 2021). In
this perspective, integrity is also explained as a
virtue of self-monitoring, moral emotions or emo-
tions of self-assessment such as regret, remorse,
guilt and shame (Pugmire, 2005; cited in Cox, Caze,
& Levine, 2021).

Taking the explanations of these the perspectivesare
vital in understanding the essence of integrity in the
context of educators in higher institutions. One’s
commitment, being principled, moral upright and
social values, directly or indirectly, constitutes the
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values (honesty, trust, respect, fairness, responsibil-
ity and courage) identified by CIA (1999) as pillars
of academic integrity. For instance, the intention
this study was to measure educators’ commitment
to being honest, trustworthy, respectful, fairness
and taking responsibility.

2 Methodology

Conceptually, integrity and its components: trust,
fairness, respect, sense of responsibility, and hon-
esty are constructs common to human personality
despite their variations in magnitude. It is believed
to be a cross-cutting issue that demands objective
investigation and utilization of the knowledge be-
ing generated. Hence, the study was framed and
executed as per the principles, assumption and
methodologies of positivism. Quantitative was the
appropriate approach because it enabled us the re-
searcher to conceptualize the study procedures and
have standard instrument to measure the level of
educators’ academic integrity.

It was assumed that the best research design pre-
ferred for this study was cross-sectional descriptive
where major values of academic integrity was inves-
tigated by collecting data from educators teaching in
Dilla, Wolayita and Bonga universities in southern
Ethiopia as it helps to take samples from different
sects of a population at a time and generalize knowl-
edge generated based on the sample descriptions
taken from the population.

2.1 Procedure

All educators working in eight universities
(Hawassa, Dilla, WolayitaSodo, Arba-Minch,
Bonga, Jinka, MizanTeppi and Wolkitie Universi-
ties) in SNNPR of Ethiopia were population of the
study but Dilla, Wolayita and Bonga were randomly
selected as study site and academicians teaching in
these universities were the target population. Then,
the three universities were randomly selected after
all the eight universities were purposively catego-
rized into four categories as first, second, third
and fourth generation universities. At the time of
data collection, academic staff of Dilla, Wolaita
and Bonga universities were 1154 (Sources, Dilla
University Academic Programs), 1143 (University
Official website, 2022) and 295 (Biniam Genet

& Amanuel Shibiru, 2020). The total population
size was 2592. Then, sample size was determined
using the formula (Kothari, 2004) mentioned below
where all the figures were added. Finally, educators
are selected using systematic sampling technique.

n = N∗Z2∗P ∗Q
e2(N−1)+Z2P.Q

Where, n = the sample size; N = Number of edu-
cators in the selected universities; Z=the standard
normal value at the required confidence level (1.96)
at confidence level 95%; P=an estimate of the
population proportion, which is 0.5; Q=1-P and
e = the maximum acceptable error margin or the
confidence interval which is expressed in decimal
(0.05).

n = 2592∗1.962∗0.5(1−0.5)
0.052(2592−1)+1.9620.5(1−0.5)

Hence, the sample size is calculated is 335
(334.685).

Then, the number of participants from each univer-
sity was calculated proportionally as follows:

n(Dilla University) = 1154
2592 ∗ 335 = 149;

n(W olaita University) = 1143
2592 ∗ 335 = 148

n(Bonga University) = 295
2592 ∗ 335 = 38

Then, systematic sampling technique formula (K
= N/n, where K, N and n represent systematic
sampling interval, population size and sample size
respectively) was used to identify specific partici-
pants from each university and every 8th instructors,
assistant professors, associate professors and tech-
nical assistants in the lists where selected and made
to participate in the study.

Finally, letter of permission for data collection was
granted from Dilla University Research and Tech-
nology Transfer Vice President Office and Research
and Dissemination Office of the three Universities
for communicated for the purpose. Then, the se-
lected participants were communicated through
their departments in person and made to fill the
data collection instrument after the necessary ex-
planations of the purpose the study and consent
were made. Then, they took a week to compete the
questionnaire. First, from 15-22 June 2022 GC.,
data were collected from the selected educators
from Dilla University. Then, from 10-16 July 2022
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GC. data collection was made at Wolaita Univer-
sity. Finally, from 14-23 August 2022 GC., data
collection was conducted at Bonga University.

2.2 Instruments

A questionnaire having three sections was used
in the study. The first section contains introduc-
tion and consent while section two includes demo-
graphic data. The third section was a scale items
adapted to measure educators’ academic integrity.
Academic integrity scale (AIS) having 17 items
and seven rating levels: very appropriate (5), ap-
propriate (4), neutral (3), inappropriate (2), and

very inappropriate (1), which was constructed by
Ramdani (2018) was adapted and used to measure
educators’ levels of academic integrity in this study.
The scale has five subscales: honest (5 items), fair-
ness (4 items), respect (3 items), trust (3 items) and
responsibility (2 items). Ramdani (2018) claimed
that the scale has a total reliability coefficient of
the scale 0.866 with interrelated and single dimen-
sional of the five aspects. Using pilot test of the
instrument on 32 instructors from Hawassa Univer-
sity, it was found that the scale items have Cronbach
alpha reliability of 0.923. Moreover, summary of
item and scale statistics of the final study are given
in table 2 below.

Table 1: Summary Academic Integrity Item Statistics

Mean Min Max Range Max/Min Variance Scale N of Items
Item Means 2.938 2.149 3.937 1.788 1.832 .239 Mean=49.95; 17
Item Variances .961 .553 1.717 1.163 3.104 .112 SD=12.699 17
Inter-Item Covariances .533 .304 1.300 .996 4.278 .027 17
Inter-Item Correlations .571 .355 .917 .562 2.581 .012 17

The data generated using survey questionnaires
were organized, coded and analyzed, using SPSS
version 20. Descriptive statistical techniques like
frequencies, measures of central tendencies and
measures of dispersion were used. To interpret the
sampled educators’ scores of academic integrity,
the raw data was transformed to standard scores and
ranges of determining levels of academic integrity
were developed in line with the area under normal
curve. Theoretically, academic integrity scores of
the respondents were dichotomized as very high
(>2 St. Deviation), high (1 through 2 Std. Devia-
tion), moderate (0 through 1 St. Deviation), low
(-1 through 0), poor (-1 through -2 St. Deviation)
and poor (< -2 St. Deviation).

In the analysis, interpretation and presentation of
the results, questions: (1) What is the level of aca-
demic integrity among university academic staff;
(2) How much educators are honest, trust, respect-
ful, faire and responsible in their academic behavior;
and (3) how much honest, trust, respectful, faire
and/or responsible determine academic integrity
were presented in their order in here one after the
other.

3 Results

All the respondents were contacted in person and
100% response rate was secured, i.e. all the 335
respondents returned the questionnaire they were
given to fill. Accordingly, 293 (87.5%) males
and 12 (12.5%) females with age rages of 18 –
24 years (8, 2.7%), 25 – 45 years (299, 89.3 %)
and more than 45 years (27, 8.1%) have partici-
pated in the study. The instructors were selected
from 8 colleges/institutes/schools/faculties and 40
departments have participated in the study.

Among the respondents, 278 (83%), 34(10.1%),
13 (3.9%), 9(2.7%) and 1 (0.3%) were MA/MSc
graduates, assistant professors, PhD holders and
associate professors respectively. Most of them,
114 (34%), have served for 11 to 15 years while 98
(29.3%) had work experience of 6 to 10 years; 66
(19.7%) have been working for more than five years;
33 (7.3%) of the respondents have been engaged in
work for more than 16 to 20 years; and 24 (7.2%)
of the respondents had work experience of more
than 20 years. Out of the total respondents, 283
(84.5%) respondents have attended HDP (higher
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Table 2: Frequency distribution of respondents’ college/institute/school/faculty

No. Faculty/School/College/Institute Frequency Percent (%)
1 Education and behavioral sciences 28 8.4
2 Engineering and Technology 128 38.2
3 Social Science and Humanities 36 10.7
4 Law 6 1.8
5 Medicine and health sciences 56 16.7
6 Agriculture and natural resources 35 10.4
7 Natural and computational sciences 26 7.8
8 Business and economics 20 6.0

Total 335 100.0

Diploma Program), on-job one year pedagogical
training program intended to equip instructors with
some teaching skills and behaviors but 52 (15.5%)
of them did not attend the program at the time of
data collection. Moreover, 50 (14.9%) of the re-
spondents were position (any) holders and most of
them, 285 (85.1%) respondents were fully engaged
in teaching and other related roles.

The study revealed that significant percent of the
respondents, 35.5 percent, was neutral in their re-
sponses to the statements provides to measure their
levels of academic integrity. For instance, in the
case of the first item of integrity scale, about 43
percent of the respondents do not agree that honesty
starts with a person; 33.1 percent reacted as neutral

while 23.8 percent of them responded being trust-
ful to oneself is appropriate and very appropriate.
Significant number of the respondents, about 33.8
percent of them took a statement “honesty trains us
to believe in our abilities” as very inappropriate or
inappropriate; 22.7 percent were neutral in their re-
sponse while 43 percent of the respondents reacted
as appropriate and very appropriate.

In general, cumulatively, the number of those re-
spondents who reacted to the ideas presented in the
scale as very inappropriate and inappropriate was
more than those who reacted as appropriate and
very appropriate. For more details, refer to table 3
below.

Table 3: Frequency distribution of respondents’ responses for each item in the academic integrity scale

No Items
Frequency/Percent

1 2 3 4 5
H1 For me to be honest it starts from myself. 83/24.8 61/18.2 111/33.1 36/10.7 44/13.1
H2 Honesty trains us to believe in our abilities. 30/9 83/24.8 76/22.7 93/27.8 53/15.8
H3 I really appreciate friends who do the tasks with their own ability. 11/3.3 59/17.6 78/23.3 102/30.4 85/25.4
H4 I am sure that any work done honestly results will be satisfactory. 91/27.2 85/25.4 108/32.2 46/13.7 5/1.5
H5 Originality of ideas is an important thing to have when writing. 10/3 112/33.4 123/36.7 81/24.2 9/2.7
F1 I am happy to pass the course material to my friend. 4/1.2 76/22.7 115/34.3 106/31.6 34/10.1
F2 I am glad when a friend asks my idea in doing the lecture work. 2/.6 54/16.1 124/37 113/33.7 42/12.5
F3 I am active to participate in academic activities inside and outside of the campus. 8/2.4 93/27.8 158/47.2 63/18.8 13/3.9
F4 I love studying other people’s research results. 30/9 96/28.7 157/46 47/14 5/1.5
R1 All students have equal opportunities to get involved in campus activities. 2/.6 45/13.4 142/42.4 109/32.5 37/11
R2 Regular academic evaluation is very important in the learning process. — 34/10.1 68/20.3 118/35.2 115/34.3
R3 Trusting each other’s friends is a solid foundation for collaboration on campus. 2/.6 50/14.9 140/41.8 140/41.8 3/.9
T1 I like to discuss how to cite the reference sources that lecturers present in the classroom. 30/9 124/37 158/47.2 19/5.9 4/1.2
T2 For me preparing the material before the lecture is a natural thing. 29/8.7 119/35.5 163/48.7 16/4.8 8/2.4
T3 I enjoy discussing college assignments with friends. 61/18.2 113/33.7 114/34 40/11.9 7/2.1
R1 Getting a scholarship is like having a responsibility to serve the nation. 29/8.7 119/35.5 154/46 24/7.2 9/2.7
R2 I feel a good image of campus is a shared responsibility. 127/37.9 102/30.4 47/14 47/14 12/3.6

Note: very appropriate (5), appropriate (4), neutral (3), inappropriate (2), and very inappropriate (1).
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The mean value of the respondents’ responses to
the items in the scale is between 2 (inappropriate)
and 4 (appropriate). As reported in table 4 below,
the mean scores of academic integrity scale and

its sub-scales: honest, fairness, respect, trust and
responsibility are 49.95, 14.70, 12.33, 10.61, 7.56
and 4.75 respectively.

Table 4: Summary of descriptive statistics of academic integrity and its subscales (N = 335)

Measures Academic integrity Honesty Fairness Respect Trust Responsibility
Mean 49.95 14.70 12.33 10.6 7.56 4.75
Median 52 15 12 10 8 5
Mode 59 18 13 10 9 3
SD 12.70 4.84 3.01 2.43 2.30 1.92
Range 53.00 18.00 13.00 10.00 12.00 8.00
Minimum 26.00 6.00 6.00 4.00 3.00 2.00
Maximum 79.00 24.00 19.00 14.00 15.00 10.00

The ideal lowest and highest scores for the scale
are 17 and 85. Out of the respondents, 10 (2.99%)
of them has scored 50 (about the mean value),
157 (46.9%) scored below the mean value and 174
(51.94%) scored above the mean value. The de-
scriptive statistics for honest subscale revealed that
140 (41.8%) of the respondents have scored 14 and
below while 37 (11%) of them scored approximate
to the mean value, 14.70, while 158 (47.16%) of the
respondents scored above the approximate mean
value. In terms of fairness, 134 (40%) have scored
less than the approximate mean value; 34 (10.1%)
scored the mean value; and 167 (49.85%) of them
scored above the mean value. In terms of respect,
the descriptive statistics revealed that 190 (56.7%)
have scored score of ten and below; 6 (1.8%) scored
10 and 11 that is close to the mean value 10.61;
and 139 (41.49%) scored above 11. In the case of
trust, 155 (46.3%) scored below 7. 56, 54 (16.1%)
scored 8 which is approximate to the mean value,
7.56; and 126 (37.61%) scored above the mean
value. Moreover, statistics of the responsibility
measure shows that 142 (42.4%) of the respondents
scored 4and below; 93 (27.8%) scored 5, which

is approximate to the mean value 4.75; and 100
(29.85%) of them scored above 5.

However, interpreting a raw score without norms
of reference may not sound in terms of statistical
assumptions there was a need to find out a stan-
dard domain to compare the academic scores of the
respondents. Hence, other things being constant,
to formulate standardized intervals to equate the
academic integrity scores of the respondents, the
raw data were converted to standardize scores and
the following classes of the standard score were
developed based on the assumptions of the area un-
der the normal distribution because the researcher
unable to find reference norm to interpret the scores
obtained the academic integrity scale used in this
study. As depicted in table 5 below, the majority of
the respondents (35.5%) had moderate academic
integrity; the academic integrity of 24.8 percent
of the respondents was low; 22.1 percent of them
were poor in their academic integrity; 16.1 of them
demonstrated high academic integrity while the
percent of the respondents who demonstrated very
high academic integrity was 1.5 percent of the total
participants.
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Table 5: Frequency distribution of standard scores of the respondents’ academic integrity

Z-scores interval Corresponding score interval Frequency Percentage Level of Academic integrity
> 2 > 74.95 5 1.5 Very high
1 through 2 62.65 – 74.95 54 16.1 High
0 through 1 49.95 – 62.65 119 35.5 Moderate
-1 through 0 037.25 – 49.95 83 24.8 Low
-1 through -2 < 37.25 74 22.1 Poor
< -2 None None None Very poor

Similarity, scores of the sub-scales of the academic
integrity: honesty, fairness, respect, trust and re-
sponsibility were converted to standard scores as
given in tables 6, 7, 8, 9 and 10 below. About 32
percent of the respondent had moderate level of

honesty in their academic behavior and 19.1 percent
of them measured as having high level of honest.
However, 26.3 and 22.4 percent demonstrated low
and poor levels of honesty respectively.

Table 6: Distribution of standardized honesty scores of the respondents and their levels

Z-scores interval Corresponding score interval Frequency Percentage Level of honesty
> 2 > 24.38 — — Very high
1 through 2 19.54 – 24.38 64 19.1 High
0 through 1 14.84 – 19.54 108 32.2 Moderate
-1 through 0 9.86 – 14.84 88 26.3 Low
-1 through -2 5.02 – 9.86 75 22.4 Poor
< -2 None None None Very poor

As indicated in table 7 below, 34.9 percent of the
respondents were moderate in their level of fairness
while 29 percent demonstrated low level of fairness.

Moreover, 20.3 percent of the respondents demon-
strated poor level of fairness and 13.6 scored high
fairness.

Table 7: Distribution of standardized fairness scores of the respondents and their levels

Z-scores interval Corresponding score interval Frequency Percentage Level of fairness
> 2 > 18.35 6 1.8 Very high
1 through 2 15.34 – 18.35 44 13.1 High
0 through 1 12.33 – 15.34 117 34.9 Moderate
-1 through 0 12.33 – 9.32 97 29.0 Low
-1 through -2 9.32 – 6.31 68 20.3 Poor
< -2 < 6.31 3 0.9 Very poor

As reported in table 8 below, 36.7 percent of
the respondents demonstrated low level of respect
but 32.5 percent scored moderate level of respect.

About 19 percent were poor in their level of respect
while 10.7 percent score high level of respect.
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Table 8: Distribution of standardized respect scores of the respondents and their levels

Z-scores interval Corresponding score interval Frequency Percentage Level of respect
> 2 > 18.35 — — Very high
1 through 2 15.34 – 18.35 36 10.7 High
0 through 1 12.33 – 15.34 109 32.5 Moderate
-1 through 0 12.33 – 9.32 123 36.7 Low
-1 through -2 9.32 – 6.31 65 19.4 Poor
< -2 < 6.31 2 0.6 Very poor

As depicted in table 9 below, the majority of the
respondents (38.2%) of the demonstrated moder-
ate level of trust in their academic behavior, 13.1

scored high and 1.5 very high but 24.5 and 21.8
percent of them displayed low and poor level of
trust.

Table 9: Distribution of standardized trust scores of the respondents and their levels

Z-scores interval Corresponding score interval Frequency Percentage Level of trust
> 2 > 12.16 5 1.5 Very high
1 through 2 9.86 – 12.16 44 13.1 High
0 through 1 7.56 – 9.16 128 38.2 Moderate
-1 through 0 5.26 – 7.56 82 24.5 Low
-1 through -2 2.96 – 5.26 73 21.8 Poor
< -2 < 2.96 3 0.9 Very poor

In the table 10 below, the majority of the respon-
dents (39.1%) demonstrated moderate responsibil-
ity, 15.5 percent had high level of responsibility
and only 3 percent of them revealed very high

level of responsibility but significant percent of
the respondents, 33.7 percent, depicted low level
of responsibility and only 8.7 percent scored poor
level of responsibility.

Table 10: Distribution of standardized responsibility scores of the respondents and their levels

Z-scores interval Corresponding score interval Frequency Percentage Level of responsibility
> 2 > 8.59 10 3 Very high
1 through 2 6.67 – 8.59 52 15.5 High
0 through 1 4.75 – 6.67 131 39.1 Moderate
-1 through 0 2.83 – 4.75 113 33.7 Low
-1 through -2 0.91 – 2.83 29 8.7 Poor
< -2 < 0.91 — — Very poor

As indicated in table 11 below, Honesty, fairness,
respect, trust and responsibility have significant
positive correlation with each other and academic
integrity. The leaner multiple regression analysis

result revealed that honesty, fairness, respect, trust
and responsibility determine academic integrity
(R2 = 1) when they are combined together.
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Table 11: Correlation and Linear multiple regression result coefficients academic integrity and it’s sub-scales

AITOTAL Honesty Fairness Respect Trust Responsibility
AITOTAL 1.000 .919 .889 .830 .838 .848
Honesty .919 1.000 .804 .679 .633 .678
Fairness .889 .804 1.000 .686 .633 .660
Respect .830 .679 .686 1.000 .678 .626
Trust .838 .633 .633 .678 1.000 .896
Responsibility .848 .678 .660 .626 .896 1.000

Coefficientsa

Model
Unstandardized Standardized

T Sig.Coefficients Coefficients
B Std. Error Beta

1 (Constant) 3.233E−014 .000 .000 1.000
Honesty 1.000 .000 .381 147982637.747 .000
Fairness 1.000 .000 .237 93257291.048 .000
Respect 1.000 .000 .191 86321630.906 .000
Trust 1.000 .000 .181 53468654.877 .000
Responsibility 1.000 .000 .151 44498490.776 .000

a. Dependent Variable: AITOTAL

4 Discussion

In this study, it is found that university educators’
level of academic integrity and its subscales de-
scribed as very high, high, moderate, low, poor
and very poor The majority of the respondents
(35.5%) had moderate academic integrity; the aca-
demic integrity of 24.8 percent of the respondents
was low; 22.1 percent of them were poor in their
academic integrity; 16.1 of them demonstrated
high academic integrity while the percent of the
respondents who demonstrated very high academic
integrity was 1.5 percent of the total participants.
Even though not academic integrity is not con-
ceptualized as it did in this study, Behera (2022),
in his work on “academic integrity and university
teaching: A triangulation study on University teach-
ers,” argued that like their students, teachers are
engaged in academic dishonest in the form of not
neglecting their responsibilities, unfair judgment,
motivate cheating, disclosure of exam questions
before exam schedule, plagiarizing research works,
discriminating students and receiving money from
students to award marks but his objective was not
to describe the level of academic integrity as it is
conceptualized in this study. Moreover, Federal

Ethics and Anti-Corruption Commission (2013)
and Plummer (2012), cited in Solomon (2017),
reported collaboration of lecturers of higher insti-
tutions with cheaters which in turn affects public
perception towards teaching profession.

In terms of specific components of academic in-
tegrity studied, the study revealed that about 51.1
percent of the respondent had moderate and high
levels of honesty in their academic behavior but
48.7 percent demonstrated low and poor levels of
honesty. The existing literature show that honesty
is the most researched aspects of academic integrity
and many scholars have explained it from different
perspectives in the context of educational system
but many of them focuses on students’ academic
dishonest and the role of teachers in containing the
practices and it has been researched with negative
interpretation and mindset: perception, prevalence,
causes and techniques of academic dishonest, for in-
stance, Solomon W. Feday (2017).They also focus
on advising teachers to be honest in their teaching.
Hence, it is difficult to discuss the current finding
in line with the previous ones.

The current study found that 48.5 percent of the re-
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spondents were moderate and high in their level of
fairness while and 49.3 percent of the respondents
demonstrated low and poor level of fairness. The
study depicted that55.7 percent of the respondents
demonstrated low and poor levels of respect but
43.2 percent scored moderate and high level of
respect. According to the results of the current
study, the majority of the respondents (51.3%) of
the demonstrated moderate and high levels of trust
in their academic behavior but 46.3 24.5 percent
of them displayed low and poor levels of trust.
Moreover, the majority of the respondents (54.6
percent) demonstrated moderate and high levels of
responsibility but significant percent of the respon-
dents, 42.4 percent, depicted low and poor levels
of responsibility.

Limitations

The first challenge of this study was inability to
find standardized levels of academic integrity along
which the raw stores obtained in the study can be
rated and the researcher was obliged to transform
the raw scores to standard scores and levels were set
to judge the raw scores. Secondly, comparing and
contrasting the findings of the current study with
other previous research result was challenged due to
absence prior research results describing the nature
of academic integrity among university teachers
both at local and national levels. The recent study
by Almutairi (2022) on “effect of academic integrity
of faculty members on students’ ethical behavior”
did reveal description of the nature and level of
academic integrity among the faculty members.

5 Conclusion

The finding of the current study revealed that aca-
demic integrity of university educators can be ex-
plained at various levels where 1.5 percent, 16.1
percent, 35.5 percent, 24.8 percent and 22.1 per-
cent scored very high, high, moderate, low and
poor acidic integrity. The findings of the current
study has immense implications on intervention,
promotion and development of academic integrity
in higher institutions because academic integrity in
general and the educators’ in particular is vital in
teaching learning process because it determines de-
velopment of scholarly communities and creation of
strong civic engagement (ICAI, 2021). It influences

moral and ethical behaviors of students (Almutairi,
2022) and learners’ self-identity (Robert & Hai-Jew,
2009; cited in Almutairi, 2022). Moreover, it helps
learners and teachers freedom to build new ideas,
knowledge and creative works, and to respect and
acknowledge the work of others in their academic
behavior (www.uow.edu.au).

Hence, Teachers should be honest, fair and trust-
worthy in their academic exercises and behaviors
(Behera, 2022).Stimulating culture of academic
institutions - from the higher leaders to support-
ive administrative staffs and students, and family
to the larger society should make integrity their
daily discourse. They have to organize seminars,
workshops and trainings on regularly bases. It is
possible to enhance academic integrity by develop-
ing academic environment, enlightening teaching,
enhancing institutional support for instructional pro-
cess, and working to reduce institutional challenges
in academic arena (Gallant, 2008, p. 89).

Moreover, universities need to have continuous,
specific and applicable academic integrity develop-
ment policies and strategies. Finally, factors that
affect academic integrities should be studied so that
universities work on it to reduce their impacts.
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