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Abstract

The purpose of this study was to explore the lived experiences of teachers in
implementing the Early Childhood Care and Education (ECCE) policy in government
pre-primary schools in the Hadiya Zone, Central Ethiopia Regional State. A
qualitative approach with phenomenological design was employed. Six information
rich pre-primary teachers were purposively selected and involved in the study. Data
were collected via semi-structured interviews, analyzed inductively, and developed
into four major themes and five sub-themes. The results revealed a significant
disparity between the policy documents and actual practices. The findings also
showed that preschools faced constraints in facilities, teachers lacked pedagogical
skills for teaching and assessing children, and there was low parental and community
participation. The Hadiya Zone Department of Education, Health, and Women’s and
Social Affairs is recommended to work closely with pre-primary schools and other
stakeholders to ensure effective policy implementation.

1 Introduction

Education is a process that facilitates learning
through the acquisition of knowledge, skills, values,
beliefs, and habits. It occurs in both formal and in-
formal settings, influencing one’s thoughts, feelings,
and actions. Typically, education is structured into
stages including pre-primary, primary, secondary,
college, and university. pre-primary education
plays a crucial role in young children’s develop-
ment before they transition to formal schooling,
enhancing cognitive growth and preparing them
for early grades. It significantly impacts children’s
attendance and participation in primary school. A
lack of school readiness can hinder children’s adap-
tation to school environments and increase dropout
rates.

The Early Childhood Care and Education (ECCE)

program aims to provide appropriate education and
care for young children, yielding long-term posi-
tive outcomes. As noted by the Ethiopian Federal
Ministry of Education in 2007, this program shapes
early childhood development, fostering socially re-
sponsible citizens and promoting economic growth
by reducing mortality rates, childhood illnesses,
school repetition, and dropout rates.

International organizations like UNICEF and UN-
ESCO stress the importance of quality pre-primary
education for all children, regardless of their back-
ground. Research supports the long-term benefits
of quality early childhood care and education, as
highlighted by Curtis, Maureen, & O’Hagan in
2003 and cited by Gebre Egziabher in 2014. As
indicated above early childhood period is a bridge
between a formal primary school and preschool
which lays a base for future development of chil-
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dren.

Globally, the critical nature of the first 2000 days
from conception to age six is recognized for its
impact on lifelong cognitive, psychological, and
emotional development. Programs offering pre-
primary education are essential for improving life
fate for the poorest children, ensuring they are
prepared for formal schooling.

Early childhood are and education is considered an
integral part of basic education, foundational for
achieving the Ethiopian Education for All goals and
overall human development. All children should
engage in preschool activities early and be exposed
to enhanced learning environments to inspire their
creativity and abilities. As articulated in the Africa
Fit for Children declaration of May 2001, investing
in children today builds tomorrow’s peace, stability,
security, democracy, and sustainable development.

The right to education is upheld by various in-
ternational and national legislations, emphasizing
the development of a child’s personality and abil-
ities. Significant policy and strategic initiatives
have been adopted in Ethiopia since 2010, focusing
on ECCE to increase access and improve qual-
ity in early childhood education. Notably, the
government’s strategic operational plans and na-
tional policy framework for ECCE, supported by
UNICEF, have led to considerable advancements,
with pre-primary gross enrollment reaching 34%
in 2022/2023.

Studies on ECCE in Ethiopia, such as those by
Fedlu (2018), Fekede (2021), Misahun (2020), and
Mamo & Kenea (2014), have identified various
implementation challenges, including inadequate
facilities, insufficiently trained teachers, and lack
of comprehensive policy execution, particularly in
rural areas. These findings underline the need for
ongoing research and policy adjustment to ensure
the effectiveness of ECCE programs, especially in
less-performed zones such as Hadiya Zone. As it
was indicated in previous South Nations, Nationali-
ties and Peoples Regional State education bureau
2022/2023 annual report indicated that from other
zones and special districts, with various reasons
dropout rate was very high. This motivates re-
searchers for further investigation into the lived

experiences of teachers engaged in ECCE policy
implementation in this zone, where similar stud-
ies were conducted in only private pre-primary
schools in towns. However, no similar studies have
been conducted in government-attached preprimary
schools.

Research Question

The study aimed at addressing the following re-
search question:

What are the lived experiences of teachers engaged
in early childhood care and education policy imple-
mentation in government pre-primary schools of
Hadiya Zone, Central Ethiopian Regional State?

2 Review of Related Literature

Scholars highlight that the first eight years of a
child’s life mark a period of rapid growth and devel-
opment. Brain development reaches its peak in the
first three years, while opportunities for promoting
overall development remain high until around age
eight. This period is often referred to as a criti-
cal "window of opportunity," which, if effectively
utilized, ensures not only a child’s individual well-
being but also long-term societal benefits (Arnold,
2004).

Early Childhood Care, Education, and Develop-
ment has increasingly gained recognition world-
wide and across Africa as an essential area of focus
(UNESCO, 2004). Reinforcing this idea, the Young
Lives study (2016) stresses that early childhood rep-
resents the most crucial developmental phase. It
also identifies this period as the most cost-effective
stage for investment in preventive and intervention
programs aimed at reducing poverty, inequality,
and trauma.

Empirical research further illustrates that quality
ECCE services encompassing care, learning op-
portunities, and enriching experiences play a trans-
formative role in shaping lifelong success (ERPA,
2014). Beyond individual benefits, such programs
help nations fulfill international commitments, such
as the Convention on the Rights of the Child, by
ensuring children can exercise their rights and real-
ize their full developmental potential (UNESCO &
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UNICEF, 2012).

Concept of Policy Implementation Analysis

The notion of policy plays a central role in shap-
ing the operations and functions of both public
institutions and private organizations. When an
individual or private body adopts a policy, it is
typically referred to as a private policy, whereas
those formulated by the government or its agencies
are considered public policies (Ozor, 2004). In
the present study, the focus is on public policies
designed and executed by government bodies.

Different scholars approach the concept of policy
from varying perspectives. Some describe it primar-
ily as a form of action, others see it as a matter of
choice, while still others interpret it in terms of the
scope of activities involved (Ikelegbe, 2006). These
diverse perspectives account for the multiplicity of
definitions. For example, Ezeani (2006) considers
policy as a proposed plan of action the government
intends to carry out in response to a particular
problem or situation. By contrast, Ikelegbe (2006)
offers a more comprehensive definition, describing
policy as an integrated set of actions and programs
established by government, serving as a framework
to guide practices and responses in specific areas
of concern. In essence, policy can be understood
as a structured course of action that directs govern-
ment activities and facilitates the achievement of
predetermined goals or objectives.

The 2010 ECCE Policy Framework in Ethiopia

In Ethiopia, a formal policy framework for Early
Childhood Care and Education (ECCE) was intro-
duced in 2010 with the intention of improving chil-
dren’s early development. This framework clearly
articulated its vision, mission, objectives, guiding
principles, and areas of focus. The vision empha-
sized guaranteeing all children the right to a healthy
start, access to nurturing and safe environments,
and opportunities to reach their fullest potential. Its
mission was defined as the provision of a holistic,
integrated, high-quality, culturally responsive, and
developmentally appropriate service that supports
the comprehensive growth of every child.

The overall objective of the framework was to en-
courage early stimulation and provide children from

the prenatal stage up to seven years old with the
best possible start in life. Additionally, it aimed to
enhance equity, accessibility, and quality in early
education services through efficient partnerships,
institutional capacity building, and a more balanced
distribution of resources (National Policy Frame-
work, 2010).

Modalities of Pre-primary Education

Pre-primary education in Ethiopia is organized
into four major modalities: Kindergarten, O-Class,
Child-to-Child Program, and Accelerated School
Readiness. Each has its own structure and approach
to preparing children for primary school.

Kindergarten

Kindergarten is designed as a three-year program
targeting children aged four to six. Using a child-
centered approach, it encourages learning through
play, which helps children acquire social skills,
develop self-expression, and build their identities.
The program ensures that children enter primary
school better prepared for the demands of formal
education (AACEB, 2013).

O-Class

The O-Class is one of the most widespread modal-
ities of pre-primary education. It operates within
existing primary schools and provides a one-year
preparatory program for six-year-old children be-
fore they begin grade one. Its main objective is
to bridge the transition between home and formal
schooling, ensuring that children are ready academ-
ically and socially (MoE, 2013/14).

Child to Child Program

The Child-to-Child initiative is based on the idea
of engaging older children, typically in grades five
and six, as facilitators for their younger siblings
and neighborhood children. These older children
are trained and supported by teachers to conduct
structured, play-oriented activities either at home
or in community spaces. Parents also play a role by
supervising and rotating responsibilities. The goal
of this program is to strengthen school readiness
among younger children and smooth their transition
into grade one (MoE, 2012).
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Accelerated School Readiness

It’s one of the four modalities of pre-primary edu-
cation program and it’s a two-month program for
6+ year old children who do not have other access.
Children attend the program on July and august be-
fore entering grade one on September. The purpose
is to avoid negative influence on those children who
come to school without passing through preschool
education (MoE, 2017).

Learning Material and Environment

According to AACAEB (2011/12), preschool class-
rooms should be equipped with a range of indoor
learning materials, including puzzles, flash cards,
geometric shapes, storybooks, construction blocks,
toys, and resources for organizing learning corners
such as family, health, science, language, shopping,
and mathematics areas. Outdoor equipment should
also be available, such as slides, balance beams,
merry-go-rounds, and locally produced play items.
These resources stimulate children’s imagination,
creativity, and problem-solving abilities, while also
serving as emotional anchors and tools for connect-
ing with their environment (NACECE, 2003).

Additionally, the natural outdoor setting plays a vi-
tal role in children’s early development. A carefully
planned outdoor environment offers richer experi-
ences than the classroom alone, as it encourages
children to notice weather patterns, plants, animals,
and other aspects of their surroundings. Such envi-
ronments nurture curiosity and critical thinking as
children seek answers to their discoveries (Curtis,
1998, cited in Haile, 2010).

Parent and Community Engagement

Parents are considered the primary caregivers of
children, making their involvement essential in early
education. Collaboration between parents, teach-
ers, and caregivers ensures that decisions about
preschool activities and services reflect children’s
best interests. Parents can contribute by sending
their children regularly, providing learning mate-
rials, assisting in monitoring classroom practices,
and even mobilizing resources to support preschool
operations (MoE, 2016).

The wider community, including neighborhood

members and NGOs, also plays a key role in ensur-
ing that preschool environments are safe, support-
ive, and conducive to children’s growth (OECD,
n.d.). Communities are expected to organize fami-
lies, state institutions, and social organizations to
provide holistic support in areas such as care, health,
and nutrition (MoE, MoH, & MoWA, 2010). More-
over, community-based programs can promote early
childhood development through family participa-
tion and shared responsibility (Eagle et al., 2007,
cited in Yalew, 2011; Yalew, 2011).

Learning Methodology in the Pre-primary
School

The ECCE policy framework recommends that
teaching methods in pre-primary schools should
be child-centered, interactive, and play-based.
Lessons are expected to encourage cooperation,
sharing of experiences, and active participation,
with teachers using varied instructional materials
to enhance engagement (MoE, MoH, & MoWA,
2010).

However, interviews conducted with pre-primary
teachers revealed a mismatch between the guide-
lines and actual practice. Many teachers reported
relying heavily on explanation and question–answer
techniques, with limited use of discussions, role-
play, storytelling, play-based activities, or group
work. Observations also confirmed that classroom
instruction in many schools was dominated by
teacher-centered methods such as lecturing, reading,
and demonstration, while child-centered strategies
were rarely applied. This indicates a gap between
policy expectations and classroom realities.

Assessment of Children in the Pre-primary
Schools

The ECCE policy guideline specifies that assess-
ment in pre-primary settings should be continuous,
employ appropriate methods, and serve mainly to
encourage children rather than determine promo-
tion. In addition, results are expected to be commu-
nicated to parents (MoE, MoH, & MoWA, 2010).
To evaluate how these practices are implemented,
classroom observations and teacher interviews were
conducted.

Findings indicated that most teachers relied pri-
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marily on written tests, daily attendance records,
and class participation as their main forms of as-
sessment. In contrast, alternative methods such
as drawing, portfolio assessment, checklists, direct
observation, and homework were used infrequently,
if at all. Principals also acknowledged that chal-
lenges such as inadequate training, the absence of
ongoing professional development, shortages of in-
structional materials, and insufficient budgets made
it difficult to apply more comprehensive assessment
practices.

Beyond policy documents, scholars emphasize that
the evaluation of young children should be a con-
tinuous process rooted in both indoor and outdoor
observations rather than limited to paper-and-pencil
tests. Effective assessment should capture chil-
dren’s activities, behaviors, and efforts, reflecting
their overall growth and development (Isenberg &
Jalongo, 1993).

Qualification of Pre-school Teachers

Establishing a structured qualification framework
for ECCE teachers is critical to ensure consistency
across different levels of training. Such a framework
allows for both short-term certification and longer-
term diploma programs, serving as an entry point
for expanding the ECCE workforce (Biersteker,
2008). Given the rapid need for more teachers,
relying solely on traditional pre-service training
is often insufficient. One proposed approach is
to provide new teachers with a multi-month cer-
tificate in preschool education, enabling them to
begin teaching quickly while continuing to upgrade
their qualifications over time to achieve full ECCE
teacher status (Orkin et al., 2012; Biersteker, 2010).
For assistant teachers, a minimum requirement
could include completion of Grade 8 education and
possession of basic volunteer or assistant certifi-
cates in education or health (Orkin et al., 2012).

The effectiveness of ECCE programs depends heav-
ily on teachers’ skills, attitudes, and behaviors.
The curriculum and pedagogical approaches for
pre-primary education should therefore shape the
content of teacher training, which must also in-
clude substantial practical experience. Research
shows that positive relationships and meaningful
interactions between teachers, parents, and children

are often more influential in determining program
quality than material resources alone (UNESCO,
2007).

Furthermore, training programs that encourage
teachers to reflect on their practices and the envi-
ronments in which they teach are particularly bene-
ficial (UNESCO, 2007). Finally, ongoing learning
through research, evidence, and innovation remains
an essential component of strengthening teacher
capacity and ensuring the quality of ECCE delivery.

Developmentally Appropriate Practice in ECCE
Program

The National Association for the Education of
Young Children (NAEYC) strongly advocates for
the use of developmentally appropriate practices
(DAP) in early childhood education. DAP serves
as a research-based framework that guides teach-
ers and caregivers in creating learning experiences
suited to children’s developmental levels, while
still challenging them to achieve new goals. Ac-
cording to NAEYC (2020), DAP is at the heart of
the organization’s mission and resources, ensuring
that children are supported in ways that match their
current abilities but also encourage progress.

Copple and Bredekamp (2009) emphasize that DAP
does not mean making tasks easier for children.
Rather, it ensures that learning goals and experi-
ences align with their developmental needs while re-
maining sufficiently challenging to stimulate growth
and maintain interest. Teachers practicing DAP
are expected to know their learners well enough to
provide the right balance of support and challenge.

Within developmentally appropriate programs, chil-
dren learn not only through teacher-directed activi-
ties but also through opportunities that are guided
by their own interests and explorations. Such pro-
grams combine structured, teacher-led activities
with child-initiated learning, as well as both small-
group and large-group interactions (Copple & Bre-
dekamp, 2009).
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3 Research Design and Methodology

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

3.1 Description of the Study Area

Hadiya zone is found in the Central Ethiopian Re-
gional State, (CERS) Ethiopia. This region is one
of newly established regional state in Ethiopia. It
was formed from the then northern part of the
Southern Nations, Nationalities, and Peoples’ Re-
gion (SNNPR) on 19 August 2023 after a successful
referendum. It was located at a distance of 232
km away from the Addis Ababa, capital city of the
country, to south direction. Hadiya is bordered
on the South by Kembata Tembaro (KT), on the
Southwest by the Dawro Zone, on the West by the
Omo River which separates it from Oromia Region
and the Yem Zone, on the North by Gurage, on the
Northeast by Silte, and on the east by the Alaba
Zone. Hossana town is the center for Hadiya Zone
administration and center for Central Ethiopian
Regional State. Besides this, the number of pre-
primary schools found in this zone is 586. Of
this, private pre-primary schools are 127 (21.6%)
and government owned pre-primary schools are
459 (78.3%). Besides this, the number of prepri-
mary school learners found in this zone are M=
52,082, F=50604 T= 102,686. The pre-primary
teachers found in this zone are M=141 (27.3%)
F=375 (72.6%) T=516.

3.2 Research Design

To capture the essence of the lived experiences of
pre-primary teachers, a qualitative phenomenologi-
cal research design was selected for this study. In
this phenomenological study, the researchers sought
to describe the meaning of participants shared lived
experiences regarding the phenomenon (Creswell,
2007). This research design allowed participants
to share their lived experience of teaching with
the researchers regarding the implementation of
ECCE. In this regard, for this research undertaking,
a qualitative approach with a phenomenological
design was employed. Phenomenological research
requires a researcher to focus on people’s experi-

ences of a phenomenon to obtain comprehensive
details that provide a basis for reflective structural
analysis that ultimately reveals the essence of the
experience (Linda A. Bliss, 2016).

3.3 Sampling Technique

A standard sampling method within phenomenolog-
ical research is purposive sampling, which is often
used when the characteristics of a specific group
of individuals match the characteristics of the phe-
nomenon being researched (McMillan and Schu-
macher, 2006). Purposive sampling guarantees
information-rich responses from a knowledgeable
audience (Higginbottom, 2004).

In the Hadiya zone, there are sixteen government
structures (12 rural districts and 4 town administra-
tions). By using a purposive sampling technique,
the researchers took six pre-primary teachers from
each well and rewarded six districts/town admin-
istration and primary schools, such as Danama,
Bonosha, Shone number 1, Alemu Woldehana,
Ansho, and Sokokta primary schools from West
Badawacho, Shashogo, Shone town, Hossana town,
Duna and Amaka, respectively. The reason for the
use of these samples was that both the participants
and the sampled study area were awarded from the
Hadiya Zone Education Department for outstanding
performance in ECCE in the 2012/2022 academic
year. (Hadiya Zone Education Department annual
report, 2022).

3.4 Data Collection Instruments

In phenomenological research, interviews are gen-
erally considered the most effective tool for col-
lecting data, as they allow participants to describe
their lived experiences in depth. Both open-ended
and semi-structured interview formats are suitable,
since they give informants the flexibility to ex-
plain their perspectives fully while enabling re-
searchers to explore the phenomenon under study
in detail. Such interviews provide rich descrip-
tions that closely represent participants’ realities
(Padilla-Diaz, 2015).

For this study, researchers designed a semi-
structured interview guide after conducting a thor-
ough review of literature on ECCE policy imple-
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mentation. This guide ensured that core issues
were covered while still allowing participants to
elaborate on their personal experiences. To validate
the instrument, the draft guide was reviewed by
two pre-primary teachers outside of the study area,
helping to ensure its clarity and trustworthiness
before actual data collection.

3.5 Data Collection Procedures

In a phenomenological study, data collection tech-
niques have the flexibility to allow participants to
provide detailed accounts of their own experiences
(Smith, 2004). Phenomenological research meth-
ods use a systematic method to analyze shared
experiences and gain meaning from them (Watson
et al., 2015).

The following procedures were used while collect-
ing the data. A permission letter to conduct the
study was obtained from the Department of Spe-
cial Needs and Inclusive Education at Haramaya
University and delivered to the head of the Hadiya
Zone Education Department. The Hadiya Zone
Education Department subsequently wrote a letter
of permission to the sampled districts and town
administration. The sampled districts and town
administration subsequently wrote a letter of per-
mission to the sampled primary schools. The field
work was conducted intensively for a period of one
month from 12 March 2023 to 12 April 2023.

3.6 Method of Data Analysis

Data analysis in a phenomenology approach at-
tempts to analytically present the lived experiences
of those who are participating in the study (Mous-
takas, 1994). The data analysis process heavily
relies on the participant’s dialogue to process and
understand what is unique to the specific individ-
ual, their shared experiences, and the participant’s
views (Creswell, 2007).

Data collection, management and analysis were
carried out concurrently. After the interview, the
audio recordings were transcribed verbatim into
text by the researchers within 12 hours. After the
audio recordings were transcribed into text, the text
was interpreted with field notes containing nonver-
bal clues from the participants to assist in the data
analysis. Inductive thematic analysis was adopted

to obtain data-driven results.

3.7 Ethical Considerations

Before the data were collected, the participants
were informed and agreed to participate in the
study. It was also confirmed that no information
would be disclosed without the consent of the study
participants or kept confidential.

4 Results and Discussions

4.1 Results
The results and discussions are presented in a way
to provide answers to the research question raised
at the beginning of the study. The study question is
about the lived experiences of teachers engaged in
early childhood care and education policy imple-
mentation in government pre-primary schools of
study area Hadiya Zone, Ethiopia. In doing so, the
study result was categorized into four themes such
as: theme one; pre-primary school facilities, theme
two; teaching methodologies, theme three; the rela-
tionship between teachers and parents and theme
four; an assessment of children in pre-primary
schools.

Theme 1: Pre-primary School Facilities

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

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

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

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

“As evident, the facilities are far from ade-
quate for children’s learning. Our school
faces numerous issues; the learning spaces
are unsuitable, and the outdoor area is clut-
tered with trash. The school infrastructure
was initially designed for primary education,
not pre-primary. Even parts of the school
farm are leased to generate funds for sta-
tionery”. (PPT, 3)

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

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

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

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

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

“I often teach my students outside the class-
room without any support or facilities, rely-
ing solely on oral instruction”. (PPT, 1)

Furthermore, the overall physical and classroom
learning environments, teaching materials, and
equipment are described as unattractive and unsuit-
able for fostering a conducive educational setting.

Tovey (2007) underscores that both indoor and out-
door spaces should offer diverse play opportunities
and quiet areas for solitary activities, essential for
children’s autonomy and security.

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

Theme 2: Teaching Methodologies

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

One participant from school 5 explained,

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

Similarly, a PPT from School 6 stated,

“I primarily use teacher-centered or lecture
methods, both indoors and outdoors, due to
the unmanageable class size, lack of space,
and absence of play areas and teaching ma-
terials. Children often request to engage in
sports and cultural games, yet I cannot fa-
cilitate these play-based learning activities.
The school premises are partially covered by
grass, with the remainder being farmland”.
(PPT, 6)
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The responses highlight significant challenges in
applying the ECCE guidelines, primarily due to
inadequate facilities. From School 1, a participant
shared,

“I possess adequate training and awareness in
PPE teaching-learning methodologies. How-
ever, the nature of our school does not encour-
age the practice of these methods. Despite
understanding the importance, I have yet
to implement child-centered approaches due
to the lack of suitable and safe conditions”.
(TTP 1)

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

Theme 3: The Relationship between Teachers
and Parents

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

A teacher from school 6 remarked,
“While I am familiar with the learners’ behav-
iors and activities in the school environment,
I lack insight into their home settings. De-
spite repeated attempts to engage parents,
only a few consistently participate in meet-
ings, suggesting that many view school as a
respite from their responsibilities”. (PPT, 6)

Another response from School 5 indicated a similar
trend:

“I continuously reach out to parents to dis-
cuss their children’s learning issues. Un-
fortunately, the majority of parents show

little interest in engaging with the school
or addressing their children’s educational
challenges”. (PPT 5)

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

Theme 4: Assessment of Children in the PPS

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

A PPT from school 3 stated,

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

From School 4, a similar observation was made:

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

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

4.2 Discussions

The results of this study indicated that the real
practices of early childhood care and education
policy implementation in the study area were not
implemented as the government as well as commu-
nity expect. That is, the implementation did not
boldly align with the MoE (Ministry of Education’s)
ECCE policy framework and strategic operational
plan.

As various studies conducted in Ethiopia scholars
in different regions showed that, the implementa-
tion status is differed from regions to regions and
from pre-primary to pre-primary schools. Those
Ethiopian researchers like Gebre Egziabher (2014),
Fekede (2021), Misahun (2020), and Mamo and
Kenea (2014), which almost unanimously indicated
that the early childhood period serves as a bridge
between preschool and formal primary school, lay-
ing a foundation for children’s future development.
These researchers argued that early childhood edu-
cation is crucial in providing appropriate education
and care for young children, yielding long-lasting
positive consequences. They noted that such pro-
grams help mold socially responsible citizens and
contribute to economic growth by reducing mortal-
ity rates, childhood illnesses, school repetition, and
dropout rates.

From these point of views, this study presents dif-
ferent findings such as:the overall physical and
classroom learning environments are unattractive
and unsuitable for fostering a conducive educational
setting for early grade learners, teaching methods
did not emphasized child-directed activities rather
than teacher-directed instruction, parents did not
soundly play a crucial role in their children’s up-
bringing and development, and the appropriateness
of early grade learners assessment was not con-
sider the age, level of understanding capacity and
suitability of child-centered assessment techniques.

In general, the findings of this study result indicated
that the real implementation of early childhood ed-
ucation did not align with the stated MoE, ECCE
(2010) policy reality.

On the other hand, the study conducted by Arnold
(2004), states that the first eight years of a child’s
life is a period of tremendous growth and devel-
opment. Brain development is high in the first
three years, and the potential for ensuring optimal
development is very high up to age 8. It is impera-
tive that this true ‘window of opportunity’ is fully
used and strengthened to ensure long-term benefits,
not just for each individual child’s development
but also for the larger community. In this regard,
the current study highlights major challenges hin-
dered the remarkable growth and development of
children in pre-primary schools of the studied area
such as: lack of safe indoor and outdoor materi-
als and equipment, insufficiently trained teachers,
inadequate facilities, and a lack of monitoring.

There was also limited participation among par-
ents, the community, and pre-primary teachers.
Moreover, the implementation of the pre-primary
education policy was found to be weak due to
misalignment with the established pre-primary ed-
ucation standards.

Similarly, the study conducted by the National Asso-
ciation for the Education of Young Children (2020),
acknowledges and supports the effort of develop-
mentally appropriate practices (DAP) in a child’s
early years of learning. The DAP is a framework
designed to reflect research-based practices that
promote a child’s optimal learning and develop-
ment and it is the heart of all National Association
for the Education of Young Children’s work and
resources and educators and caregivers use devel-
opmentally appropriate practice to meet children
where they are while challenging them to meet
their achievable goals. However, this study result
indicated that most pre-primary school’s classroom
as well as physical environment did not encourage
the developmental and learning aspects of the early
grade learners.

Major Findings

The findings indicate that government pre-primary
schools suffer from a lack of attention from various
stakeholders, including government officials, par-
ents, community representatives, school manage-
ment bodies, and non-governmental organizations.
Confirming earlier research, this study identifies
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significant obstacles in the implementation process,
including inappropriate school facilities, a short-
age of budgetary resources for the program, and
inappropriate assessment techniques. Furthermore,
there is a notable deficiency in learning materials,
such as developmental play equipment, textbooks,
and other teaching aids across all studied areas.
Another crucial aspect for policy implementation
is the involvement of active parents and the rela-
tionship between teachers and parents, which this
study found to be insufficient and lacking regular
communication regarding children’s progress.

5 Conclusion

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

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

Recommendations

To address the study problem and to reach to
sustainable solution for early grade learners suc-
cessfulness and to implement the ECCE policy in
the studied area the following recommendations
were forwarded to improve the early grade learn-
ers leaning capacity school stakeholders should
fulfill infrastructure and teaching-learning inputs

for neighboring pre-primary school, to facilitate
safe teaching environment for children’s school
stakeholders should provide appropriate classroom
(avoid over classroom size) and avoid unbalanced
teacher-student ratio in the classroom, to provide
active and participatory learning environment; the
pre-primary teachers should create child-centered
teaching approach with attractive and stimulating
classroom and play grounds and to encourage the
children’s learning, to understand their children’s
learning gaps and achievement and to take a com-
mon decision in every issues parents should work
with teachers intimately.

References

Africa Fit for Children May, 2001. The African
Common Position as African’s Contribution to
United Nation’s General Assembly Special Ses-
sion for Children on Cairo, Egypt, from 28-31
May 2001.

African Union. 2014. The African Union Educa-
tion Outlook Report, Early Childhood Develop-
ment: Continental Perspective and Evaluation:
John Wiley and Sons, Inc.

Arnold, D. H. 2004. The Early Education of Socio-
economically Disadvantaged Children. Annual
Review of Psychology, 54 (1), 517-545.

Biersteker, L. 2008 Scaling Up Early Childhood
Development (ECD) (0-4 Years) In South Africa,
Cape Town: Growth and Development Initia-
tive, Human Sciences Research Council and
Early Learning Resource Unit.

Biersteker, L. 2010. Scaling-Up Early Child De-
velopment in South Africa: Introducing a Re-
ception Year (Grade R) for Children Aged Five
Years as the First Year of Schooling, Wolfen-
sohn Centre for Development Working Paper
17, Washington DC.

Bliss, L 2016. Phenomenological Research: In-
quiry to Understand the Meaning of People’s
Experiences. International Journal of Adult
Vocational Education and Technology.

Copple, C., & Bredekamp, S. 2009. Developmen-
tally appropriate practice in early childhood

11



Morka Mogiso et al. Dilla Journal of Education (2023), 2(2) 1–13

programs serving children from birth through 8
(3rd ed.). National Association for the Educa-
tion of Young Children.

Creswell, J. W. 2007. Qualitative inquiry and re-
search design: Choosing among five approaches
(2nd ed.). Thousand Oaks, CA, US: Sage Publi-
cations, Inc.

EFA Global Monitoring Report Team. 2004. EFA
Global Monitoring Report 2005. The Quality
Imperative. Paris: UNESCO.

ERPA. 2014. Evaluation of preschool education
program: According to the views of prospective
teachers (A case of Ankara University).

Ezeani, E. O. 2006. Fundamentals of Public Ad-
ministration. Snaap Press, Ltd, Enugu.

Fedilu Redi. 2018. The implementation and chal-
lenge of the policy set for early childhood care
and education in Addis Ababa city Administra-
tion.

Fekadu Ayana. 2021. The implementation and
challenge of the policy set for early childhood
care and Education Policy in Eastern Wellega
Zone, Oromia Regional State, and Addis Ababa
University.

G/Egziabher Assefa. 2014. Practices and chal-
lenges of Early Childhood Care and Education
in Addis Ababa, Arada Sub-City Government
Kindergartens. (Unpublished Master’s Thesis)
Addis Ababa University, Addis Ababa.

Haile G.S. 2010. The current practice of pre-school
education in some selected woredas of Northern
western zone of Tigray. MA Thesis. AA.

Higginbottom, G. M. A. 2004. Sampling issues in
qualitative research. Nurse Researcher, 12(1),
7-19.

Ikelegbe, A 2006. Public Policy Analysis: Con-
cepts, Issues, and Cases. Imprint Services,
Lagos.

Isenberg, J. and Jalongo, M. 1993. Creative Expres-
sion and Play in Early Child Hood Education.
Macmillan Pub, Company, New York.

Mamo Kenea. 2014. The Current Situation of
Pre Primary Education in Government Schools
at Administrative Towns Surrounding Addis
Ababa. MA Thesis, Addis Ababa University,
Addis Ababa, Ethiopia.

Mazur E. Peer Instruction: A User’s Manual.
Upper Saddle River, NJ: Prentice Hall; 1997.
[Google Scholar]

McMillan, J. H., & Schumacher, S. 2006. Research
in education: Evidence-Based Inquiry. New
York. Pearson Education, Inc.

Misahun Shumetu. 2020. Early Childhood Care
and Education Policy Implementation Analysis.
The Case of Abichu Gnea Woreda, M.A Thesis.

MOE. 2007. Status of early childhood care and
education in Ethiopia, Addis Ababa: printed.

MoE 2010. Early Childhood Care and Education
Policy and Strategic Framework, Addis Ababa.

MoE 2010. Education Sector Development Pro-
gram IV 2010/2011-2014/2015 GC. Addis
Ababa: Ministry of Education.

MoE, MoH, and MoWA. 2010a. Strategic areas
operational plan and guidelines for early child-
hood care and education (ECCE) in Ethiopia.
Addis Ababa.

MoE. 2012. Child To Child Teaching Approach
draft Manual, Addis Ababa: unpublished.

MoE. 2013-14. O-class Syllabus for Pre-school
Education and Care, Addis Ababa: printed.

MoE. 2015. Fifth Education Sector Development
Programme. Ministry of Education of the Fed-
eral Democratic Republic of Ethiopia, Addis
Ababa.

MoE. 2016. Educational Statistical Annual Ab-
stract. Author, Addis Ababa.

MoE 2017. Education Statistics Annual Abstract.
Addis Ababa, Ethiopia: Education Management
Information System (EMIS) and ICT Direc-
torate.

Moustakas, C. 1994. Phenomenological research
methods. Thousand Oaks, CA: Sage.

12

https://scholar.google.com/scholar_lookup?title=Peer+Instruction:+A+User%E2%80%99s+Manual&author=E+Mazur&publication_year=1997&


Morka Mogiso et al. Dilla Journal of Education (2023), 2(2) 1–13

National Association for the Education of Young
Children (NAEYC). 2020. What is de-
velopmentally appropriate practice (DAP)?
Retrieved April 8, 2020, from https:
//www.naeyc.org/resources/topics/
dap-introduction.

OECD 2001 Starting Strong, Early Child hood
Education and care. Paris, France: OECD
Publications Service.

Orkin, K. 2012. Are Work and Schooling Comple-
mentary or Competitive for Children in Rural
Ethiopia?

Ozor, E. 2004. Public Enterprises in Nigeria: A
study in Public Policy Making in Changing Po-
litical Economy. University Press Plc, Ibadan.

Paciorek, M. and Munro, H. 1999. Early Childhood
Education, 4th edition. Michigan McGraw, Hill,
New York.

Padilla-Diaz, M. 2015. Phenomenology in Edu-
cational Qualitative Research: Philosophy as
Science of Philosophical Science? Interna-
tional Journal of Educational Excellence, 1 (2)
101-110.

Smith, J. 2004. Reflecting on the development of
interpretative phenomenological analysis and
its contribution to qualitative research in psy-
chology. Qualitative Research in Psychology,
1(1), 39-54.

UNESCO. 2004. Early Childhood and Family Pol-
icy Series no 9: ECD Policy Development and
Implementation in Africa, British Columbia.

UNESCO, 2007. Strong Foundations Early Child-
hood Care and Education, UNESCO Paris. Sus-
tainable Development Goals (SDGs), (2012),
United Nations.

UNESCO and UNICEF. 2012. Asia Pacific end
of decade notes on Education for all: Early
Childhood Care and Education, Thailand.

Vincent, J., 2015. Writing and reading using pen,
paper, keyboard and screen -a cross cultural ex-
ploration. Presentation at COST Action FP1104
Plenary. Zagreb, 27 March 2015.

Watson, J. M., Mazur, J. M., & Vincent, S. K. 2015.
Youth-driven Youth–Adult Partnerships: A Phe-
nomenological Exploration of Agricultural Ed-
ucation Teachers’ Experiences. Journal of Agri-
cultural Education, 56(3), 105–120. https:
//doi.org/10.5032/jae.2015.03105.

Yalew Zeleke. 2011. Practices, challenges, and
prospects of the provision of kindergarten: Ed-
ucation attachment with Government program.
MA Thesis, Addis Ababa University, Addis
Ababa, Ethiopia.

Young Lives, 2016. Early Childhood Development
in the SDGs, Policy Brief 28.

13

https://www.naeyc.org/resources/topics/dap-introduction
https://www.naeyc.org/resources/topics/dap-introduction
https://www.naeyc.org/resources/topics/dap-introduction
https://doi.org/10.5032/jae.2015.03105
https://doi.org/10.5032/jae.2015.03105


DJE - 2023 2(2):14–30

Teacher Educators’ Professional Competencies: the Unrecognized Profession
in Ethiopia

Alemayehu Teklemariam∗

∗ Department of Special Needs and Inclusive Education, CEBS, AAU

Received: 14 June 2023 Accepted: 24 September 2023 Published: 05 October 2023

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

Key words/phrases:
Competence, Pedagogy,
Professionalism, Student
teachers, Teacher educator

Abstract

Inadequate transfer of knowledge, skills, attitudes and behaviors from the context of
teacher education to the school environment, teaching children is a big concern in
this 21st century. To realize this, teacher competence is the most respected part of
educational assets. A person to be considered as a member of profession of teaching
student teachers has to possess essential qualities and professional competence.
Teachers should have personal, social, professional competences and positive attitude
towards teaching profession. The present article aims at evaluating and synthesizing
teacher educators’ professional competencies from various sources. Systematic
review method is employed to identify the uncertainty of teacher educators, policy
and practice gaps, in Ethiopia. The entire attempt is to relate the synthesis to the
Ethiopian context; while reflecting the drawbacks of the Ethiopian teacher education
system. Fifty one articles were identified using web searching terms, and qualitative
systematic review was employed. Available literature of various years (from year 1959
to 2019) were identified, selected, read, reviewed, analyzed, synthesized, interpreted,
discussed and concluded. The available literatures those are focusing on teacher
educators were selected. The findings of the reviews show that teacher educators
professional competence has been supported by policy and give due attention in
the other part of the world, unlike Ethiopia. No one should be a teacher educator
without high quality professional competences; and this is achieved when teacher
education is independently organized within its own structural set up, to work towards
its vision, goals and mission. To create teachers professional competences, there must
be high level professionally competent teacher educators in a well-organized teacher
education system. High level of teacher educators’ competence realizes greater
achievement in education; whereas, low level of teachers’ competence resulted in
poorer education, like we are facing today. Ethiopia really needs teacher education
system that meets the demands of Ethiopian people in this 21st century.

1 Introduction

The question of what kind of competences teacher
educator need to possess, to enhance the quality
of education, should be a question of what kind
of teacher education programs we have. Teacher
educators are expected to be competent enough
in constructing knowledge, skills and positive atti-
tude towards their student teachers, children, their
profession, nature, diversities and societal devel-

opments in general. They are also expected to
create positive physical and social environments
of the schools, which are vital for learner’s well-
being and holistic development. In return, their
students’ teachers need to be competent enough
in creating high level mental ability of their stu-
dents; be competent in identifying, assessing and
supporting divers needs, and create dynamic and
fruitful learning environment. Quality education
and training of students teachers can bring tremen-
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dous change on children. Teachers play a central
role in providing better opportunities to learn to
interact, communicate, develop friendship, work
together, and assist one another, considering their
strengths, difficulties, differences and special needs.
Teachers’ influence is essential for children’s social
skills, emotional, cognitive, language, academic,
behavioral and psychomotor developments. To play
such a very significant role in the lives of students,
they must be a graduate of quality teacher education
programs; a program that is well organized and led
by competent teacher educators. Teacher educators
should be the best models for their student teachers,
so that the student’s teachers in their turn become
models in their communication of academic content
and in their response to the constantly changing so-
cial and emotional needs of all children with divers’
needs and potentials. This tell us that the most
important and expensive resource in any school,
classroom and community are teachers.

Educating student teachers is not simply lecturing
like preaching or talking to them; rather, talking
with the candidates that help them to learn content
knowledge, skills, personality and the didactics; for
student teachers to repeat similar things to their
young learners. These help teachers to understand
learners’ needs and learning potentials. These in
turn help teachers to predict what the learners can
do alone and perform with the support of adults
(Vygotsky, 1978). It also helps to develop be-
lieves and appropriate expectation of their students.
Teachers’ beliefs and expectations of their students’
potential can also affect their students’ actual per-
formance and directions in their development and
career. Competencies of teachers can also create
positive and welcoming academic environments
for all learners. This helps to create citizens with
good personalities and intrinsic motivation that
may facilitate better learning. Hence, creating well
organized teacher education and training program
with highly competent teacher educators can yield
teachers who have all rounded competencies.

Contrary to this, teachers’ professional incompe-
tence may demonstrate negative feelings, by re-
jecting, discouraging, discomforting, distracting,
confusing, silence and indifference to the students’
needs, unique potential, activity and experiences

(Rye, 1998). Teachers with professional incom-
petence may not able to analyze their relationship
with their students, understand them and understand
the learning environment. They may not keep a
close watch on problems; potential problems, spe-
cial needs, and may not able to apply appropriate
knowledge and skill to meet the need of all chil-
dren in their classroom. Teachers with professional
incompetence may demonstrate negative feelings
and undesirable communicative interactions with
their pupils and may fail to enhance quality edu-
cation; the education that help students to change
their own life and the life of the nation. From the
above paragraphs we can understand that there may
be two kinds of teacher s in schools: those who
transform education on the right track and those
who go astray.

There is no policy that helps to exclude the incom-
petent teachers who are at risk for the development
of the nation. With well-organized teacher educa-
tion programs and the bets teacher educators, we
must build teachers who are inspirational figures,
motivators, architects, dynamists, and communica-
tors to change, discover, and advance the potential
of students to respond to the problems of present-
day Ethiopian society. Therefore, the quality of
education of student teachers depends on the qual-
ity of teacher educators, who are required to have
the qualifications and competencies of experts in
their fields. Establishing such independent teacher
education institute and producing high quality pro-
fessionally competent teacher educators, requires
national policy for appropriate practices.

Having the above challenges in mind, the purpose
of this article is to review teacher educators’ profes-
sional competences from various research findings
around the world; synthesize them in relation to
the Ethiopian context; while reflecting the draw-
backs of the Ethiopian teacher education system.
Then, the paper includes, teachers’ professional
competency, methodological competences and the
act of teaching motivational competences, material
utilization competences, instructional competences,
assessment competences, the practical knowledge,
reflection and conclusion.

The main objective of the present desk review arti-
cle is to discuss teachers’ professional competences
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based on the following specific basic research ques-
tions:

1. What are the major professional competences
in teacher education around the world?

2. Why professionally competent teacher edu-
cators are important in the development of
teacher education?

2 Methods of the Reviews

A systematic review method will be employed in
this article. A systematic review is a multifaceted
piece of research that aims to identify, select and
synthesis all research published on a particular
question or topic. Systematic reviews stick to a
strict scientific design, based on pre-specified and
reproducible methods (Jill et al, 2011). According
to these authors systematic reviews are useful tool
to promote research knowledge that need to put
into action, after identifying gaps in knowledge and
practices in teacher education. It is particularly
valuable as a means of reviewing on a particular
question, if there is some uncertainty about the
answer; for example, in relation to teacher edu-
cator, to provide evidence-based information for
policy input, develop practice and support profes-
sional development (Mark and Helen, 2006), which
is the focus of the present article. Furthermore,
systematic review is important when people have
uncertainty about the professionalism of teacher
educators; because, policies have not been issued in
Ethiopia in relation to teacher educator. The prac-
tice of teacher educators is unprofessional and the
questions who should train teachers are unanswered
(Mark and Helen, 2006), particularly in Ethiopia.
Systematic review has a scientific framework with
a qualitative approach, i.e. interpretative paradigm
which is unbiased, has technical procedure, ratio-
nal and consistent and a transparent process to the
reader (Jill et al, 2011).

The purpose of this review article is to provide a gen-
eral description of teacher educators’ professional
competences and its systems. A systematic review
is employed to extract data, evaluate, analyze and
report. In the process of extracting data, the first
step was identifying key words from my research
statements such as teacher educator, teachers’ pro-
fessional competence. Similar and related words,

such as synonyms, broader terms or narrower terms
were considered in browsing from online data base.
Though there is scarcity of research focusing on
teacher educators, the factors influencing the de-
velopment of teacher educators’ may be wide and
unmanageable in a short essay like this. Therefore,
the article tried to describe only some of the basic
concepts and theoretical issues of teacher educators’
professional competencies. The findings from var-
ious researches were gathered, reviewed in detail,
analyzed, synthesized and discussed based on the
research questions with bias free knowledge and
lived experiences of the writer from the Ethiopian
perspective.

Fifty one scientific sources of various cultures were
identified, read through, categorized and used to
discuss the phenomenon. Sources focusing on
teacher educators and students teachers are identi-
fied and included. I have tried to collect all possible
studies related to a given topic and design, review
and analyze their results. Furthermore, I have
also tried to avoid old articles, but, since there is
serious scarcity of publication on teacher educa-
tors, I was forced to use the available primary and
second sources. A search of electronic databases
and reference lists was carried out. All full text
studies published and unpublished between 1959
and 2019 with the aim of investigating teacher edu-
cators’ professional competence were eligible for
inclusion. Based on the identified objective search
strategies such as terms and appropriate database
such as Academia, ERIC, Google Scholar, Research
4 Life, and, Z-BOOK LIBRARY and PDF DRIVE
were utilized. The findings from these literatures
were selected, described, interpreted, synthesized,
discussed, reported and finally concluded, below.

3 Results and Discussions

3.1 Teacher Educators’ Professional Compe-
tencies

Fifty one studies were identified following screen-
ing and quality appraisal for systematic review of
the professional competence of teacher educators.
As it is indicated in the methodology part, a sys-
tematic review of the present study is an outline of
main studies on teacher educators, comprising ob-
vious statement of aims and methods to answer the
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aforementioned research questions that have empha-
size the why of professionally competent teacher
educators and how international experiences are
different from the Ethiopians context. In this result
and discussion part, definition of teacher educa-
tor; effective teaching which consists of teaching
mode, teaching methods, classroom competencies,
instructional process competencies; competency
for inclusion of diversity; assessment competen-
cies; motivational competencies; teachers’ practical
knowledge competence; teacher’s attitude towards
their profession; teacher education institutions for
development of competencies; personal reflections
and conclusion. These result and discussion parts
emphasize the importance of professionally compe-
tent teacher educators in the development of teacher
education and its system, refereeing to the identified
references list.

3.2 What does teacher educator mean?

According to research findings, the concept of
competence in teaching involves tacit and explicit
pedagogical subject knowledge, cognitive and prac-
tical skills and dispositions, such as motivation,
beliefs, value orientations and emotions (Rychen &
Salganik, 2003). Competence means that teachers
act professionally and appropriately in a situation
(Koster & Dengerink, 2008) and ensures teach-
ers’ undertaking of tasks effectively (achieving
the desired outcome) and efficiently (optimizing
resources and efforts).

Simply put, teacher educator means teachers of
teachers in higher education institutions. They en-
gaged in the education of school teachers through
pre-service or in-service course teaching. Teacher
educators need to be seen as a unique occupational
group with distinctive knowledge, skills and under-
standing about teacher education and its importance
for schooling (Swennen and Klink, 2009). Accord-
ing to these authors, in many countries, significant
numbers of teacher educators have been teachers
in primary and secondary schools. These teachers
have cumulative wealth of professional knowledge
and expertise acquired through previous teaching
experience, unlike the Ethiopian situation. Teacher
educators are responsible for teaching, supervising
students on school placements, conducting research,
providing service to the school and to the university.

Furthermore, they have to be engaged in lifelong
learning for high level professional competencies.
However, there is no policy or standards that de-
termine the role of teacher educators; it seems that
the issues of teacher educators are not give signif-
icant place; that is why any persons with content
knowledge are preaching and claim to teach.

Teacher competence deals with pedagogical skills,
personal skills and professional skills. Pedagogi-
cal skills refer to teachers’ abilities to understand
their learners, construct and implement, assess
the development of students’ learning potential
and understand the learning and teaching process.
Personal skills refer to teachers’ honorable model
personality, and professional skills are a mastery of
subject knowledge and methodology of knowledge.
Teacher educators professional competence is the
ability to function effectively in the tasks considered
essential, in learning and teaching with appropriate
proficiencies, discipline-specific knowledge-base,
technical skills and the ability to solve the type of
problems encountered. The general characteristics
of the teacher education program facilitate the de-
velopment of teacher educators and maintenance of
professional competence (Kautto-Koivula, 1996)
of primary and secondary school teachers. Highly
competent educators meet the vision, mission and
the goals of teacher education institutions success-
fully (Willis and Dubin, 1990) through identifying
and removing barriers that hinder the development
of student teachers, children, institution, and at the
end, the quality life of a given society. Teacher
educators should be competent enough in pedagog-
ical content knowledge, classroom management,
instruction, literate in technology and competent
in assessment and intervention. In addition to
this, desirable attitudes towards teaching profes-
sion is paramount important. Without possessing
appropriate professional competencies, significant
numbers of people claim to become a teacher edu-
cator, in Ethiopia, unlike the experiences of many
other countries, as disclosed in this paper.

Teacher education programs need to be strong, to
create strong teacher educators, school teachers and
strong students. Strong teacher education program
mean, sowing a seed on a fertile land, and yield
thirty, sixty and from some hundred, from a single
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seed, unlike the Ethiopian situation that sowed a
seed on barren land, yield few (Fafunwa, 1991).
According to some research findings, the potential
and quality of manpower for the nation’s develop-
ment, depends on the quality of teacher educators
and a well-organized institutions that help to culti-
vate teachers suitable and interested in the teaching
profession, possess the right attitude, dedicated to
duty, and professionally qualified (Banjo, 1960;
Aderounmu and Ehiametalor, 1985, Pillai, 2001).
It is obvious that, if teacher education is poor, all
the system of education may be deteriorating, and
the quality of life the people become poor. Teacher
educators’ professional and academic competen-
cies are linked to societal development in many
ways. They can make their center of teaching on
community development, focuses on changing the
life of people, not simply preaching the single con-
tent in a static way for decades. This preaching the
single content in a static way has been the Ethiopian
practice with unsatisfactory success in enhancing
quality education.

Since education is the door to emotional, phys-
ical, mental, behavioral, economical and socio-
cultural development, quality teachers hold the key
to the door; teachers are therefore great builders of
national development. Professionally competent
teacher should be the hubs of our educational system
to enhance the quality of the learning and teaching.
A school buildings and facilities are important input
for learning, no doubt; but, they cannot function
without the input of the teachers and as a result,
teachers determine the quality of education. There-
fore, the nation’s educational system at all levels
must to a great extent be improved by enhancing the
quality of its professional teachers (Fafunwa, 1991).
Producing quality teachers require resources, clear
philosophical direction which is research based
and given sufficient time. The Ethiopian education
has missed directions for decades and swinging by
individuals in power, like a pendulum, not trans-
formed and move forward. Ethiopia needs, teachers
with relevant competencies, exerting a great deal
of influences on the positive behavioral formation,
fixing values and the process of socialization of the
learners placed under their physical, social, mental
and emotional care.

Ethiopia has given irrelevant and rudimentary
teacher education, before and after the practice
of TESO. Of course, TESO had some limitations
which were subject to adjustments. Unfortunately,
instead of reforming, TESO was sadly closed down,
to meet the interest of group of individuals; rather
than the nation. TESO was replaced by producing
unqualified teachers, who have undesirable attitude
towards teaching profession, apathetic for meeting
diversity needs. Negligence in installing values,
shaping good behavior in enhancing mental abil-
ities of the students and disregarding care for the
formation of emotional intelligence were missing.
We need teacher educators who are professionally
competent and devoted in creating good and hard-
working teachers and students, influencing vision,
creativity, intelligence, ethics, values and democ-
racy in the school.

Professionally unqualified persons who call them-
selves ‘teachers’, because, they simply lecture con-
tent in the classroom, cannot bring significant
change in their student teachers’ and students so-
cial, emotional, mental development and economic
dynamicity of the nation. Unqualified teacher edu-
cators may be an enemy to the teachers and students’
progress, a danger to the child’s upbringing and to
the nations’ development as well. The enemies in-
clude those who hate the science of pedagogy. For
a non-professional teachers to handle any subject
in school is a very serious problem; because, teach-
ing a subject concerns the intellectual, moral and
emotional phases of the students’ life, not simply
talk and chalk of the contents. For example, from
my observations, some unqualified ‘teacher educa-
tors’, working at teacher colleges in Ethiopia are
writing on the board and talking to the blackboard,
even not to the students. Some others talk down
to the students, but not even with their students.
From my three decades observation, and once a
leader of teacher education program in the Min-
istry of Education and a teacher educator for two
decades, our teacher education programs could not
create highly professionally competent teachers for
Ethiopia. This may be why they are not effective
in their teaching, not proud of their profession and
have not promoted and disrespect their own golden
profession.
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3.3 Effective Teaching

Effective teaching comprises of modes, method-
ology, classroom competencies, and instructional
processes. Effective teaching connotes the ability
on the part of the teacher educator to communicate,
reflected in a logical presentation and the trans-
mission of an enthusiasm or teaching with passion.
A teacher educator is therefore a person who can
communicate with genuine enthusiasm and skilled
in teaching modes.

Teaching Mode

Gbamanja (1989) has identified the following four
teaching modes and their implication for vari-
ous patterns of curriculum organization and in-
struction. Imparting requires professional com-
petence in didactic, heuristic, Philetic and Guris-
tic modes. These are accompanied with lecture
method, demonstration method, dramatizing, dis-
cussion method and questioning methods for better
and effective classroom competencies.

Didactic Mode is the teaching mode that conveys
information which is aimed at imparting knowledge
and building skills for the students to remember.
It allows students to learn concepts, skills, and
formulas through texts, lectures, and study guides
in classes that require active student involvement.
In this mode students practice and master skills in-
troduced in their classes (Eastwood Paideia, 2004).
Heuristic Mode involves inquiry and discovery
methods, the teacher as a resource person and a
facilitator of meaningful learning; learning how
to learn. In Philetic Mode, students’ feelings or
opinions are aroused, holding conference, think crit-
ically to understand ideas, solve problems, make
decisions, resolve conflicts, and apply knowledge
and skills to new situations (Eastwood Paideia,
2004). In Guristic mode teacher tries to explain his
or her experience or feelings, as s good interpreter
of the future, creating imagination for students,
involving reflective thinking.

Teaching Methods

Teaching in schools is not something any person
jump into it without knowledge in the teaching and
learning methodology. Talking to the students and
writing or detecting students cannot be considered

as the best teaching approach. A teacher educa-
tor who equipped with methodology can adapt
his teaching to effective learning styles of the stu-
dent teachers; analyze the task to be performed
by him/herself and students; begin the process of
teaching by creating enthusiasm into the students;
understand the diversity needs of the learners in
the classroom; perform the task successfully, ana-
lyze one’s procedures and evaluate the level of the
success for further intervention, that bring better
achievements of all learners (Gbamanja, 1989).

Achievements here is to mean, the ability to analyze,
synthesize, evaluate and create; rather than testing
only for facts, that lead learners only to memorize
facts. Installing the objective of the lessons for
students learn effectively, through doing various
activities, or experiment, by inquiry and solving
problems. The teachers are expected to guide indi-
vidual students to reach an intended learning, and
how to learn in cooperative learning through solv-
ing problems (Gbamanja, 1989). All this requires
classroom and instructional competencies.

Classroom Competencies

Teachers are expected to foster the adjustment of
students, understand students’ special needs, under-
stand basic cognitive and social problems, match
curricular offerings to the levels of mental develop-
ment, make curricular specifications relevant and
provide a smooth transition from home to school
and from one level of education to another.

Amalaha, (1979), identified the following required
classroom competencies that teachers need to pos-
sess:

1. Competence to adjust students to learn:
Teaching in the contemporary world involves
the task of assisting students in making worth-
while and satisfying adjustments to school
work, social groups, creating the essence of
harmony, remove barriers such as friction
and frustration is a vital part of making learn-
ing meaningful for the child, thereby making
him more interested in his schooling.

2. Competence to address the Divers needs
of children: Teachers must able to identify
the needs of children with special needs and
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vulnerable, their meet needs through full
participation in education.

3. Competence to understand student’s cog-
nitive and social problems: Due to a lack
of effective early stimulation, students may
show weakness in cognitive, social problems
and some areas of their learning. Teachers
need to have full grasp of the situation and
then remediate the child to alter the effects
of lack of stimulation.

4. Competence to matching curricular of-
fering with levels of mental development:
Teachers should consider entering behavior
such as the level of mental development;
which is the foundation, upon which new
knowledge must be built. Teachers need to
ensure that teaching suit the developmental
level; and children are adequately reinforced
to maintain their levels of intelligence of their
work.

5. Competence to make the curricular rele-
vance: The right type of classroom teacher
should be sufficiently knowledgeable about
the current question and debate about design-
ing a school curriculum to design lessons and
curricula accordingly. Classroom teachers
should appraise the curriculum specifications
according to how they suit the students they
are teaching.

6. Competence to make smooth transition
from home to school: Research has shown
that certain unnatural disruptions of intellec-
tual life occurs when the child’s environment
changes drastically and his or her experiences
are discontinuous. Short lived disruptions
may happen to those who join University as
well. Teachers are expected intervene in such
maladjustments and emotionally support the
learners.

Therefore, teacher educators should be competent
enough in the above classroom competencies to
educate student teachers and become a model that
help to enhance quality teacher education.

3.4 Instructional Process Competencies

Instructional competence is doing well in the teach-
ing profession which comprises caring, friendly,

firm, upright and welcoming behavior for her/his
students (Banjo, 1960; Fafunwa, 1991; Hegarty,
2000; Wilson, Floden and Ferrini-Mundy, 2002)
that help to learn effectively and improve students’
academic achievement. Teachers’ behavior in the
classroom is positively related to students’ achieve-
ment (Stringfield, 1994). This may include man-
agement of the classroom, high expectation, clear
goal setting, structuring the content, clarity of
presentation, collaborative teaching for students
co-operative learning, questioning by means of
low and higher order questions, personalized and
adaptive instruction, immediate exercise after pre-
sentation, and evaluation of whether the goals are
obtained by testing, feedback, and corrective in-
struction (Creemers, 1994). The quality of teacher
educator has impacts on student teachers, students
and the society as a whole. If quality of teacher
educates failed, it fails education of student teach-
ers; and if learners failed to be achieved, social,
political and economic development may go astray
or education may have little or no impact on the life
of the society (Swennen and Klink, 2009). Within
such condition we may remain in confusion and
move towards the direction of the track of poverty,
where quality life is unthinkable, and survival may
be in question, as we are observing from the present
Ethiopian context.

3.5 Competency for inclusion of Diversity

Unless the teacher educator is equipped with peda-
gogical science s/he may not able to accommodate
the divers learning needs and styles. Through
careful preparation and greater flexibility in instruc-
tional methods, all students can be appropriately
accommodated according to their respective lev-
els of understanding, need and potentials, and can
progress at their own pace. Teachers are expected to
facilitate the learning environment for all children
regardless of their diversities (Beare, Caldwell and
Millikan, 1989). Providing remedial materials and
approaches for individual students and encouraging
can help for the learning task of students and suc-
cess (Gbamanja, 1989). Teacher educators should
be exposed to courses that help them to accommo-
date learner with divers learning (Reid, Hopkins
& Holly 1987), such as psychology, special needs
education, sociology of education, philosophy of
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education, pedagogical content knowledge, teach-
ing method courses and curriculum development
and evaluation. . . etc. From among these, special
needs education remains a predominant element
in understanding the need, potential and learning
style of all learners.

Children with disabilities may include visual, au-
ditory, mental, physical, learning disability, behav-
ioral disorder, autism, multiple disabilities, children
at risk, gifted and talented children, etc. Significant
number of children with disabilities and special
needs are in regular schools which may count to be
17.6% (WHO and World Bank, 2011) of the total
children in the regular classrooms of general edu-
cation and higher education institutions. Teaching
is preparing the lesson in the way that children can
learn: “If I can’t learn the way you teach; teach me
the way I learn” (Unknown source).

3.6 Assessment Competencies

Assessment is defined as the process of obtain-
ing information that is used to make educational
decisions about students, to give feedback to the
student about his or her progress, strengths, and
weaknesses; to judge instructional effectiveness,
curricular adequacy, and to inform policy formula-
tors (Sanders et al., 1990). The various assessment
techniques according to them include, but are not
limited to, formal and informal observation, quali-
tative analysis of pupil performance and products,
paper-and-pencil tests, oral questioning, and analy-
sis of student’s records. Students’ assessment is an
essential part of teaching and good teaching cannot
exist without good student’s assessment. Students’
assessment helps to identifying the strengths and
weaknesses of one’s own professional capacity
and commitment. Teachers’ assessment compe-
tencies include the knowledge and skills critical
to a teacher’s role in the instruction process and
assessment.

Among many other things dynamic assessment is
very important for the development of individual
learner. It is an interactive approach to psycho-
educational assessment that embeds intervention
within the assessment procedure. One purpose of
dynamic assessment is to identify the need and
potential of the learner and to apply intervention,

accordingly. Assessment need to focus on holis-
tic development of children, including barriers
for learning and development. Students cannot
promote from grade to grade without assessment.
Many teachers in Ethiopia may claim exams must
be given and those who passed the exam promoted
to the next level. Of course who failed to score
below average, should repeat the same grade level.
The assessment should not be used for single pur-
poses, promotion. The purposes of assessment in
education are to provide feedback, intervene, stabi-
lize learning and enable all learners, regardless of
their diversity in the needs, potentials and learning
styles.

Furthermore, assessment is see the discrepancies
of learners and make all learners learn best, score
best and promoted to the next level with knowledge,
skills and positive attitudes towards learning, school
and development. Teacher educators’ high-quality
assessment practice is crucial to produce ‘reflec-
tive practitioners’ among student teachers (Schon,
1987). Teacher educators have the responsibility to
educate student teachers to be competent teachers,
who reflect on their own practices and improve,
develop and change constantly. To measure to what
extent a student teacher is a competent teacher and
to help student teachers to reflect on their own
practice and support their development

Teacher educators should educate their student
teachers, continuously assess, provide support and
promote the children with sufficient knowledge,
skills and favorable attitude. Educational testing
practices changed from what is referred to as ‘the
testing culture’ such as multiple-choice, to the ‘as-
sessment culture’. In teacher education assessment,
the crucial role of assessment is preparing student
teachers to become flexible and reflective teachers
(Gibbs, 1992). Changing from traditional tests to
assessments that resemble teaching practice in all
possible ways is a major challenge. Assessment
should also be used during the learning process as
it is for learning. This means that assessment is
used to diagnose the current level of competence
and to give feedback on this current performance
in order to stimulate further development towards
becoming a professional teacher (Boud, 1995; El-
wood & Klenowski, 2002; Gulikers, Bastiaens, &
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Kirschner, 2004).

Assessment results assist teachers in knowing
whether the curriculum, teaching and learning ex-
periences, and the practices has been effective. The
assessment may not only primarily focus on the
learners, the way we do today; instead, focus on the
system of education; This may include, the quality
of teachers, principals, curriculum, the effective-
ness of the learning materials, the suitability of
the instructional environment, learning strategies,
the support system designed for children with spe-
cial needs, and methods proposed to achieve the
objective at hand (Sanders et al., 1990). Teacher
educators should educated student teachers to be
skilled in developing diverse assessment methods
appropriate for instructional decisions, administer-
ing, scoring, interpreting the results and applying
for the improvement of learning and development
of the individual. Finally, teachers must be well-
versed in their own ethical and legal responsibilities
in assessment (Sanders et al., 1990).

3.7 Motivational competencies

Motivation is an essential component of teaching.
Teachers should have the competence of enhancing
intrinsic motivation in the learners that help them
to initiate and persist behavior, especially goal di-
rected behavior. Motivation is “. . . the process
whereby goal-directed activity is instigated and
sustained” (Pintrich and Schunk, 2002:5. Teaching
and learning go on well in the school environment
and they are being carried out by qualified teachers
who can motivate students to learn under diverse
conditions (Creemers, 1994). Students who are
intrinsically motivated undertake an activity for its
own sake, for the enjoyment it provides, the learn-
ing it permits, or the feelings of accomplishment
it evokes, unlike extrinsically motivated students
perform in order to obtain some reward (Lepper,
1988). Teacher educator with professional compe-
tence knows how to create relevant and appropriate
motivation and how to capitalize on existing intrin-
sic motivation (Harris & Muijs, 2005; Hardre &
Reeve, 2003).

Teachers possessing professional competence can
motivate through environmental design, arranging
attractive classroom-learning environment in the

ways that promote students’ motivation. Teach-
ers, who create warm welcoming and accepting
students, promote persistent effort and favorable
attitudes toward teaching and learning (Beare, Cald-
well, & Millikan, 1989) can motivate the learners.
Besides, teachers can motivate students by using
instructional strategies which include joyful instruc-
tion by being friendly, adding educative humor, fun,
exciting stories, happiness in their profession, car-
ing, loving children and their job. These conditions
inspire students to respond with interest and mo-
tivation (Condry & Chambers, 1978). Creating
an environment where learners actively involved
in their own learning, such as, cooperative learn-
ing and group problem solving exercises; (Nieder-
hauser, 1997; Austin et al, 2003), has a power to
motivate the learners. Hence, competent profes-
sional teacher educators should be equipped with
motivation competence.

3.8 Teachers’ Practical Knowledge compe-
tence

The content of practical knowledge includes the
knowledge of subject matter, curriculum, instruc-
tion, classroom management, self and the milieu
of schooling. Teachers need to have knowledge
of the interaction between teacher and students,
colleagues, administration and school environment,
that developed through school based teacher educa-
tion. School-based teacher education is based on
the assumptions that teacher education should be
based on the real problems student teachers need
to address in order to do their work in schools
and classrooms (Bullough, 1997). Teachers are
expected develop lesson planning, implementation
skills, classroom management and nurturing pro-
fessional and personal qualities. Teacher educators
should develop skills, attitudes, values and beliefs
in the student teachers. Schools are learning places
for both student teachers and children, where it
should create excitement, engagement, passion,
challenge, creativity and joy’ (Hargreaves, 1995;
Michalak, 2004). Teaching practice provides the
student teacher with hands-on experience in schools,
it is often the most valued experience by students
during their course.

In the classroom teaching practices learning issues
and teaching methods should be emphasized. The
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learning issues includes creating the learning envi-
ronment, lessen planning, encouraging students to
actively participate and learn independent, assess-
ing learners progress and accommodating diversity
in the classroom. Teaching methods includes how
teacher organize practical work of the learners, cre-
ating cooperative, whole class learning, support,
mentoring learners and encouraging problem-based
learning assessments. Colleges of teacher educa-
tion need to work attaching their student teachers
to the realities of life, closely work with school
practitioners, instead of working from ivory tower.

The school based learning may be greatly enhanced
by the utilization available resources in the in-
stitutions. Utilizing technologies make learning
effective and easier, consume less time and help to
search the type of materials they use for their profes-
sional development (Brown,Lewis & Harcleroad,
1959). Teachers’ should be acquainted with the
teaching resources and basic equipment, such as
ICT and other educational technologies. Fundamen-
tally, educational technology introduces teachers
to the evaluation, selection, and use of audiovisual
materials and equipment including films, slides,
transparencies, projectors, globes, charts, maps,
bulletin boards, programmed materials, informa-
tion retrieval systems, and instructional television.
Educational technologies are important not to sub-
stitute a teacher with professional competencies,
like plasma, but to complement teachers taught and
students learning. However, there have been pre-
dictions that new teaching and learning technology
would replace teachers, textbooks and even schools.
This may omit the hidden curriculum that come
as result of teachers’ emotion and the context he
or she is teaching. Of course, Professional Digital
Competence (PDC) is crucial in teacher education.

When Ethiopia has little or concern for Professional
Digital competence other nations are creating high
priority in teacher education (TE) to educate and
prepare student teachers to meet the changing de-
mands of new technology in their teaching practice
(Livingstone, 2016; McGarr & McDonagh, 2019;
UNESCO (2011). They underlines that teacher ed-
ucation should ensure that future teachers can help
pupils to develop digital competence. Teacher edu-
cators have a substantial responsibility for enabling

educational environments that will help student
teachers to develop the sufficiently high levels of
professional digital competence considered nec-
essary for teaching in the classroom of tomorrow
(Baran, Canbazoglu Bilici, Sari, & Tondeur, 2019).
This means teacher educator’s level of PDC is
important (Jackson & Burch, 2019). Besides all
competencies, technology proficiency should be
one of focuses of knowledge and skill area for
teacher educators (Instefjord and Munthe, 2016).
Teacher educators should be digital role models and
they are more than just teachers. This means, they
teach future teachers, who will then teach pupils
in school (Uerz et al., 2018). According to Ton-
deur et al. (2019), teacher educators can be seen
as gatekeepers in providing the next generation of
teachers with possibilities to develop competences
suitable for teaching and learning. They use tech-
nology for their own teaching and teach service
teachers’ professional digital competence (Inste-
fjord and Munthe (2017). Hence, issuing policy
that enforces teacher education institutions to in-
tegrate digital competence into teacher education
and career development of their teacher education
system is very crucial. Furthermore, equipping
individuals with digital competence for new ways
of thinking, ways of working, tools for working
and living in the contemporary world cannot be put
aside.

3.9 Teacher’s Attitude towards their Profes-
sion

I personally believe that teachers’ personality is
the most critical factor in successful teaching. As
stated by Cooper (1998:153), “If teachers have
warmth, empathy, sensitivity, enthusiasm, and hu-
mor, they are likely to be successful than if they lack
these characteristics”. Without these attributes an
individual is unlikely to be a good teacher. Cooper
(1998;153) believe again that “Effective teachers are
fair, democratic, responsive, understanding, kindly,
stimulating, original, alert, attractive, responsi-
ble, steady, poised, and confident”. He further
described ineffective teacher as “partial, autocratic,
aloof, restricted, harsh, dull, stereotyped, apathetic,
unimpressive, evasive, erratic, excitement, and un-
certain”. Teacher attitude may be seen from four
categories: teachers’ attitude towards self, teachers’
towards children and relationship between self and
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children, towards peers and pupils’ and parents, and
the teachers’ attitude towards the subject matter.

Teacher attitude towards self is an important aspect
of teachers’ attitude. Unless teachers recognize
their own needs and anxieties, they may be unlikely
to understand and empathize with their students’
needs or expression of anxiety. They may not
recognize those students’ inabilities, needs, inat-
tentiveness, impudence, or irritability may be the
result of anxiety. Teachers’ anxiety may make the
students irritable, causing the students in turn to feel
and to show similar symptoms. Self-understanding
of the teachers may be achieved through teachers’
education programs, through the integration of af-
fective domains in the content teaching, through
professional courses, such as psychology, methods
of teaching, special needs education and the like,
through reading books about teachers, classroom
observation of model teachers and the like. If teach-
ers achieve this part, their attitude towards children
could be caring and positive.

Children are sensitive observers of adult behavior,
and they often see, and become preoccupied with,
aspects of the teachers’ attitude towards them of
which the teachers may not be unaware. Teach-
ers’ effectiveness may be reduced by this feelings
and the result could be strong dislike for particu-
lar pupils and obvious fondness for others; biases
toward or against particular ethnic group; a bias
towards certain kinds of students’ behavior, such as
docility or inquisitiveness and discomfort in work-
ing with children who have disabilities. Hence,
teachers’ negative attitudes need to be converted
into positive direction, before they start teaching
children and spoil them with discriminations and
biases through effective teachers’ education pro-
gram discussed through out this paper. Generally,
teachers need to be genuine, value the learners,
and develop empathic understanding that may be
achieved through professional teacher education
programs. Teachers’ attitude towards themselves
and toward children may also apply to their attitudes
towards peers and parents.

Teachers’ attitude towards peers and parents is an-
other important factor need to be discussed. Due
to their inappropriate attitude, teachers may have
problems with authority. Teacher may also seek

cheep recognition and act negatively towards chil-
dren and parents. Some other teachers may not
tolerate authority, parents and students. Effective
teachers, work well with colleagues, and parents
to empower children to achieve, show attitudes of
acceptance. Such teachers may deal with parents
and teachers being genuine, value other persons as
worthy in their own right, and show empathy.

3.10 Teacher Education Institutions for Devel-
opment of Competencies

Teacher education is part of a country’s educational
system, organized in Universities and Colleges.
Teacher Education institution like Kotebe Univer-
sity of Education (KUE) established recently can
create teacher identity; bridge the gap between the-
ory and practice, balance between subject studies
and pedagogical studies. It can freely contribute
to a higher status of teachers’ teacher educator
and student teachers that help to enhance science
and technology for better life of its citizen. Inde-
pendent and free teachers institute can decide the
‘why’, the ‘what’ and the ‘how’ of teacher educa-
tion (Lundgren, 1983). Increased freedom is often
associated with more accountability. The govern-
ment may determine the why and what of teacher
education. Besides, the government is responsible
to establish teacher education institution, fund and
demand quality education, and evaluate whether
the outcomes have been achieved or not. Teacher
education institutions organize the programs within
their place, develop and implement curriculum
without internal and external influence. Teacher
education institutes and teacher educators are re-
sponsible to design the curriculum, and develop
the strategy of the ‘how’, the way in which these
outcomes can be achieved. Such outcome-based
approaches give teacher education institutes and for
teacher educators freedom, responsibility and ac-
countable for decisions, organize inputs, processes
the implementation and achieve the outcome of the
quality of teacher educators in the country. Simply
put, responsible to change ‘cast-iron into steal’,
ending the incompetence of teachers in Ethiopia.

Teachers incompetence is the legacy of the near
past and trends that Ethiopia has experienced in the
history of teacher education. Because of it organi-
zational problems, teacher education in Ethiopia
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could not able to bring desirable change, and the
Ethiopian education has been deteriorating in qual-
ity from year to year. Clear direction has never
been in the place to create strong teacher Educa-
tion program for the nation; except the attempt of
Teacher Education System Overhaul (TESO) and
the current decision of the government in founding
Kotebe University of Education. TESO had been
aborted by the Ministry of Education, after few
years encouraging development in creating compe-
tent high school teachers. Kotebe may work hard
to realize the goal of TESO, soon, reforming all the
limitations of TESO had. Will Kotebe Education
University (KUE) bring significant changing in
quality education including teachers’ education?
How KUE and other Teachers Colleges, escape
from the adverse effect of the negative legacy of the
past and create teachers with high level professional
competency? I expect radial change from KUE;
because it is relatively autonomous, not oppressed
by insiders, like other Education Colleges under
Universities.

Education Colleges, those are under some selected
universities are still in chaos. Its organizational
structure may not allow creating teachers’ profes-
sional competency with identified philosophical di-
rection. The present teacher education is organized
in four Colleges, with various vision, goal, mission,
values and readiness. College of Social Sciences,
College of Humanity, Language, Communication
and Journalism, and College of Natural and Com-
putational Science, are not established for relevant
and appropriate teacher education. Their vision,
goal, mission, values and readiness are not the same
with philosophy of the right teachers’ education
and training. They can teach pure content that may
be divorced from pedagogical content knowledge.
After decline of TESO, students attended three
years content knowledge and joined Post Graduate
Diploma in Teaching (PGDT), with the assumption
that creating strong graduate in content knowledge
can be good input for teachers’ education; but, how
was that program? Were the students successful
in the content knowledge? Have they developed
positive attitude towards teaching profession? This
must be explored through research.

From my personal and other colleagues’ observa-

tions, those who joined PGDT after graduating in
content knowledge have been observed and most of
them were found with serious deficient in content
knowledge. Their attitude towards teaching was
not also desirable; the majority of them did not
like to be teachers. They simply joined teaching
profession, because, they do not have other em-
ployment opportunities. Furthermore, they joined
PGDT with negative attitude; because, the philoso-
phy, vision, mission, and readiness of the institute
they got Bachelor degree were not similar to ed-
ucation institutions. In the present organization
of teacher education in four colleges, the respon-
sibility and accountability is unclear. If quality
failed, one may convey the failure to the other; and
if achieved, each may claim, it is because of their
quality education and training. In both cases we
can see hostility between the colleges. Then, what
are the solutions? Professionals in pedagogical
sciences have no any single bias on the importance
of content knowledge. I strongly believe that con-
tent knowledge is important, but should not be
divorced from pedagogical sciences, and/or peda-
gogical content knowledge. Besides content and
pedagogical knowledge, professional teachers need
to be imaginative, interested, curious, empathetic,
friendly and above all hardworking in order to be
effective in the classroom.

3.11 Personal reflections and Conclusion

My personal reflections may be observed in all
part of this article, here and there, with referenced
materials. However, this part is my strong final
keynote I want to address. Quality teachers are
architects of good education that determines our
future. Good education promotes all-rounded de-
velopment of an individual. Well trained doctors,
lawyers, engineers, architects and so on, are results
of teachers with high quality education; and the
education of teacher depends largely on the system
of teacher education programs, including teacher
educators.

One of the arguments about teacher education in
Ethiopia is found to be on who should be teacher
educators. Some believes that any person with
strong content knowledge can be a teacher educator.
It is true that they may preach in a traditional way,
the content of the subject matter. The questions is,
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can they create teachers who possess professional
competencies in instruction, classroom manage-
ment, teaching methodology, education technology,
motivation skills, interventional skills for children
with diversities, assessment skill and have positive
attitude towards their profession? It is clear that in
Ethiopia, educating qualified teachers those who
can teach students for the demands of the societal
success in developments has been deteriorating
from time to time. There are many reasons for
this; but, the major reason could be due to lack of
clear policy, regarding organizational structure of
teacher education institutions and teacher educators,
as distinct professional group. Of course, there is
some directive that has been issued insisting teacher
educators to go for professional development, such
as HDP.

Teacher education is a complex and very demanding
profession ever; where highly experienced teachers
used to teach at primary or secondary level should
involve with their current academic merit. Unfortu-
nately, highly experienced, moderately experienced
and newly employed instructors with no experience
involve as teacher educator in Ethiopia. Then, how
do we expect quality teacher education from these
malpractices? Some countries have a policy that
allows them to select teacher educators from best
teachers of primary and secondary schools, with
appropriate procedure of transition from school
teacher to teacher educator, with the assumption
that they will continue being models for their stu-
dent teachers as their real experiences and theories
are reflected in their teaching practices (Murray &
Male, 2005), at lower level.

In Ethiopia teacher educators’ identity is not es-
tablished yet; the gap between theory and practice
of teaching is not identified; integrating the con-
tent and pedagogy is not appropriately in a place;
and the balance between subject studies and ped-
agogical studies are not clear; because, there is
no clear policy that guides these practices. Policy
would be in a place to define what and the how
of teacher education. The policy would define
further, the societal setting in which the teacher
education takes place; the organizations’ set up and
the types of degrees and teachers qualification, in-
cluding the nomenclature. According to Swennen

and Klink (2009), as part of countries education
system, teacher education has its own place within
the institutional structure.

Teachers need to be educated and be trained to
be academically qualified as well as profession-
ally competent educators; to be able to perform in
their post and bring significant changes, primarily,
in teacher candidates and then in the life of their
students and the generation. Teacher educators
are those who integrate academic and professional
competencies focusing on what students learn in
schools. Content and practical studies need to be
integrated by bringing teaching practice and ped-
agogical theorization closer to each other; rather
than, lecturing contents only. This is to help future
teachers to independently distinguish the problems
in their work and solve those using practical and
theoretical methods.

Teacher educators should emphasize research in
the teaching student teachers that helps them to
integrate and base their teachings on it, or develop
evidence based teaching. Qualified teacher educa-
tors can integrate pedagogical studies with subject
studies in every teaching they carryout. Thus,
teacher educators should be well educated and ex-
perienced with positive attitude towards teaching
professions, to educate teachers for schools. To pro-
duces such quality teachers, professionalism and
academics must go hand in hand so that there are
no discrepancies in the job effectiveness of teachers.
For teaching profession to be effectively performed
there has to be a balance between academic, profes-
sional training and positive attitude towards their
students.

The very best teachers do not tie students down; they
pull students along; they are visionaries. Unlike
being a great scholar in non pedagogical knowledge,
being a great teacher requires a passion for his pro-
fession. After all, teaching is not just about ideas; it
is about engaging hearts and minds in the process of
learning. These qualities can create an excellence
in students and teachers become memorable among
their students and the community. Good teachers
inspire students to work harder while poor teachers
inspire students to skip class. Quality teachers are
those who inspire for students to compete against
themselves, and cooperate with others, to take on
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tasks that seem to exceed their grasp, to discover
and develop their real determination as thinkers.
At the same time, the very best teachers also seem
to be the ones who never stop learning themselves;
they are the folks who never quit reading new books,
listening to new voices, or discussing new ideas,
whose quest for understanding is never end up and
lifelong students.

Professionally competent teachers have a passion
in their lives, a deep regard for their students, (love
their students) and farsighted. Furthermore, to be
effective in the classroom teachers need to be curi-
ous, imaginative, empathetic, interesting, friendly
and hardworking, thereby creating a learning envi-
ronment that enhances and strengthens the learning
disposition of the students. They also consider, chil-
dren with special needs and vulnerability, provide
support and enrich learning, through organizing
meaningful material such as ICT. Professionally
competent teachers contribute not only for a given
nation, but also contribute knowledge and prac-
tices for the whole world, if they graduate from
well-established teacher education institutions and
highly qualified teacher educators.

Contrary to these, teachers produced in the disor-
ganized and full of chaotic system, cannot produce
teacher educators, and in return cannot produce
professionally competent school teachers. Teachers
without professional competencies are ridiculous
and dangerous. Such teachers are not good mod-
els of the generation and may not help a nation
like Ethiopia to escape from poverty. They give
high level pride for themselves, rather than creat-
ing pride in their students. They humiliate, rather
than proving humility. I would like to then, un-
derscore that if Ethiopia gives priority to produce
quality and professionally competent teacher edu-
cators and then school teachers, the generation can
make Ethiopia today and tomorrow to the better
position in the world. If we are able to make the
greatest teachers for Ethiopia, our civilization and
our quality of life could be dynamic ever, and our
poverty will be invisible among our nation, and re-
main a history. If we consider high level of teacher
educators competence a greater achievement in
education can be realized; this means low level of
teachers competence resulted in poorer education.

Ethiopia really needs teacher education system that
meets the demands of Ethiopian people in this 21st

century. There should be a policy that certifies
teacher educators as an exclusive professional to
educate teacher at all levels. The certification can
help to improve the quality of teacher educators and
protecting the teaching profession from unprofes-
sional practices, which can impair the image of the
teaching profession. Furthermore, it also extends
to the level of defending the society from unethical
and unprofessional educational institutions, which
yield poor, unproductive and dangerous teachers.

3.12 Research for Future

Finally, this paper is not without limitation. It
doesn’t empirically assess the teacher educators’
professional competencies and attitudes in Ethiopia.
In the future, other researchers may look at the fol-
lowing questions and conduct researches for better
understanding of teachers’ professional competen-
cies in Ethiopia and its contribution for the nation’s
development. How many teachers in Ethiopia from
kindergarten to tertiary level have favorable atti-
tude towards teaching profession? How many of
them possess appropriate professional competen-
cies? Why teachers in Ethiopia didn’t contribute to
enhance quality education and societal changes in
development? Why the Ethiopian educations fail
to eradicate poverty and, bring significant social
changes? Who decide on the fate and direction of
teacher education? What is the best international
trend and practices in teacher education programs
that brings significant changes? Can such practices
be applied to the Ethiopian conditions? What will
be the prospects of teacher education program in
Ethiopia? Why higher education couldn’t signifi-
cantly contributed to the development of teacher
education system and professional competencies?
Why the Ethiopian natural resources such as oil
is not discovered by Ethiopians and used? Why
our education does not contribute for technological
inventions? Why we are inefficient in medical pro-
visions? Why educations fail to help us feed our
selves? Why we depend on others? Why teacher
education is not given high priority? Why teacher
education has been controversial and the agenda
are on the tables, ever. . . etc.?
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Abstract

The quadratic function concept is the most significant but problematic to teach. Thus,
it needs further consideration in order to provide the maximum benefit to students.
The recently revised EGECF believes in integrating technology into teaching and
learning to cope with 21st-century advancements. GeoGebra is the most important
mathematical software that joins two pillars of mathematics representation i.e.
geometry and algebra. This study investigated the effect of GeoGebra software on
overcoming students’ misconceptions and attitudinal change in learning the quadratic
function concepts. The study used a quasi-experimental, non-equivalent control group
design, and sequential explanatory method to compare performance between grade
nine students in two groups. The population for this study consisted of 473 9th-grade
students in nine classrooms in two secondary schools of Worabe Town Administration
(WTA), Ethiopia. The schools were repeatedly scored low in national examinations.
Two samples of sizes n = 42 (experimental) and n = 45 (control) groups which are
intact classrooms drawn randomly from classrooms in the two schools. The study was
guided by activity theory and conducted in 2022/23. Pre-test/post-test, questionnaire,
and interview were used to collect data. The findings of the study revealed that
pre-test scores for both groups were comparable at the outset by determining the
baseline knowledge since T (85) = 0.0135 and the p-value 0.81077 is greater than
0.05. The result of the post-test indicated that GeoGebra software has an important
role in reducing students’ misconceptions of concepts in quadratic functions. Besides,
students had a positive attitude towards the GeoGebra applet. Moreover, the study
showed that the application reduces teachers’ and students’ efforts on routine and
procedural tasks to strategic and conceptual aspects. Hence, the study recommended
that mathematics teachers be introduced to the software and experience its effects
on themselves and their students. Furthermore, concerned bodies must take the
initiative to incorporate GeoGebra software into the curriculum, teacher education
programs, and in-service courses for mathematics teachers. This study has potential
limitations and suggests comprehensive studies using other mathematics topics, far
larger randomized sample sizes, at different schools of different composition and
socio-economic status, which reflect the entire zone, region, or country level.

1 Introduction

One of the crucial challenges in Ethiopia is the poor
performance of students in general and mathemat-
ics in particular (Sebsibe et al., 2023) for various
reasons such as misconception during instruction

delivery, the negative attitude of students towards
mathematics, ineffective teaching strategies, and
less practical aspects of the lessons (Walelign,
2014). Information about students’ prior knowl-
edge and the cognitive features that come along

©2023 Dilla University.
∗ Corresponding author; Email: ashebir145@gmail.com
Article DOI:10.20372/dje.v02i02.03

31

ashebir145@gmail.com
https://journal.du.edu.et/index.php/dje/issue/view/95


Ashebir Sidelil & Neja Muzea Dilla Journal of Education (2023), 2(2) 31–50

with it can assist us in knowing students more
easily and provide an opportunity to design ap-
propriate interventions. The literature revealed
different definitions of the term “misconception”.
Identifying and minimizing misconceptions made
by students about mathematical concepts is impor-
tant. Students’ misconceptions and attitudes are
basic concerns of this study.

According to Murray et al. (1990), misconception
can be observed at every age and educational level.
It is a perception or conception that is incompatible
with the opinion commonly agreed on by experts
on a particular subject. For Michael (2002), a
misconception occurs when there is an inconsis-
tency between the concept that we want students to
construct and the mental model that they build in
their minds. According to Smith et al. (1994), a
misconception is a student’s conception that results
from a systematic pattern of errors observed in
their performance. In other words, a misconception
is information that contradicts currently accepted
scientific theories (Clement, 1993).

Research shows that interactive learning plays a
prominent role in students’ understanding of con-
cepts. For instance, Aslam and Kingdon (2011)
posits that teachers’ classroom practices and the
teaching process, such as students’ participation,
matter a lot in students’ learning. The literatures,
(for instance, Elia et al., 2007; Federal Democratic
Republic of Ethiopia Ministry of Education, 2020;
Melissa et al., 2023; Misini & Kabashi, 2021; Övez,
2018) show that the integration of technological
tools like GeoGebra has the potential to improve
the effectiveness of the teaching and learning of
mathematics in general and the quadratic function
concept in particular (Melissa et al., 2023; Misini &
Kabashi, 2021; Övez, 2018). Though the recently
revised Ethiopia General Education Curriculum
Framework (EGECF) believes in integrating tech-
nology into teaching and learning to cope with
21st-century advancements (Federal Democratic
Republic of Ethiopia Ministry of Education, 2020),
its implementation has been slow (Sebsibe et al.,
2023). In this respect, this study intends to con-
tribute towards narrowing the perceived gap in
the existing literature by providing some insights
into learning using GeoGebra to improve miscon-

ceptions in mathematics in general and quadratic
function in particular in the context of secondary
schools in Ethiopia.

One of the fundamental and core ideas in mathe-
matics is the idea of a function. It emerges from
the urge of humans to uncover patterns among
quantities, which is as ancient as mathematics (Elia
et al., 2007; Gagatsis & Shiakalli, 2004). Any
student who wants to better comprehend calcu-
lus and pave the way for progression in scientists,
engineers, and mathematicians must have a firm
grasp of the function notion (Carlson & Oehrtman,
2005). Likewise, understanding the graph of the
quadratic function is very important for students
because it is a fundamental subject before students
work with functions with higher degrees and more
complex polynomial functions (Septian et al., 2020;
Suzanne et al., 2015). Summarizing students’ diffi-
culties in learning concepts in function Övez (2018,
p.3) mentioned that “solving and interpreting the
graphic due to accepting the function’s graphic as
a fixed object” is among the misconceptions that
students form in function. Besides, the quadratic
functions concept is the most problematic to teach
(Övez, 2018). Therefore, the concept needs to be
discussed further so that students’ best benefit from
it.

According to Gebremeskel et al. (2018), negative
attitudes toward mathematics and misconceptions
in instruction is one of the reasons, among many
different factors, for the poor performance of stu-
dents in mathematics nowadays in Ethiopia. It is
widely recognized that the traditional approach to
teaching mathematics is not effective in reducing
difficulties and misconceptions. Besides, in every
discipline, concepts are the basis for further learn-
ing and development of a subject. This is especially
true with mathematics, which is by its very nature
highly sequential. If prerequisite concepts are not
established clearly, understanding the following
concepts is unlikely. As mentioned above, the func-
tion concept is a base for discussing and applying
many advanced concepts in mathematics. Thus, de-
signing a preventive strategy to overcome observed
difficulties and improve students’ attitudes toward
mathematics is important.

This study is part of subsequent studies aimed to
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design an instructional approach that is supposed
to enhance students’ understanding of concepts in
mathematics. At this stage, it is intended to exam-
ine the effect of GeoGebra-supported instruction
compared to the traditional instruction on students’
misconceptions and attitudes toward learning the
quadratic function concept.

In line with this, the study addressed the following
three specific research questions:

1. to what extent does Geogebra-supported
instruction enhance students’ capability to
sketch Quadratic functions graphs?

2. to what extent does GeoGebra-supported in-
struction enhance students’ abilities to iden-
tify the influence of coefficients and the
constant on the shape of quadratic function
graphs?

3. does applying GeoGebra software in teach-
ing and learning quadratic functions develop
a positive attitude in students?

Improving mathematics results in secondary
schools in Ethiopia is a contemporary problem
to which practical solutions are yet to be found.
This study has sought to contribute in this regard by
exploring alternative teaching and learning meth-
ods, especially for topics traditionally regarded as
problematic to both teachers and students, such as
functions and their graphs.

Theoretical Framework

Central to this study is how learners use artifacts,
particularly virtual manipulative in the form of inter-
active, dynamic GeoGebra applets, to enhance their
understanding of certain mathematical concepts i.e.
in the study of quadratic functions. The Activity
Theory underpins this study because computers
potentially impact or mediate learning.

The Activity Theory: The activity theory states
that an activity consists of a subject and an object,
which are connected through a tool. The subject
is a learner or learner engaged in the activity, and
the subject holds the object and serves to motivate
and direct the activity (Albusaidi, 2019). Culture,
thought patterns, and language are only a few exam-
ples of the various material and mental instruments
that can be used in mediation (Albusaidi, 2019).
Figure 1 displays the interplay between a subject
(human agent) and an object as mediated by tools
or signs called Vygotsk’s triangular model of a
complex, mediated act (Mudaly & Uddin, 2016).

Using the activity theory, analysis, according to
Leont and Laureate (1978, p. 37), considers three
levels:

• assessing the activity and determining its
purpose,

• analyzing the action and its aim, and
• studying the operation and its circumstances.

Figure 1: The interplay between a subject and an object as mediated by tools or signs
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These are then combined into the actions the stu-
dents will carry out to achieve a goal or perform
better in courses.

During learning using tools like GeoGebra, the
activity involves operating procedures on the com-
puter screen including dragging sliders to manipu-
late the applets to visualize the outcome of a cer-
tain variable slide. Dragging the sliders achieves
the purpose of comprehending how the function
transforms as a result of changes to the function
variable(s), resulting in a visual interaction with
previously abstract notions. Conditions refer to the
computer-driven environment in which this activity
is conducted and how students use these applets to
learn, explore, confirm, challenge, prove, and draw
conclusions (Albusaidi, 2019).

The usual classroom system is described as the
student, teacher, and subject matter interaction tri-
angular model. Here the role of the teacher is
a mediator of students’ understanding of the sub-
ject matter. For teaching involving interventions
like the present one, Vygotsky’s Zone of Proximal
Development (ZPD) enhances learning in collab-
oration with the teacher as facilitator, and fellow
students as peers. The integration of GeoGebra
as a scaffolding tool during teaching and learning
does not substitute the teachers. Still, teachers
must be aware of their students’ cognitive demands
and provide assistance and support in following
those needs. The support can be delivered by the
classroom instructor or a more capable individual
(Guseva & Solomonovich, 2017; Siyepu, 2013).
This collaborative social interaction benefits both
higher and lower-ability students. To do this, they
must complete certain tasks without entirely de-
pending on their teachers but aim to attain a certain
objective. According to Tinungki (2019, p. 134),
students use their prior knowledge to carry out the
task without guidance. Hence, the application of
the activity theory in a GeoGebra integrated in-
struction (Mudaly & Uddin, 2016, p. 199) suggests
rules, community, and division of labour in addi-
tion to the subject, object, and tool as a structure of
an activity system.

While the following are explanations for each com-
ponent of the system figure 2 displays the structure
of the activity theory which is the interaction be-
tween components of GeoGebra integrated instruc-

tion.

• the subject stands for the individual(s) whose
perspective is taken in the analysis of the
activity. To do so, their prior knowledge
of functions (definition, basic operations,
and properties i.e. the change in behavior
concerning change in some parameters) and
computer manipulation skills are required.

• the object (or the objective) is the intended
goal of the activity within the system. Vi-
sualising the effects of a variable change to
the functions in different forms and drawing
generalizations to a function given a standard
form is expected.

• tools are internal or external mediating arti-
facts that help to achieve the outcomes of the
activity. Engagement with GeoGebra applets
to enhance understanding of the concepts will
be performed.

• the community comprises one or more peo-
ple who share the objective with the subject.
Learners with different abilities and interests
and the teachers are the main communities
of this practice.

• rules refer to house rules, norms, and agree-
ments implicitly or explicitly agreed upon
that constrain actions and interactions within
the activity system. The evaluation criteria,
expectations of the teacher, the teacher house
rule, rules of the school, and discipline of
the computer lab are included.

• division of labor discusses how tasks are di-
vided horizontally between classroom com-
munity members and refers to any vertical
division of power and status. The roles
and responsibilities of students (especially in
their group work) and teachers, cooperation
among teachers, and the support of the lab
assistant are all included (Mudaly & Uddin,
2016).

• Outcome: conceptualization of transforma-
tion of functions. The reflection of the use of
virtual manipulation in the teaching-learning
process for the learning of students and in-
struction.

34



Ashebir Sidelil & Neja Muzea Dilla Journal of Education (2023), 2(2) 31–50

Figure 2: The Structure of the activity theory

Overview of the GeoGebra software

GeoGebra was designed by Markus Hohenwarter
(Hohenwarter & Jones, 2007; Zengin et al., 2012)
as open-source dynamic mathematics software that
incorporates geometry, algebra, and calculus into
a single, open-source, and user-friendly package.
GeoGebra’s interface provides two presentations
of each mathematical object, one in its graphic
(geometry) window and the other in its algebra
window, hence the name GeoGebra. GeoGebra.
It is accessible in multiple forms: its desktop ap-
plications for Windows, Mac OS, and Linux, its
tablet applications for Android (smartphone), iPad,
and Windows, and its can be used either online or
offline (Majerek, 2014).

GeoGebra has many possibilities to help students
experience intuitive feelings and visualize adequate
mathematical processes. Students can connect
symbolic and visual representations using the tools
provided by this software, allowing them to explore
a wider range of function types (Diković, 2009). A
change of an object in one of these windows will
immediately result in a change in the other window
thus increasing the learner’s ability to recognize
significant cognitive relationships. It is recognized

as a tool that raises students’ performance and criti-
cal thinking as it involves experimental and guided
discovery learning (Övez, 2018). Besides, students
grow positive attitudes toward learning as it makes
the teaching and learning process more conducive
(Dockendorff & Solar, 2018; Övez, 2018).

The software provides a geometry window or work-
ing area, a toolbar, an algebra window, an input
field, a menu bar, and a navigation bar. Although
GeoGebra best provides a platform for the teaching
of geometry, it offers equally well features for the
teaching of algebra particularly in functions and
graphs. Functions can be defined algebraically
and then changed dynamically. For instance, by
entering the equation, the resultant graph is im-
mediately produced in the geometry area, and the
corresponding algebraic component of the graph
appears simultaneously in the algebra window. In
this study, we use the GeoGebra applet to work
with activities in quadratic functions. Figure 3 is a
screenshot showing the GeoGebra window that con-
nects algebra and geometry. As shown in the figure,
simply by typing a single quadratic function of the
form f(x) = ax2 + bx + c or y = ax2 + bx + c
in the input area, one can see both algebraic, to the
left side, and the graph, to the right side.
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Figure 3: Screenshot from a GeoGebra window

The benefits of GeoGebra, include its ability to
quickly and accurately illustrate geometry, to rep-
resent multiple functions with different colures or
font sizes, and to provide animation and movement
features that assist in visualizing the effect of change
in parameters on the behavior of the function. For
instance, what is the effect of changing the sign of
a in y = ax2 + bx + c? This study focused on the
effect of using this software on students’ ability to
overcome misconceptions and enhancing attitude
toward learning.

2 Method and Materials

The sequential explanatory and quasi-experimental
methods of non-equivalent comparison group de-
sign were employed to address research questions.
The study was conducted in Worabe Town Admin-
istration (WTA) in the Silte Zone, part of a regional
state in Ethiopia. Among four schools in the Town
administration, two schools that repeatedly scored

low in national examinations as compared to other
schools in the Zone were used. Hence, the popula-
tion for this study was all Grade 9 students in the
two schools which consisted of 473 (210 male and
263 female) grade 9 students. Poor performance is
usually due to making errors during examination
and errors are mostly due to misconceptions in the
subject matter which is why the researcher focuses
on purposely poor performance as criteria to select
samples. A sample of two intact classroom 9th
grade students one from each school were randomly
selected with a total of 87 students, which consti-
tute around 18.4% of the population. One group
(N=42) was assigned to be the experimental group
and the other (N=45) was assigned to be the control
group. The study was conducted in the 2022/2023
academic calendar.

This study mainly used quantitative data through
pre/post-tests to compare the performance of the
two groups and a questionnaire for attitudinal at-
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tributes for the experimental group. Interviewed
was also used to supplement and triangulate quan-
titative data. The pre-test was based on basic
concepts of function in general. It was assumed
that all learners were used their experience of math-
ematics content on a function to answer the pre-test.
To compensate for the non-random assignment of
students to the control and experimental classes,
the pre-test was used to determine if the classes
were comparable at the outset by determining the
baseline knowledge or preparedness for learning
the topic of quadratic function. It comprised of 18
multiple-choice questions covering basic function
concepts from the grade 9 mathematics syllabus.
The post-test comprised a total of 16 items of mixed
type (all of which had their scoring key written at
the end of the instruction) items which involved
multiple choices, matching, essay, and procedural
items developed by the researchers from National
examination booklets of previous years, grade 9
mathematics syllabuses, textbook and minimum

learning competency, the literature, and model ex-
aminations of one of the special board secondary
school at WTA.

The question papers were given to five experienced
mathematics teachers and two curriculum experts
to criticize and comment on the items. Besides, a
pilot study (N = 40), was carried out at a remain-
ing school to check the reliability and validity of
the research instruments, and statistical viability.
Based on the expert validation and the pilot test
result the initially designed 25-item pre-test was
reduced to 18 items after detecting the deficits that
need modification and rejecting items that have un-
acceptable levels of difficulty (item difficulty index
95% and 5% respectively). The same procedure
was applied for the post-test pilot but no item was
rejected except modifications in three items’ distrac-
tors which had poor discrimination power. Table 1
is a summary of the post-test items in themes based
on the objective of the topics in the textbook.

Table 1: Post-test items into themes

Theme Expected Outcome Items addressing the theme
1 Interpret and use the vertex form of a quadratic function 1, 3, 4, 6, 8, 12, 13, & 14
2 Interpret and use the standard form of a quadratic function 2, 7, 9.1, 9.2, 15, 16.2.1, 16.2.2, 16.2.3, & 16.2.4
3 Interpret and use the graph of a quadratic function 3, 4, 7, 10.1, 10.2, 10.3, 10.4, 11.1, 11.2, 11.3, & 11.4
4 Applying the shifting rules to graph quadratic functions 5, 8, 16.1.1, 16.1.2, 16.1.3, 16.2.1, & 16.2.2

The questionnaire was used to analyze student’s
perception and motivation towards GeoGebra soft-
ware in teaching mathematics. It is perception at-
tributes based on five-point Likert scales (Strongly
agree, Agree, Undecided, Disagree, and strongly
disagree). The questionnaire items designed by
the researchers focused on only motivation and per-
ception attributes relevant to teaching and learning
process i.e. participation during lesson delivery,
concentration during lesson delivery, enjoyment
of class activities, self-confidence, content mas-
tery, and recommendation or preference of the
teaching/learning method (adapted from Praveen &
Leong (2013)). The interview items were designed
after carefully scrutinized and discussed between
the researchers. The interviews were conducted
on a face-to-face basis and the responses of the
interviewee were recorded and taken as a note.

The experimental group was instructed using
GeoGebra-supported instruction in the school’s
computer laboratory, and the control group was
instructed using the traditional method. Before
the actual administration of research instruments
and data collection, researchers visited the sampled
schools to check the ICT infrastructure and suitabil-
ity for the research and verbally communicated and
explained the purpose of the study and minimized
the Hawthorne effect. After consensus and classes
had been arranged well for the research purpose,
the pre-test was administered for both groups. Then
the delivery of instruction continued with the aid
of an overhead projector and after having had two
days of introduction about the Geogebra software
utilization for the experimental group. Two weeks
of instruction (10 days) was given by the second
researcher for both groups. While both instructions
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are based on the content of the textbook, the dif-
ference is the method of working activities. In the
experiment, the teacher uses a projector to guide
on how to perform the tasks using the GeoGebra,
while for the control group uses the conventional
approach.

After two weeks of instruction, the post-test was
administered to both groups. The questionnaire
was also administered to the experimental group
following the post-test. After carefully scrutinizing
the post-test, six participants from the experimental
group who scored high, medium, and low were
interviewed to supplement and triangulate quanti-
tative data.

The reliability of the pre-test and post-test was estab-
lished using data from the pilot study. Two reliabil-
ity tests were computed, the Kuder-Richardson 20
(KR20) for the pre-test and Cronbach’s Spearman-
Brown formula for the post-test. Accordingly, the
reliability value was as found 0.83 and 0.74 for
the pre-test and post-test respectively which was
acceptable (Gay et al., 2011). The reliability and
validity of the questionnaire were verified by ex-
perts’ comments including readability, feasibility,
layout, style, and clarity of wording.

The data was jointly analyzed using descriptive
statistics (mean, percentage frequency counts) and
inferential statistics (independent t-test) methods.
It was checked whether there was a significant effect

on the students’ misconceptions in the two groups.
The statistical package for social sciences (SPSS
20) was use for the inferential analysis of the data.

In the study, the researchers attempted to fulfill all
acceptable requirements about safeguarding and
protecting the rights of all concerned. The re-
searcher did this by requesting permission from the
Zone Education Department and respective school
principals through letters. The students were also
fully aware of their involvement in the study and
informed of their rights as participants. The partic-
ipants’ response was codded and their identity was
not revealed in the study report.

3 Result

3.1 Baseline equivalency check

After checking the normality of the distribution
in the pre-test, an independent t-test was com-
puted and showed that there were no statistically
significant differences between the experimental
group and the control group in studying linear
functions because the p-value 0.811 is greater than
0.05 indicating that the two groups were of com-
parable/similar ability in prerequisite knowledge
before treatment; as such, any differences in study-
ing quadratic function after treatment could be
attributed to the treatment. Figure 4 shows the
normality curve of the pre-test result for the two
groups.

Figure 4: Normality curve of pre-test
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3.2 Post-test results

Students Misconceptions

Scores in theme 1: Interpret and use the vertex
form of a quadratic function

Table 2 shows cross-tabulation of students score
for items in the first theme. There were eight items
in this theme which are item number 1, 3, 4, 6, 8,
12, 13 and 14.

Table 2: Mean score of students for items in theme one

Respondents Type
Theme one Control Group (N = 45) | Experimental Group (N = 42)

item numbers Missed the item | Answered the item correctly | Missed the item | Answered the item correctly
Count % Count % Count % Count %

1 14 31.11 31 68.89 4 9.53 38 90.47
3 20 44.44 25 55.56 5 11.90 37 88.1
4 22 48.89 23 51.11 2 4.76 42 95.24
6 15 33.33 30 66.67 1 7.14 42 92.86
8 23 55.56 22 44.44 5 11.90 37 88.1
12 14 31.11 31 68.89 12 28.57 30 71.43
13 15 33.33 30 66.67 9 21.43 33 78.57
14 21 46.67 22 53.33 14 33.33 31 66.67

Aggregated mean 40.555 59.445 16.07 83.93

As portrayed in Table 2, for the items in this theme,
the mean of correct respondents in the control
group is 59.44%, and in the experimental group, it
is 83.93%. The researchers examined in detail why
this had happened while scoring the papers. Figure
5 shows scanned images of some of the students’
work.

In Item 1 students were asked to find the vertex of
the parabola f(x) = 9(x + 3)2 − 10, and some stu-

dents responded as (−3, 10) and (3, 10), thinking
that if the value of x in the bracket (−3) changed,
the sign so does the value outside bracket (10).
Similarly in question number three, students were
asked about the minimum/maximum value of the
graph of the function y = 5(x − 3)2 − 2. Some
students think if the value before the bracket in the
vertex form equation of quadratic function is posi-
tive, then it would have maximum and if negative,
then minimum.

Figure 5: Scanned image of the students’ works for items in theme one

To triangulate this issue, after arranging the scores
in descending order, some of the respondents’ six
students (three from each group) were interviewed.
Interviewees responded, “Have you missed or got

it right items in theme one? Why or why not?”.

Interviewees CG22, CG38, CG44, EG19, EG27
and EG33 (Where Letters CG and EG followed by
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the numbers are codes for respondents from the
control and the experimental group respectively)
replied as follows:

CG22: “Teacher, I missed most of the items related
to vertex. I made my mistakes immediately
while we discussed them with classmates
after completing the exam. Wrongly I per-
ceived as if it would have been taken oppo-
site of the values in vertex form of equation
of quadratic function to find vertex, vertical
and horizontal shifts”. March, 27/2023.

CG38: “I missed the items you asked, I understood
well after the exam referring to my notes
and worksheet solutions. In the equation
a(x + b)2 + c which is a vertex form equa-
tion, I have taken the signs directly without
changing the sign of ’b’ as (−b, c) to find the
vertex due to this I also missed the direction
shifting. In question three (5(x − 3)2 − 2)
since 5 is positive I assume it has maximum
and if negative it has minimum”. March,
27/2023.

EG19: “I missed some of the questions because I
did not attend 2 classes due to a social prob-
lem. But I tried to understand the missed
portion from one of my classmates I don’t
know how I missed”. March, 28/2023

CG44: “Oh, teacher; I missed items especially
concerning vertex, vertical and horizontal
shifts, and maximum and minimum values
of a parabola in such a way that if b and
c in the vertex formula are positive then
the parabola shifts horizontally to posi-
tive x-direction and vertically to positive
y-direction respectively and vice versa and
the vertex taking directly as (b, c) consider-
ing the sign of ‘b’ and ‘c’ as it is”. March,
27/2023

EG27: “I answered all the questions except item
14 because GeoGebra software helped me
to visualize how the parabola shifts left or
right and up or down by moving the slider
so I was easily able to connect to the vertex

formula. But failed to explain the axis of
symmetry correctly”. March, 28/2023

EG33: “Yes, I have answered all the questions, and
no trouble was encountered in tackling the
questions because the software was very
helpful in understanding concepts in graph-
ing quadratic functions. All the exercises
and the worksheet questions helped me to
exercise the Geeogebra well so that my
exam result was also very good”. March,
28/2023.

From the above interview data in the control group,
one can see students’ misconceptions occurred due
to overgeneralizations. As a result, the aggregated
percentage of respondents in the control group for
items in theme one is 59.44% whereas for the exper-
imental group is 83.93 % indicating the intervention
fevers the experimental group to reduce students’
misconceptions. In general, in this part of the ques-
tionnaire items, the following misconceptions were
observed: overgeneralization, exchanging the sign
of the turning points, and failing to identify the
terms “at what value of x have minimum/maximum”
and “what is the minimum/maximum value”.

Concerning this and as misconception had an in-
verse relation to the achievement of students the
mean score and test of significance as measured
in the T-test of items in theme one prevailed that
among eight items five items namely 1, 3, 4, 6, and
8 are statistical (p = 0.008 < 0.05). Whereas the
remaining items 12, 13, and 14 were not statisti-
cal since p = 0.65 > 0.05 indicating that the two
groups have similar understanding in writing vertex
form equations of quadratic function, identifying
the parameter responsible for shifting the graph
of quadratic function vertically up or dawn and
defining the axis of symmetry of a parabola.

Students Score in Theme 2: Interpret and Use
the Standard Form of a Quadratic Function
Table 3 shows the cross-tabulation of students’
scores of items in the second theme. There were
nine items to gauge this theme (items number 2, 7,
9.1, 9.2, 15, 16.2.1, 16.2.2, 16.2.3 & 16.2.4.).
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Table 3: Mean score of students for items in theme two

Respondents Type
Theme two Control Group(N = 45) | Experimental Group(N = 42)

item numbers Missed the item | Answered the item correctly | Missed the item | Answered the item correctly
Count % Count % Count % Count %

2 15 33.33 30 66.67 5 11.90 37 88.10
7 22 44.89 23 51.11 10 23.81 32 76.19

9.1 19 42.70 26 53.30 9 21.43 33 78.57
9.2 19 42.70 26 53.30 7 16.67 35 83.33
15 9 20 36 80 1 2.38 41 97.62

16.2.1 9 20 36 80 5 11.90 37 88.10
16.2.2 11 24.44 34 75.56 1 2.38 41 97.62
16.2.3 8 17.78 37 82.22 2 4.76 40 95.24
16.2.4 14 31.11 31 68.89 1 2.38 41 97.62

Aggregate mean 30.77 69.23 10.84 89.16

As portrayed in Table 3, the overall mean percentage
of 69.23% from the control group and 89.16% from
the experimental group answered theme two items
correctly and the experimental group surpassed
the control group. But some students from the
control group (33.33%, 44.89%, 42.70%.42.70%,
and 31.11%) missed items 2, 7, 9.1, 9.2, & 16.2.4
as compared to the experimental group (11.90%,
23.81%, 21.43%, 16.67%, 2.38 %,) respectively.

The same interview questions were posted for par-
ticipants from both groups “Have you missed or
got it right items of theme two? Why or why not?”
Their responses were stated as follows:

CG22: “I missed most of the items for example items
2, 7,9.1, and 9.2 I made a mistake while con-
verting the general form of the quadratic
equation to vertex form to answer domain,
rang, maximum height, time taken to reach
maximum height, and x-coordinate of the
vertex. In Item 15 I correctly answered the
upward and downward effect of ’a’ but in-
terchangeably answered other effects of a−
for +a bulged parabola for ’−a’ narrow
parabola”. March, 27/2023.

CG38: “When I attempt 16.2.2 I correctly sketch
f(x) = −x2 but missed all the sub-
questions of g(x) = −x2 − 2x + 3 ex-
cept the domain because I did not correctly
convert to vertex form”. March, 27/2023.

EG19: “I answered most of the items but in item

16.2.2 the misplaced negative sign to con-
vert vertex form due to this I misplaced the
parabola horizontally. I usually left with-
out doing word problem type questions in
linear function but now I easily answered
items 9.1 and 9.2 because the software
helped me to connect the idea graphically
while we were doing similar exercises”.
March, 28/2023.

CG44: “Sorry, teacher; I missed all the items ex-
cept the items that request the domain and
upward and downward opening effect of ’a’
of a parabola”. March, 27/2023.

EG27: “I answered all the questions because Ge-
oGebra software helped me to visualize
both effects of ’a’ easily by moving slider
’a ‘how the parabola opens dawn or opens
up, how to compute the maximum height
of a parabolic type graph and flight time.
Furthermore, how the axis of symmetry of
a parabola passes through vertex in ani-
mation form and different colors”. March,
28/2023.

EG33: “Thank you, teacher, I am satisfied with my
score I have answered all the questions. The
software helped me to memorize easily what
we had learned in class because it provided
an opportunity to correct my work and to
visualize the effects of parameters a, b, and
c while sketching the parabola by moving
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the slider and easily comprehending how
maximum value of a parabola linked to real
life situation”. March, 28/2023.

From the above interviewees’ data, one can see
misconceptions of students in the control group in
two areas, the first one is the effect of ’a’ in vertex
form of the equation of a parabola i.e. a(x+b)2 +c
some students in the control group think that if a
is positive the parabola open outward and if nega-
tive narrowed. The second misconception was in
converting the general form equation of parabola to
vertex form equation but this was not observed in
the experimental group because only one student
missed this item. This variation is nothing but
attributed to the intervention using the GeoGebra
applet.

To check the test of significance independent T-test
was computed. Among nine items seven items

namely 2, 7, 9.1, 9.2 15, 16.2.2, and 16.2.4 are
statistical for p = 0.0055 < 0.05. Whereas the re-
maining two items were not statistical since p =
0.5685 > 0.05.

Students’ Overall Score in Theme 3: Interpret
and Use the Graph of a Quadratic Function
Eleven questions measured students’ performance
related to this learning theme and compared their
scores in both groups. The items were number 3, 4,
7, 10.1, 10.2, 10.3, 10.4, 11.1, 11.2, 11.3 and 11.4.
Table 4 depicts students’ score statistics.

As portrayed in the table a number of respondents
(46.67 %) from control group missed items of out-
come four. Whereas 89.86% of respondents from
experimental group answered items of outcome
four correctly indicating that experimental group
were perform better than the control group.

Table 4: Mean score of students for items in theme three

Respondents Type
Theme three Control Group(N = 45) | Experimental Group(N = 42)
Item numbers Missed the item | Answered the item correctly | Missed the item | Answered the item correctly

Count % Count % Count % Count %
3 20 44.44 25 55.55 5 11.90 37 88.10
4 22 48.89 23 51.11 0 0.00 42 100.0
7 22 48.89 23 51.11 10 23.81 22 76.19

10.1 22 48.89 23 51.11 5 11.90 37 88.10
10.2 26 57.78 29 42.22 5 11.90 37 88.10
10.3 15 17.78 30 82.22 5 11.90 37 88.10
10.4 22 48.89 23 51.11 3 2.38 39 97.62
11.1 16 35.56 29 64.44 5 11.90 37 88.10
11.2 30 66.67 15 33.33 5 11.90 37 88.10
11.3 18 40.0 27 60 4 9.52 38 90.48
11.4 25 55.56 20 44.44 2 4.44 40 95.56

Aggregated mean 46.67 43.33 10.14 89.86

The same form of interview questions was raised
“Have you missed or got it right items of theme
three? Why or why not?” While interviewees
CG22, CG38, and CG44 of the control group re-
sponded as “Yes, missed majority”, “Totally I missed
items 10 and 11, I answered the matching items by
giving a double answer for question 10 but for ques-
tion 11, I answered interchangeably wrong answer
and I knew my mistake later”, and “I missed all the
items except item four which requests the axis of

symmetry” respectively, EG33, EG27, and EG19
form the experimental group responded as “Yah, I
have had no trouble attempting the entire question”,
“Yes I answered all the questions” and “I answered
most of the items except question seven missed it
by committing a minor mistake while hurrying up”,
respectively.

The following are sample of the scripts from the
interviews:
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CG22: “Yes, missed majority. For y = 3(x −
5)2 + 4 I have to find the value of x which
makes x − 5 = 0, but since the value out-
side bracket is +4 I had taken −5 directly.
For item 10 select two answers for a ques-
tion because I know the fact that if a is
positive the parabola opens up if negative
opens down so G1 and G2 for 10A & 10C
lately I understand the difference”. March,
27/2023.

EG27: “Yes I answered all the questions because
GeoGebra software helped me to visualize
both effects of ’a’ easily by moving slider
’a’ ‘how the parabola narrows or bulges
out for the negative or positive value of ’c’
the parabola moves vertically up or down
because repeatedly exercised both in-class
exercise and worksheet questions”. March,
28/2023.

One can see students’ misconceptions in three ar-
eas. The first one was failing to identify the axis of
symmetry in the given vertex form equation. For
the equation y = 3(x−5)2 +4 many students from
the control group unlike the experimental group
responded as if x = –5 which is wrong. The other

misconception noticed was the inability to identify
the effect of ’a’ in items 10.1 – 10.4 of a quadratic
function. Many students from the control group
responded by giving double answers for a single
question missing the narrowing or widening effect
of ’a’ as seen in Figure 6. The next misconception
that happened was the inability to identify the role
of the variable ’c’ clearly in the equation ax2 + c
type in items 11.1 – 11.4. As seen in Figure 6, if ’c’
is positive, they answered the graph shift vertically
opposite to ’c’ and vice versa which is true for the
effect of ’b’ in a horizontal shift.

To check the test of significance t-test was computed
and revealed that there were statistically significant
differences between the two groups at an alpha level
of 0.05 (N= 45, M = 0.51818; N = 42, M = 0.8927;
T (85) = -6.05, p = 0.004 < 0.05). The average mean
score of the experimental group was 0.8927, which
was greater than the control group (M= 0.51818),
indicating that the ones who learned using Geoge-
bra outperformed better than their counterparts.
In other words, the misconceptions observed in
the control group were not problematic in the ex-
perimental group, indicating that the intervention
greatly reduced misconceptions.

Figure 6: Scanned image of the works of students for items in theme 3

Students Score in Theme 4: Applying the Shift-
ing Rules to Graph Quadratic Functions
In item 16.1.2 of theme four, students were asked
to sketch the graph of g(x) = (x − 3)2 + 2 from
parent function f(x) = x2 applying a shifting rule.
The cross-tabulation is illustrated in Table 5.

As portrayed in Table 5, 35.87% of the control

group missed items of theme four. Whereas 81.97
% of respondents from the experimental group an-
swered items of theme four correctly indicating
that the experimental group performed better than
the control group. Specifically for items 16.1.2,
16.3, and 16.2.2, since they have a different scoring
key, they have been analyzed separately. Hence,
for item 16.1.2 majority of students, 28(66.67%)
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from the experimental group sketched the graph
g(x) = (x − 3)2 + 2 without missing both vertical
and horizontal shifts correctly whereas 24(53.33%)
of the control group respondents failed to sketch

appropriately, only 13(28.89%) of them tried sketch-
ing one shift correctly. Only 8(17.78%) of them
attempted correctly.

Table 5: Mean score of students for items in theme four

Theme–items Respondents Type N
Missed | Attempt partly | Attempt at large | Fully Answered

N % N % N % N %
5 Control Group 45 14 31.11 - - - - 31 68.89

Experimental Group 42 6 14.29 - - - - 36 85.71
8 Control Group 45 22 48.89 - - - - 23 51.11

Experimental Group 42 5 11.90 - - - - 37 88.10
16.1.1 Control Group 45 8 17.78 37 82.22

Experimental Group 42 6 14.29 36 85.71
16.1.2 Control Group 45 24 53.33 13 28.89 - - 8 17.78

Experimental Group 42 2 4.76 12 28.57 - - 28 66.67
16.1.3 Control Group 45 25 55.56 11 24.44 9 20.0

Experimental Group 42 2 4.76 12 28.89 28 66.67
16.2.1 Control Group 45 6 13.33 - - - - 39 86.67

Experimental Group 42 2 4.76 - - - - 40 95.24
16.2.2 Control Group 45 14 31.11 19 42.22 5 11.11 7 15.56

Experimental Group 42 1 2.38 1 2.38 4 9.52 36 85.71
Aggregate mean Control Group 35.87 48.89

Experimental Group 8.16 81.97

Similarly, in item 16.1.3 students were asked to
sketch the graph of h(x) = (x + 3)2 − 2 from
parent function f(x) = x2 applying the shifting
rule and hence 28(66.67%) participants from the
experimental group sketched the graph without
missing both vertical and horizontal shifts correctly
whereas 25(55.56%) of control group respondents
failed to sketch appropriately, only 11(24.40%) of
them tried sketching one side shift correctly and
only 9(20.0%) of them attempted correctly.

In the same way, it was asked to sketch the graph
of a quadratic function in general form rather than
vertex form in item 16.2.2 to be sure students
were not answering some related preceding ob-
jective items by chance. The question was asked
to sketch the f(x) = −x2 − 2x + 3 graph from
parent function f(x) = −x2 using the shifting
rule. Thus, the majority of students (36 or 85.71%)
from the experimental group sketched the graph
without missing both vertical and horizontal shifts
correctly, whereas only 7(15.56%) of the control

group respondents sketched the graph appropriately.
Some of them were missed, and 42.22% correctly
converted general form into vertex form equation of
quadratic function but failed to appropriately shift
the graph. Concerning this, some scanned images
of the works of students from exam papers were
taken and illustrated as in Figure 7.

The images show students’ misconceptions of the
control group in two areas of quadratic function.
The first one was overgeneralizing during shift-
ing the graph g(x) = (x − 3)2 + 2. Some of
them shift horizontally three units to a positive
direction (opposite to −3) and incorrectly shift
vertically two units to a negative direction (oppo-
site to +2). The same procedure was followed
for h(x) = (x + 3)2 − 2. Some others were
shifted horizontally three units to the negative di-
rection and two units vertically to the positive
direction for g(x) = (x − 3)2 + 2 taking directly
"−3" and "+2" So does for h(x) = (x + 3)2 − 2.
The second misconception occurred in item 16.2.2
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while converting g(x) = −x2 − 2x + 3 into vertex
form to identify the shifting direction. Some of
them wrote g(x) as −(x2 − 2x + 1 − 1) + 3 =
−(x − 2x + 1) − 1 + 3 = −(x − 1)2 + 2 and

some others wrote it as −(x2 + 2x + 1 − 1) + 3 =
−(x+2x+1)−1+3 = −(x+1)2 +2 but both of
them were wrong. However, this was not a problem
for the experimental group.

Figure 7: Scanned image of the works of students for items in theme 4

The researcher was eager to know the intervie-
wees’ reaction to items in theme four and posed the
question “Have you missed or got it right items in
theme four? Why or why not?” While the inter-
viewees CG22, CG38, and CG44 from the control
group responded as “I missed almost the majority”,
“Missed items 16i and 16ii except for the domain
and graphing f(x) = x2 and f(x) = x2”, and “I
missed some and replied some others correctly”
respectively, EG19, EG27, and EG33 from the ex-
perimental group responded “I answered most of
the items”, “Yes I answered all the questions”, and
“Yah, I have had no trouble attempting the entire
question” respectively.

The following were sample of the scripts from the
interviewees’

CG22: “Sorry teacher I missed almost the major-
ity especially failed to sketch the graphs
correctly. For items of 16i mistakenly mis-
placed the graph of g(x) = (x − 3)2 + 2
and h(x) = (x − 3)2 − 2 in both direction.
I interchanged horizontal shift for vertical
shift and vertical shift for horizontal shift
only I answered their domain. In the sec-
ond part of item 16, I made a mistake while
converting g(x) = −x2 − 2x + 3 to vertex

form”. March, 27/2023.

EG27: “Yes I answered all the questions because
GeoGebra software gives an opportunity
to identify my mistakes during exercising
in class and out of class in e- learning lab.
By moving the parameters it enables me to
understand the shape and behavior of the
graph so I easily completed the exam even
before elapse of time”. March, 28/2023.

Concerning the test of significance among seven
items 4 items namely 8, 16.1.2, 16.1.3, and 16.2.2
were statistical (T(85) = -6.5605; p = 0.000 < 0.05).
On the other hand, in the remaining items (5, 16.1.1,
& 16.2.1) there were no statistically significant dif-
ferences between the two groups (T (85) = - 1.233; p
= 0.491 > 0.05). It seems that statistically there was
no difference in sketching f(x) = ±x2 between
the two groups.

3.3 Student’s perceptions towards GeoGebra
Software

The student’s perception of GeoGebra software was
determined using a questionnaire based on a five-
point Likert scale. Table 6 summarizes students’
responses to the questionnaire items.
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From the data in Table 6, 283.4% agreed GeoGe-
bra software creates an interesting environment in
the classroom and 83.6 % mentioned they liked
GeoGebra software to use in learning the quadratic

functions. About 78.6 % of students believed Ge-
oGebra software helps to reduce misconceptions
while learning quadratic functions.

Table 6: Students’ perception towards GeoGebra in teaching quadratic function

Attitude attribute items
Responses (%)

SA* A* Und.* DA* SD*
GeoGebra software creates an interesting environment in the classroom 7.1 76.3 7.1 9.5 0
I like GeoGebra software to use in learning quadratic function concepts 6.4 77.2 10.9 4.1 3.8
GeoGebra software helps to reduce misconceptions while learning quadratic function 2.4 76.2 4.7 11.9 4.8
GeoGebra software helps to increase mathematics achievement 14.8 73.8 4.8 6.6 0
GeoGebra software helps students to improve quadratic function knowledge 4.8 81.8 6.9 5.1 1.4
GeoGebra software helps to visualizes quadratic function with its graph 4.8 76.2 9.5 7.1 2.4
Mathematics classroom becomes more interesting if a teacher uses GeoGebra 7.1 73.8 2.4 16.7 0
GeoGera based learning helps students to remember for a long time
about quadratic function & its graphs than the traditional method 4.8 79.2 8.9 4.8 2.4
Aggregated percentage mean 6.525 76.812 6.9 8.225 1.85

83.337 10.075
*SA = strongly agree, A= agree, Und = undecided, DA= Disagree and SD = strongly disagree.

The table also shows that about 88.6 % mentioned
GeoGebra software helps to increase mathemat-
ics achievement and 86.6 % of students believed
it helps students to improve their knowledge in
quadratic function. Furthermore, 81% of them
agree it enables them to visualize quadratic func-
tions with its graph. Finally, 80.9% and 84 % found
GeoGebra software more interesting if the teacher
used GeoGebra and enabled them to remember
quadratic functions and their graphs for a long time.

4 Discussions
According to the results, GeoGebra allowed the
students to experience many scenarios of looking
at quadratic functions, which raised the likelihood
that they would grasp the intended learning ob-
jectives and hence increase the success rate and
interest to learn. Due to the time-saving and in-
teractive features of GeoGebra (Misini & Kabashi,
2021), students were able to graph more appro-
priate quadratic functions. It was clear that the
time and effort students had saved allowed them
to experience more situations and activities, which
enhanced their learning. Another student-related
feature revealed that students had a high level of
collaboration since they frequently assisted one
another. Working in groups and the level of inter-

action between students are two major advantages
of using technology. Students were eager to show
off their abilities and share what they had learned
recently with their peers. Sometimes, students may
be better teachers than teachers because they can
interact with one another and actively help to clarify
unclear or vague concepts. With this regard, the
study (Praveen & Leong, 2013) aimed to examine
the impact of GeoGebra on students’ understand-
ing of concepts in geometry and concluded that
the software not only raised student test scores
but also energized the classroom environment and
emphasized the importance of cooperation and col-
laboration among students. The post-test result
that shows the experimental group performs better
than the control group in terms of achievement
scores agrees with the results of studies in different
contexts (for instance, Septian et al. (2020) in
Indonesia and Övez (2018) in Turkey).

Thus, GeoGebra software is important in reducing
students’ misconceptions while teaching quadratic
functions. In line with this, a study conducted
by Gningue et al. (2014) compared the effects of
teaching the concepts of pre-algebra and algebra
using virtual manipulation and traditional methods
and concluded that virtual manipulation can help
students overcome misconceptions about algebra
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and pre-algebra concepts. Another study by Ojose
(2015) examined whether the use of the GeoGebra
application allows students to determine and solve
misconceptions in calculus classes and suggested
that students who were taught using GeoGebra can
draw function graphs better than those who did not.
Besides, the study in calculus conducted in Ethiopia
by Baye et al. (2021) concluded that the use of the
GeoGebra applet enhanced students’ visualization
and improved their conceptual understanding of the
limit. The same result is also observed in Bekene
(2020), Saha et al. (2010), and Takači et al. (2015).
Most of these studies are at higher education and
the current study confirmed that a similar result is
observed at the secondary school level.

Overall, the results of the post-test and data from
the students’ perception questionnaire revealed that
GeoGebra-based teaching is more useful in teach-
ing mathematics in secondary schools. During
the lesson delivery, it was observed that students
were more active and participated regularly in the
experimental group. According to the students’
view, GeoGebra was a new area of study in mathe-
matics teaching at secondary schools. It visualizes
quadratic function graphs easily with its algebraic
form. Students in the experimental group overtook
their peers in the control group.

This research also proved that students had positive
attitudes toward the GeoGebra integrated instruc-
tion. In line with this Celen (2020) research on the
topic “student opinions on the use of Geogebra soft-
ware in mathematics teaching” found that students
have a positive perception of using GeoGebra as
it makes learning “fun and enjoyable”. Similarly,
Tamam and Dasari (2021) investigated “The use of
Geogebra software in teaching mathematics”. The
purpose of the study was to synthesize the impact
of using GeoGebra as a medium of teaching mathe-
matics, and the study found that student’s attitudes
toward learning mathematics through technology
improved, as well. Kim and Md-Ali (2017) also
found that the GeoGebra integrated instruction of
teaching shape and space concepts positively in-
fluenced students’ engagement and desire to learn.

5 Conclusion

GeoGebra is an effective tool for teaching quadratic
functions and enables to visualization effects of
changing parameters and helps students to make
connections with visual representation in learning
quadratic functions and encourages them to solve
mathematical problems related to course content
at secondary schools. The results in this study
have some implications for mathematics teaching
and learning. Using technology such as GeoGebra
changes the roles of both teachers and students in
the teaching and learning process. When students
use GeoGebra to learn quadratic functions, they as-
sume active roles of receiving information from the
teacher or textbooks. They actively make indepen-
dent choices about how to move forward and are in
a position to define their own goals, make their own
decisions, and evaluate their own progress. Equiv-
alently, GeoGebra could represent mathematics
in ways that help students to understand concepts.
When combined, these characteristics would allow
teachers to enhance both what and how students
learn. According to Bransford et al. (2000), when
technology makes abstract ideas tangible, teachers
can more easily build upon students’ prior knowl-
edge and skills, emphasizing connections among
mathematical concepts, connecting abstractions to
real-world settings, addressing common misunder-
standings, and introducing more advanced ideas.

The findings of this study support the need for teach-
ers to use blended teaching and learning strategies,
which combine the use of talk and chalk instruc-
tion with computer technology (such as GeoGebra).
The study further suggests that training teachers
to utilize practical applications in teaching mathe-
matics is an essential task that precedes using this
software. Besides its desktop applications, its tablet
and smartphone applications for Android, iPad, and
Windows is an opportunity both for teachers and
students to apply or practice based on their own
style. This study and other studies in this area have
shown the positive influence of mediating artifacts
like GeoGebra to enhance the performance and
attitude of students.
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Limitation of the study

Due to financial constraints, this study has faced
many limitations including the scope of the content,
sample size, and duration of the intervention. Thus,
future studies on the effect of integration of Ge-
oGebra to reduce students’ misconceptions and as-
sess their attitude toward GeoGebra would demand
comprehensive studies for longer periods, using far
larger randomized sample sizes, at different schools
of different composition and socio-economic status,
which reflect the entire zone, region, or country
level. This study further recommends in-depth
research to investigate the root causes of miscon-
ceptions described in this study. In addition, future
research should extend this study to other mathe-
matics topics and grades to see if similar results
are obtainable. Such studies’ findings might help
improve the quality of mathematics teaching and
learning in Ethiopia.
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Abstract

The current study aimed to assess the status of community service practices and the
possible barriers to instructors’ involvement in community service activities at four
selected government universities in Ethiopia. A quantitative descriptive survey design
was employed, involving 322 instructors selected from the four universities using a
stratified random sampling technique. A questionnaire was used as the instrument
to collect data from the participants. Validity and reliability tests were conducted
during the pilot study to ensure the questionnaire’s suitability before it was used
for the actual sample. Descriptive statistics such as the mean, standard deviation,
and percentage, along with inferential statistics, including a one-sample t-test, were
utilized in the data analysis using SPSS version 24. The results indicated that
instructors’ participation in community service activities is remarkably low. Several
factors were identified that challenge instructors’ participation in community service
activities, including a lack of self-interest, lack of incentives, poor community service
atmosphere, excessive administrative tasks, lack of institutional support, insufficient
equipment, and lack of willingness from stakeholders. The study concluded that
university-community connections in the sampled public universities in Ethiopia
are minimal. This is an alarming finding, urging universities to reconsider their
policies and their implementation in a way that encourages instructors to engage in
community service activities.

1 Introduction

Community service is the collaboration between
higher education institutions and their larger com-
munities (Driscoll, 2009). Moreover, Sandmann
(2008) described community service as a process
that entails the creation, integration, application,
and transmission of knowledge for the benefit of ex-
ternal audiences and the university. Community ser-
vice includes all forms of community engagement,
such as engaged scholarship, service-learning, civic
engagement, and voluntarism (Johnson, 2020). Due
to many factors, universities are not engaging in
community service activities. Kezar (2018) de-

scribed the pressures and challenges within the
modern academic workplace that potentially affect
community service involvement. These challenges
include both extrinsic and intrinsic factors. Extrin-
sic factors relate to the environment and working
conditions, such as workload, reward systems, poli-
cies, and opportunity structures. Intrinsic factors
focus on the nature of the work, its impact on faculty
members, how the work is carried out, the activities
associated with the work, and the amount of feed-
back individuals receive about their engagement
(Kezar, 2018).

Motivation is a key component for academic staff

©2023 Dilla University.
∗ Corresponding author; Email: asnakemuluyebekele@gmail.com
Article DOI:10.20372/dje.v02i02.04

51

asnakemuluyebekele@gmail.com
https://journal.du.edu.et/index.php/dje/issue/view/96


Asnake Muluye et al. Dilla Journal of Education (2023), 2(2) 51–60

to engage in community service activities. Adekalu
et al. (2017) and Colbeck and Michael (2006)
acknowledged that academics need to be motivated
by certain factors to be involved in community ser-
vices. A poor reward system is one reason why it is
difficult for most academics to engage in community
service (Vogelgesang et al., 2010). If community
engagement is not regarded as a requirement for
promotion, it becomes difficult to expect more
engagement in such activities (Gorski & Mehta,
2016). On the other hand, many institutions give
little attention to community engagement, result-
ing in reduced staff involvement (Adekalu et al.,
2017; Adekalu et al., 2018). Weerts and Sandmann
(2010) noted that in higher education institutions,
community service is often viewed as an impedi-
ment to promotion because it is time-consuming
and prevents those who participate from engaging
in other meaningful work. According to Gappa
et al. (2010), community service does not align
with teaching and research activities in universities,
which is why instructors dedicate less time to it.
However, if universities have strong community
service policies, instructors are more likely to be
motivated to participate (Colbeck & Weaver, 2008).

Statement of the Problem

Community service is one of the core functions
of higher education, alongside teaching and re-
search. It is key for academic and research staff in
promoting the economic, environmental, and socio-
cultural development of communities (Adekalu et
al., 2018). Furthermore, universities’ community
service activities are a tool for national development
through knowledge sharing and creation. In the
Ethiopian context, delivering community service is
a major objective of higher education institutions
(HEIs), along with research and teaching-learning
activities (Damons et al., 2018). As noted by
Nasir and Diah (2016), community service is a
vital component of university-community relations
that requires attention. However, several factors
make community engagement a challenging task for
many academic staff, such as work-related respon-
sibilities, teaching, student supervision, advising,
and other professional duties (Adekalu et al., 2017;
Terosky et al., 2014; Ziker, 2014).

The current study investigated the challenges of
community service and identified the status of in-
structors’ engagement. This study aims to fill gaps
not fully covered in previous research, such as:

• Instructors’ Motivation and Burnout:
There is limited research on the psychological
aspects of instructors’ engagement, including
motivation, satisfaction, and burnout related
to community service. Exploring these could
uncover personal and institutional factors that
either promote or discourage sustained in-
volvement.

• Comparative Analysis Across Institutions:
A gap exists in comparing the challenges
and engagement levels across different types
of institutions. This could reveal unique
challenges and engagement patterns not ad-
dressed in current literature.

• Longitudinal Impact: There is limited re-
search on the long-term impact of instructors’
engagement in community service on both
professional development and community
benefits. Investigating this could provide
insights into sustained engagement and out-
comes.

• Policy and Institutional Support: Another
gap lies in understanding the role of institu-
tional policies and support systems in either
facilitating or hindering instructors’ com-
munity service engagement. This research
highlights what types of support structures
are most effective.

Since this study focuses on these areas, it addresses
existing gaps and contributes to a deeper understand-
ing of the challenges and dynamics of community
service engagement among instructors. For this pur-
pose, four universities–Dilla, Hawassa, Wachamo,
and Wolayita Sodo–were selected for the study.
Two universities were chosen from the first genera-
tion and two from the second generation, all located
in the former southern regional state of Ethiopia.

General Objective

The general objective of the current study was to in-
vestigate the status of community service practices
in some selected public universities in Ethiopia.
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Specific Objectives

Specifically, the study aimed:

• to examine the status of university instructors’
participation in community service activities.

• to identify barriers that hinder instructors
from participating in community service ac-
tivities.

Research Questions

The current study is guided by the following re-
search questions:

• To what extent do university instructors par-
ticipate in community service activities?

• What challenges (if any) do instructors face
as barriers to participating in community
service activities?

2 Research Method

2.1 Research Design

The study utilizes a quantitative descriptive survey
research approach to achieve its objectives. One
of the main topics of the questionnaire focused on
the community service practices of the instructors.
In addition, a survey was employed to gather data
regarding how educators have addressed commu-
nity issues. The questionnaire included questions
related to the community service activities instruc-
tors had undertaken and any potential challenges
they faced.

2.2 Sampling Technique and Sample

The primary purpose of stratified random sampling
is to ensure that different subgroups (strata) within
a population are adequately represented in the sam-
ple, improving the precision and accuracy of the
results. By dividing the population into strata based

on specific characteristics and then randomly sam-
pling from each stratum, researchers can obtain a
sample that reflects the diversity of the entire popu-
lation (Lohr, 2019). This technique is particularly
useful when the population is heterogeneous. In the
current study, universities were taken as strata. The
study population consisted of instructors actively
involved in research at four selected universities:
Dilla University, Hawassa University, Wachemo
University, and Wolayta Sodo University. Based
on our initial investigation, there were 1,652 in-
structors across these four universities familiar with
research and community service activities.

2.3 Sample Size Determination

A sample is a portion of a larger population, spe-
cially selected to represent the whole. A well-
chosen sample is less time-consuming, less costly,
less cumbersome, and more practical to administer
than conducting a census of the entire target popula-
tion. Yamane (1967) provides a simplified formula
to calculate sample sizes. This formula assumes a
sample size, n, for a 95% confidence level and p
= 0.5. In the current study, with a population N =
1,652 and a 5% precision level, this formula was
used to determine the appropriate sample size.

Yamane‘s formula: Sample size

n = N
1+N(e2)

Where: n = sample size; N = population size and
e = level of precision or sampling error which is ±
5% at 95% confidence level.

n = 1652
1+1652(0.05)2 , n = 1652

1+1652(0.0025) , n = 1652
1+4.13

n = 1652
5.13 = 322.02

The sample fraction is 322
1652 = 0.19

Therefore, the stratified sampling technique was
followed, and based on this, the sample proportion
was calculated as shown in Table 1 below.
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Table 1: Sample Proportion in each university

S.No. Participant University Instructors who are Actively Involved in Research Sample Proportion
1 Dilla University 452 88
2 Wolaita University 320 62
3 Hawassa University 516 101
4 Wachemo University 364 71

Total 1652 322

2.4 Data Collection Instrument

The study utilized a questionnaire as the primary
data collection instrument. The purpose of the
questionnaire was to assess instructors’ community
service practices and investigate the challenges en-
countered in these practices. The questionnaire was
thematically designed: the first part explored the
instructors’ participation in community services,
while the second part assessed possible barriers to
participation in community service activities. In
the section on barriers, a five-point Likert scale
was used, with the following ratings: 1 = Strongly
Disagree (SD), 2 = Disagree (D), 3 = Not Sure
(NS), 4 = Agree (A), and 5 = Strongly Agree (SA).

2.5 Validity and Reliability of the Question-
naire

The quality of the questionnaire was assured before
being applied to the sample respondents. The con-

sistency and accuracy of the survey were ensured
through both reliability and validity checks. Valid-
ity refers to the extent to which an instrument mea-
sures what it is intended to measure—essentially,
its accuracy. Content validity was assessed by two
experts in the field. Corrections, including the in-
clusion and exclusion of certain content, were made
during the pilot study before the questionnaire was
administered to the sample.

Similarly, the consistency of the questionnaire items
was measured statistically using Cronbach’s alpha.
The possible barriers to conducting research con-
sisted of 12 items, and the barriers to publication
practices included 10 items–these were the two
themes considered. Cronbach’s alpha was used to
measure the internal consistency (reliability) of the
survey items in these two themes. The results of
Cronbach’s alpha coefficient are presented in Table
2.

Table 2: Reliability Statistics for Thematic Questionnaires

S.No. Themes N of Items Cronbach’s Alpha
1 Instructors’ Participation in Community Service Activity 2 .714
2 Possible Barriers to Participate in Community Service 10 .800

Table 2, indicated in both themes the Cronbach’s
alpha greater than the threshold 0.7 which is ac-
ceptable.

2.6 Data Collection Procedure

After identifying the sample instructors, the ques-
tionnaire was distributed to collect information
about their opinions regarding their participation
in community service. Data collectors, mainly
co-investigators, traveled to the four sample uni-
versities and, together with collaborator teams at

the universities, distributed the questionnaire. The
process took two days to complete and return the
questionnaires.

2.7 Method of Data Analysis

Inferential statistics (one-sample t-test) and descrip-
tive statistics (mean, percentage, standard deviation,
mean deviation) were used in the data analysis pro-
cess, employing the SPSS 24 package. Before
applying the one-sample t-test, it was necessary
to check whether the data set met the assumptions
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required for the test. All the necessary assumptions
were tested, and the data set fulfilled the require-
ments for the one-sample t-test. Therefore, this test
was used to examine the hypotheses.

A one-sample t-test is commonly used when the
test statistic, like other forms of t-tests, meets the
assumption of normal distribution if the value of
a scaling term in the test statistic is known. The
test requires that the dependent variable follows
a normal distribution. According to the central
limit theorem (CLT), normal distribution can be
assumed when sample means approximate a normal
distribution. Sample sizes equal to or greater than
30 are often sufficient for the CLT to hold. In this
case, the sample size meets the CLT assumption,
making it appropriate to use a one-sample t-test.

Mean scores, particularly for theme two (possible
barriers to participating in community service),
were computed based on the Likert scale ratings.
The mean score for any individual item was ex-
pected to fall between 1 and 5. Consequently, the
means were interpreted against a neutral point of
3, which represents the middle of the rating scale.
According to Creswell and Creswell (2018), mean
scores above 3 were considered favorable opinions,
while mean scores below 3 were regarded as unfa-
vorable for the given item. Therefore, the estimated
value for testing the hypotheses in this study was 3,
which represents a neutral or no-response position.

2.8 Hypothesis Testing

The hypotheses in this research aimed to determine
whether there were significant differences in the
barriers affecting instructors’ ability to engage in
community service. Accordingly, 10 null hypothe-
ses were tested using a one-sample t-test. These
are:

• Hypothesis 1: There is no significant dif-
ference for instructors between lack of self-
interest in carrying out community service
and having self-interest in carrying out com-
munity service.

• Hypothesis 2: There is no significant dif-
ference for instructors between lack of time
to carry out community service and lack of

time not being an obstacle to carrying out
community service.

• Hypothesis 3: There is no significant differ-
ence for instructors between lack of financial
incentives as an obstacle to carrying out
community service and lack of financial in-
centives not being an obstacle.

• Hypothesis 4: There is no significant differ-
ence for instructors between environmental
fears or concerns about doing community
service as an obstacle and environmental
fears or concerns not being an obstacle.

• Hypothesis 5: There is no significant differ-
ence for instructors between poor community
service atmosphere as an obstacle and poor
community service atmosphere not being an
obstacle.

• Hypothesis 6: There is no significant differ-
ence for instructors between having a heavy
teaching load as an obstacle and a heavy
teaching load not being an obstacle.

• Hypothesis 7: There is no significant differ-
ence for instructors between investing much
time in administrative work as an obstacle
and investing time in administrative work not
being an obstacle.

• Hypothesis 8: There is no significant differ-
ence for instructors between lack of institu-
tional support for community service as an
obstacle and lack of institutional support not
being an obstacle.

• Hypothesis 9: There is no significant
difference for instructors between insuffi-
cient equipment/facilities for community ser-
vice as an obstacle and insufficient equip-
ment/facilities not being an obstacle.

• Hypothesis 10: There is no significant differ-
ence for instructors between willingness from
stakeholders as an obstacle and willingness
from stakeholders not being an obstacle.

3 Results

3.1 Instructors Demographic Characteristics
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Table 3: Respondents Background Information

S.No. Variable Response N %
1 Age Below 25 8 2.5

26-35 183 56.8
35-45 114 35.4
45-55 17 5.3
Above 55 0 0

2 Gender Male 263 81.7
Female 59 18.3

3 Educational level MSc 259 80.5
PhD 59 18.3
Post Doc 1 0.3
Others 3 0.9

3 Academic experience (in Year) 2.48 ±1.233
4 Involvement in Administration Yes 181 56.2

No 141 43.8
5 Academic Rank Lecturer 223 69.3

Asst. professor 82 25.5
Associate Prof. 17 5.3
Professor 0 0

From the output shown in Table 3, 183 respondents
(56.8%) are between the ages of 25-35, indicating
that over half of university instructors are of work-
ing age. The sample includes 263 males (81.7%)
and 59 females (18.3%), for a total of 322 respon-
dents. Regarding academic rank, 223 respondents
(69.3%) are Lecturers, 82 (25.5%) are Assistant
Professors, and 17 (5.3%) are Associate Profes-

sors. The average university experience among the
respondents is 2.48 ± 1.233 years.

3.2 Participation in Community Service Activity

Instructors’ participation in community service was
assessed based on two major question items. Their
perceived responses are summarized in Table 4.

Table 4: Descriptive analysis for Instructors’ Participation in Community Service activity

S.No. Item questions N
Response in %
Yes No

1 Have you ever utilized your research output for community service 322 30.1 69.9
2 Provided training/ awareness creation measures 322 34.5 65.5

Table 4 revealed that the majority of participant
instructors confirmed there is no effective utiliza-
tion of research output for community service, with
69.9% providing no response to item 1. Similarly,
in item 2, instructors indicated low participation
in providing training, with 65.5% providing no
response.

3.3 Possible Barriers to Participating in Com-
munity Service

Both descriptive statistics, including mean (M),
standard deviation (Std. D), and percentage (%),
as well as inferential statistics (one-sample t-test),
were conducted to identify perceived barriers to
participating in community service. The analysis
focused on how significantly each factor contributed
to these barriers.
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Table 5: Descriptive analysis for Barriers to Participate in Community Service

S.No. Possible factor Items
Response in Percent

M Std. D.
SD D NS A SA

1 Lack of self-interest in carrying out community service 31.1 32.0 12.1 14.9 9.9 2.41 1.33
2 Lack of time in carrying out community service 19.88 35.09 17.70 13.04 14.29 2.79 2.01
3 Lack of financial incentives to carry out community service 8.39 18.94 11.18 31.68 29.81 3.56 1.32
4 There are/is env’tal fears or concerns about doing comm. service 18.01 23.29 31.06 17.08 10.56 2.79 1.23
5 Poor community service atmosphere 8.39 20.81 20.19 33.23 17.39 3.30 1.22
6 Heavy teaching load and schedule 14.91 26.09 18.32 23.91 16.77 3.02 1.33
7 Investing much time in administrative works 22.98 26.09 12.73 23.60 14.60 2.81 1.40
8 Lack of institutional support for community service 9.94 15.53 13.98 35.09 25.47 3.50 1.29
9 Insufficient equipment/ facilities for community service 6.52 16.15 10.25 45.03 22.05 3.60 1.18
10 Because of its charitably /willingness from stakeholders 9.63 18.01 21.74 34.16 16.46 3.30 1.22

N=322, SD=Strongly Disagree, D=Disagree, NS=Not Sure, A=Agree, SA=Strongly Agree

The possible barriers perceived by instructors as fac-
tors affecting participation in community service
were identified through the descriptive analysis
shown in Table 5, based on the majority (50%
or more) of respondents’ agreement (A + SA) or
disagreement (D + SD) across 10-factor question
items.

Respondents’ Agreement (A + SA):
• Lack of financial incentives to carry out com-

munity service (item-3, 61.49%).

• Poor community service atmosphere (item-5,
50.62%).

• Lack of institutional support for community
service (item-8, 60.56%).

• Insufficient equipment/facilities for commu-
nity service (item-9, 67.08%).

• Charitability or willingness from stakehold-
ers (item-10, 50.62%).

Respondents’ Disagreement (D + SD):

• Lack of self-interest in carrying out commu-
nity service (item-1, 63.1%) was not consid-
ered a factor.

• Lack of time to carry out community service
(item-2, 54.97%) was also not perceived as a
barrier by instructors.

Additionally, a one-sample t-test was conducted to
assess the significance of each factor as a barrier
to participating in community service. The results
of the one-sample t-test are presented in Table 6,
which corresponds to the testing of the 10 null
hypotheses outlined in Section 2.8.

Table 6: One-sample t-test regarding barriers to participate in community service

S. No. Variables
Test Value = 3

Mean Diff t df Sig. (2-tailed)
1 Lack of self-interest in carrying out community service -0.59 -8.02 321 0.00
2 Lack of time in carrying out community service -0.21 -1.86 321 0.07
3 Lack of financial incentives to carrying out community service 0.56 7.58 321 0.00
4 Environmental fears or concerns about doing community service -0.21 -3.09 321 0.00
5 Poor community service atmosphere 0.30 4.48 321 0.00
6 Heavy teaching load and schedule 0.02 0.21 321 0.83
7 Investing much time in administrative works -0.19 -2.46 321 0.01
8 Lack of institutional support for community service 0.51 6.99 321 0.00
9 Insufficient equipment/ facilities for community service 0.60 9.09 321 0.00
10 Because of its charitably /willingness from stakeholders 0.30 4.40 321 0.00
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The one-sample t-test results reject eight null hy-
potheses regarding barriers to participating in com-
munity service:

Item 1: Lack of self-interest in carrying out com-
munity service (M = 2.41, Std. D = 1.33,
t(321) = -8.02, p = 0.00 < .05).

Item 3: Lack of financial incentives for carrying
out community service (M = 3.56, Std. D
= 1.32, t(321) = 7.58, p = 0.00 < .05).

Item 4: Environmental fears or concerns about
doing community service (M = 2.79, Std.
D = 1.23, t(321) = -3.09, p = 0.00 < .05).

Item 5: Poor community service atmosphere (M
= 3.30, Std. D = 1.22, t(321) = 4.48, p =
0.00 < .05).

Item 7: Spending too much time on administrative
work (M = 2.81, Std. D = 1.40, t(321) =
-2.46, p = 0.01 < .05).

Item 8: Lack of institutional support for commu-
nity service (M = 3.50, Std. D = 1.29,
t(321) = 6.99, p = 0.00 < .05).

Item 9: Insufficient equipment/facilities for com-
munity service (M = 3.60, Std. D = 1.18,
t(321) = 9.09, p = 0.00 < .05).

Item 10: Lack of charitable willingness from stake-
holders (M = 3.30, Std. D = 1.22, t(321)
= 4.40, p = 0.00 < .05).

All eight variables are significant factors viewed by
the instructors as barriers to participating in com-
munity service. However, the relative importance
of these variables is determined using the mean
differences compared to the test value of 3 (the
neutral or no response position).

Based on this, the results indicate five variables
with positive mean differences: Item 3 (lack of
financial incentives for carrying out community ser-
vice), Item 5 (poor community service atmosphere),
Item 8 (lack of institutional support for community
service), Item 9 (insufficient equipment/facilities
for community service), and Item 10 (lack of chari-
table willingness from stakeholders). This suggests
that instructors view these five variables as more
important barriers to participating in community
service.

4 Discussions

This discussion is guided by two major research
questions.
RQ1: To what extent do university instructors
participate in community service activities?

To answer this research question, the findings in
Table 4 are used. Instructors’ participation in com-
munity service activities is remarkably low, indi-
cating that universities are not effectively engaging
in one of the key pillars of activities: community
service. However, university engagement in com-
munity service activities is mandatory, as noted by
Damons et al. (2018). In Ethiopian higher educa-
tion institutions (HEIs), community service is one
of the major objectives. More importantly, as noted
in Adekalu et al. (2018), promoting the economic,
environmental, and socio-cultural development of
communities in one’s country is challenged in the
absence of community service practices.

RQ2: What are the challenges (if any) instruc-
tors face as barriers to participating in community
service activities?

To answer this important question, both the de-
scriptive results in Table 5 and hypothesis testing
are utilized to see how significantly each factor
contributes to the low engagement of instructors
in community service activities. From Table 5,
we can list the following factors perceived by in-
structors as more significant than others: lack of
financial incentives, poor community service atmo-
sphere, lack of institutional support, insufficient
equipment/facilities, and lack of willingness from
stakeholders.

Moreover, the one-sample t-test identified signifi-
cant factors that challenge community service prac-
tices. Referring to the results in Table 6 from
hypothesis testing, the lack of self-interest, lack of
financial incentives, environmental fears or con-
cerns, poor community service atmosphere, exces-
sive time spent on administrative tasks, lack of
institutional support, insufficient equipment, and
lack of willingness from stakeholders are signifi-
cant barriers challenging instructors to participate
in community service activities. These findings
are consistent with the literature, which highlights
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a lack of interest and motivation (Adekalu et al.,
2017; Colbeck and Michael, 2006) and a poor
reward system (Gorski and Mehta, 2016) as chal-
lenging factors for instructors to engage in com-
munity service. A lack of institutional attention to
community service activities has been identified as
a challenge for academics (Adekalu et al., 2017;
Adekalu et al., 2018). Additionally, administra-
tive involvement or extra responsibilities are also
challenges, as indicated in Adekalu et al. (2017),
Terosky et al. (2014), and Ziker (2014).

5 Conclusion
Based on the results of this study, we have deter-
mined that community service programs are some-
what limited among the Ethiopian public colleges
we studied. The current study identified several
variables that prevent instructors from participating
in community service projects. Significant obsta-
cles include inadequate equipment, a lack of interest
on the part of instructors, a lack of institutional
support, a lack of willingness from stakeholders, a
poor environment for community service (includ-
ing policies), and a significant time commitment
to administrative duties. According to the current
study, one of the mainstays of university commu-
nity service programs needs to be reformed. If the
relationship between the community and the univer-
sity does not improve, then one of the universities’
missions is not being met.

Recommendations

Based on the results of the current study, the fol-
lowing recommendations are made:

• Universities need to improve the existing
reward system to attract instructors to com-
munity service activities.

• Continuous institutional support for instruc-
tors involved in community service activities
can promote these practices.

• Strong community service policies should be
established, similar to research and teaching
policies, to make participation in community
service mandatory for instructors.

• Improving the quality and quantity of equip-
ment important for community service activ-

ities will enhance the effectiveness of these
activities.

• Ongoing awareness creation for stakeholders
and communities is required to improve the
community-university connection.

• To minimize the time instructors spend on ad-
ministrative tasks, a guiding policy should be
implemented that delineates the proportion
of tasks for community service alongside
their administrative responsibilities.
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Abstract

This study investigated the factors influencing job satisfaction among teacher educators.
A quantitative correlational research design was employed to identify key determinants,
examine demographic characteristics, and propose strategies for enhancement.
Seventy-four teacher educators participated, providing data through questionnaires.
Findings revealed that salary, incentives, work-life balance, and interpersonal
relations were significant determinants of job satisfaction. Academic qualifications
and work experience exhibited negative correlations with organizational policies,
autonomy, and promotion-related factors. The study underscores the need for tailored
interventions to address the unique concerns of mid-career educators, particularly
regarding compensation, career advancement, and work-life balance. It suggests the
development of personalized professional development programs and human resource
policies that consider educators’ career stages and specific needs. Further research
in this area is recommended.

1 Introduction

In the realm of education, the role of teacher
educators is pivotal, as they mold the future of
teaching by preparing prospective educators. Lit-
erature underscores the significance of job satis-
faction among teacher educators, highlighting its
profound influence on motivation, commitment,
overall well-being, and direct implications for the
quality of teacher education and subsequent student
outcomes (Johnson & Birkeland, 2023). Notably,
factors contributing to job satisfaction include au-
tonomy, collegiality, recognition, and opportunities
for professional growth (Atmaca et al., 2020). Ad-
ditionally, the alignment between expectations and
experiences, perceived job benefits, self-efficacy,
and supportive working conditions are key deter-
minants (Abdullah et al., 2022).

Research indicates a direct correlation between
teacher educators’ job satisfaction and their com-
mitment to teaching, with heightened job satisfac-

tion fostering increased dedication and enthusiasm
in instructional practices (Adebomi et al., 2012).
The interplay of gender and qualifications is also an
influential factor in shaping job satisfaction among
teacher educators (Srivastava & Chabra, 2012).
Furthermore, Pérez Fuentes et al. (2023) found
empirical evidence supporting a positive correla-
tion between job satisfaction and teacher education,
emphasizing the need for further exploration of this
relationship.

Research reviews underscore the nature of job sat-
isfaction determinants among teacher educators,
encompassing individual characteristics such as
gender and experience, organizational factors like
teacher-student relations and school climate, and
broader considerations like economic income and
life satisfaction (Raiany et al., 2022). The organiza-
tional culture and perceived teacher competency are
identified as indirect influencers on job satisfaction
through their impact on self-efficacy (Tria, 2023).
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Educational leaders are urged to consider these
multifaceted factors to create and sustain conducive
working conditions for teacher job satisfaction.
This, in turn, contributes to teacher retention and
holds promise for improving the quality of teacher
education and student outcomes (João & Célia,
2020). However, recent studies challenge conven-
tional views regarding high job satisfaction among
educators, pointing to decreased psychological well-
being, heightened burnout, and reduced job satis-
faction among higher education institution teaching
staff (Hansen et al., 2015).

Furthermore, studies suggest that teachers’ percep-
tions of their college environment, teaching efficacy,
and teacher stress play pivotal roles in shaping job
satisfaction, with observed gender differences (Tran,
2015). Retirement benefits, although not explic-
itly explored in relation to job satisfaction, form
part of teachers’ overall compensation preferences,
potentially impacting their satisfaction and overall
well-being (O’Shea, 2021).

In Ethiopia, Abrahim (2018) found a medium level
of job satisfaction among teacher educators in
teacher education institutions. Among the vari-
ables, he identified promotion and supervision as
the main driving forces in determining job satisfac-
tion and suggested that further studies should be
conducted on the determinants of different facets
of job satisfaction.

Literature and prior studies on teacher educators’
job satisfaction show the need for an in-depth study
that considers individual, institutional, and contex-
tual factors. Understanding and addressing these
determinants are critical for fostering positive work-
ing environments, enhancing teacher retention, and
ultimately elevating the quality of teacher education
and student outcomes. Hence, the purpose of this
study was to examine the determinants of teacher
educators’ job satisfaction.

Research Questions

1. What are the key factors influencing job sat-
isfaction among teacher educators?

2. How do demographic characteristics such as
gender, experience, and academic qualifica-
tions correlate with the job satisfaction of

teacher educators?

3. What strategies can be implemented within
the CTE to enhance job satisfaction among
teacher educators?

2 Review of Related Literature

Job satisfaction is a crucial aspect of employee well-
being and organizational success. Several factors
play a role in influencing job satisfaction levels
among employees. Compensation and motivation
are two key factors that significantly impact job
satisfaction (Ananda, 2023). Fair compensation,
including salaries, benefits, and incentives, con-
tributes positively to employees’ satisfaction with
their work. When employees perceive that their re-
wards align with their contributions, they are more
likely to be content in their roles. Additionally, high
motivation levels enhance job satisfaction by creat-
ing a positive work environment where employees
feel engaged and valued.

Moreover, research indicates that approximately
18.4% of the variation in employee job satisfaction
is influenced by other unexplored factors (Ananda,
2023). This highlights the complexity of job satis-
faction and suggests that organizations need to con-
sider various aspects beyond compensation and mo-
tivation to fully understand and address employee
satisfaction levels. Therefore, while compensation
plays a significant role in driving job satisfaction,
it is essential for organizations to adopt holistic ap-
proaches that consider multiple factors impacting
employee well-being.

Job satisfaction plays a crucial role in determining
employee performance and organizational success.
When employees are content with their work, they
tend to be more engaged, motivated, and committed
to their tasks, ultimately leading to higher job per-
formance and overall success for the organization
(Alzen & Ismi, 2023). High levels of job satis-
faction are often associated with factors such as
fair compensation, recognition, opportunities for
growth, and a positive work environment. These
elements significantly contribute to how satisfied
employees feel with their roles (Ananda, 2023).

While compensation is a key factor influencing
job satisfaction by aligning rewards with contri-
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butions made by employees (Ananda, 2023), it is
important to recognize that other unexplored fac-
tors contribute to around 18.4% of the variation
in employee job satisfaction. This indicates the
complexity of job satisfaction and underscores the
need for organizations to adopt holistic approaches
that consider multiple factors impacting employee
well-being (Ananda, 2023).

In summary, organizations should focus not only
on providing competitive compensation but also on
creating a work environment that fosters motivation
and addresses various aspects beyond monetary re-
wards. By prioritizing strategies that promote job
satisfaction among employees comprehensively, or-
ganizations can enhance individual performance
and achieve their objectives more effectively.

Role of Teacher Educators

Teacher educators play a crucial role in shaping
the next generation of educators by preparing pre-
service teachers for the complexities of the class-
room. Their responsibilities encompass several key
areas:

1. Modeling Effective Teaching Practices:
Teacher educators demonstrate strategies
such as student-centered learning, differenti-
ated instruction, and reflective practice. By
showcasing these methods, they inspire pre-
service teachers to adopt similar approaches,
thereby bridging the gap between theory and
practice (Sotardi & Brogt, 2023).

2. Mentorship and Counseling: Acting as
mentors and counselors, teacher educators
guide their students through the emotional
and psychological aspects of teaching. They
provide support and encouragement, helping
pre-service teachers develop the resilience
and self-awareness needed for successful
teaching careers (West et al., 2023).

3. Fostering Understanding of Educational
Theory: Teacher educators equip pre-service
teachers with a deep understanding of educa-
tional theory and research. By exposing them
to developments in learning science, curricu-
lum design, and educational policy, they
enable future educators to make informed

decisions and adapt to changing educational
landscapes (Sa’ban, 2020).

Ultimately, teacher educators aim to cultivate re-
flective, adaptable, and committed teachers who
are dedicated to improving the education system.
Through modeling excellence, providing mentor-
ship, and promoting intellectual growth, they play
a vital role in shaping the future of the teaching
profession.

Factors Influencing Teacher Educators’ Job Sat-
isfaction

Job satisfaction among teacher educators is essen-
tial for their performance and, subsequently, the
academic achievements of their students. Several
key factors influence job satisfaction:

1. Compensation and Promotion: Research
indicates that salary, opportunities for promo-
tion, and recognition significantly affect job
satisfaction (Yousaf et al., 2024; Quarstein et
al., 1992). Adequate compensation ensures
that educators feel valued, while opportuni-
ties for career advancement provide a sense
of progression.

2. Working Conditions: The work environ-
ment plays a critical role in job satisfaction.
Positive conditions, such as additional va-
cation time and a supportive atmosphere,
enhance satisfaction levels. Conversely, neg-
ative factors like faulty equipment and lack of
support can lead to dissatisfaction and hinder
educators’ effectiveness (Cerci & Dumludag,
2019; Karmakar, Saha, & Adhikari, 2023).

3. Emotional and Psychological Factors: The
responsibility of preparing future teachers
contributes to job satisfaction. When teacher
educators feel content in their roles, they
are more effective in imparting knowledge
and skills, leading to greater productivity
and commitment to their work (Yousaf et al.,
2024).

Challenges Faced by Teacher Educators

Despite their critical role, teacher educators face
unique challenges that impact their job satisfaction:
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• Salary and Job Security: Inadequate com-
pensation and job security concerns can lead
to dissatisfaction and exhaustion (Jabbar &
Naveed, 2024).

• Work Pressure: High work demands with-
out adequate support can hinder performance
and well-being, affecting their ability to pre-
pare future educators effectively (Karmakar
et al., 2023).

Theoretical Framework

To understand the factors influencing job satisfac-
tion among teacher educators, various theoretical
frameworks have been employed:

1. Job Characteristics Model (JCM): Devel-
oped by Hackman and Oldham (1976), the
JCM examines how job design impacts psy-
chological states and job satisfaction. It
highlights five key job characteristics—skill
variety, task identity, task significance, au-
tonomy, and feedback—that can enhance job
satisfaction when effectively integrated into
educators’ roles (Omar et al., 2022).

2. Job Demands-Resources Model (JD-R):
This model suggests that balancing job de-
mands with available resources can improve
job satisfaction and performance (Barba-
Sánchez et al., 2022).

3. Phenomenological Approach: This re-
search approach focuses on understanding
educators’ lived experiences and perceptions
of job satisfaction, revealing deeper insights
into their motivations and challenges (Yüksel
& Yıldırım, 2015).

4. Organizational Climate and Culture:
Studies indicate that organizational factors
such as leadership, communication, and op-
portunities for professional growth signifi-
cantly influence job satisfaction (Ghosh &
Joshi, 2016).

5. Self-Efficacy: Higher self-efficacy corre-
lates with greater job satisfaction, as educa-
tors who feel competent in their roles are
more likely to report positive job attitudes
(Tria, 2023).

Conclusion

Understanding the determinants of job satisfaction
among teacher educators is critical for fostering
positive working environments, enhancing teacher
retention, and ultimately improving the quality of
teacher education and student outcomes. By ad-
dressing the various individual, institutional, and
contextual factors influencing job satisfaction, edu-
cational institutions can support teacher educators
more effectively and contribute to the development
of a robust education system.

3 Research Method

3.1 Research Design

The study adopted a correlational research de-
sign, focusing on the analysis of quantitative data
collected through structured questionnaires admin-
istered to teacher educators. This design incor-
porated both descriptive and inferential statistical
analyses:

• Descriptive Statistics: This component pro-
vided a detailed summary of key variables,
offering insights into the factors influencing
job satisfaction among teacher educators.

• Inferential Statistics: Specifically, Pearson
correlation was utilized to examine the re-
lationships among variables. This analysis
aligned with the research questions and ob-
jectives, aiming to quantify primary factors
influencing job satisfaction, explore demo-
graphic correlates, and propose strategies for
enhancing job satisfaction.

This research design enabled a comprehensive ex-
amination of numerical data, yielding nuanced
insights into the complexities of teacher educators’
job satisfaction in the context of Continuing Teacher
Education (CTE).

3.2 Sampling Techniques

The participants in the study consisted of seventy-
four teacher educators, categorized into three ranks:
lecturer, assistant lecturer, and graduate assistant.
To ensure representation across these ranks, strati-
fied sampling was employed.
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The sample included:

• Fifty-one lecturers

• Seven assistant lecturers

• Sixteen graduate assistants

3.3 Data Analysis

Data analysis involved both descriptive and infer-
ential statistical methods:

• Descriptive Statistics: Measures such as
mean, standard deviations, and percentages
were calculated to summarize the data.

• Inferential Statistics: Pearson r correlation
was used to analyze the data, specifically
assessing the correlation between teacher ed-
ucators’ job satisfaction and demographic
characteristics, including academic qualifi-
cations and work experience.

4 Results

This section presents the major findings of the study,
which include:

1. Demographic Characteristics: A summary
of the participants’ demographic informa-
tion.

2. Factors Influencing Job Satisfaction: An
overview of the identified factors affecting
job satisfaction among teacher educators.

3. Distribution of Factors: Insights into how
these factors are distributed among the par-
ticipants.

4. Pearson r Test of Correlation: Results
from the Pearson r test, which examined
the degrees of correlation between teacher
educators’ job satisfaction and two key de-
mographic characteristics: qualifications and
work experience.

4.1 Demographic Characteristics

Table 1 presents data regarding teacher educators’
work experience and academic rank. Notably, most
respondents (62.2%) reported having 11 to 20 years
of teaching experience, indicating a significant pres-
ence of educators in the mid-career level. In terms
of academic rank, most respondents (68.9%) were
lecturers.

Table 1: Work Experience and Academic Rank of Teacher Educators

Work Experience Frequency Percentage Academic Rank Frequency Percentage
< 10 years 22 29.2 Graduate Assistants 16 21.6
11-20 years 46 62.2 Assistant Lecturers 7 9.5
>18 years 6 8.1 Lecturers 51 68.9
Total 74 100 74 74 100

4.2 Major Contributing Factors for Job Dis-
satisfaction

Table 2 provides a frequency distribution illustrat-
ing the factors influencing teacher educators’ job

satisfaction. This analysis aims to quantify the
mean values derived from respondents’ ratings,
offering a comprehensive understanding of their
collective agreement on various aspects contribut-
ing to job satisfaction.
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Table 2: Mean Distribution of Factors

Determinant factors Mean Std. Deviation
Leadership, Supervision and Recognition 9.46 2.985
Salary, incentives, fringe benefit and work life balance 23.01 8.945
Promotion and Advancement Related 12.27 3.345
Organization Policies and Autonomy 8.89 3.342
Interpersonal/Social Relations 11.07 .984
Work Conditions 16.77 4.787

4.3 Analysis of Determinants of Teacher Edu-
cators’ Satisfaction

The analysis of the determinants of teacher educa-
tors’ satisfaction, as presented in Table 2, provides
valuable insights into various factors influencing
educators’ contentment in their professional roles.
The mean scores and standard deviations help in
understanding the level of consensus and variabil-
ity among teacher educators regarding different
aspects of their work environment.

1. Salary, Incentives, Fringe Benefits, and Work-
Life Balance: This factor recorded the high-
est mean score (M = 23.01, SD = 8.945),
indicating its significant importance to edu-
cators. However, the relatively high standard
deviation suggests a diverse range of perspec-
tives within this category, emphasizing the
need for tailored strategies to address indi-
vidual preferences and concerns related to
compensation and work-life balance.

2. Leadership, Supervision, and Recognition:
This area exhibited a moderate level of satis-
faction among teachers, with a mean score of
9.46 and a lower standard deviation of 2.985.
This finding suggests a more uniform agree-

ment among educators on the importance of
effective leadership, supervision, and recog-
nition within the educational setting.

3. Interpersonal/Social Relations: This factor
received a high mean score of 11.07, un-
derscoring the importance of positive social
interactions among teachers. The remarkably
low standard deviation of 0.984 indicates a
high consensus on the significance of foster-
ing a supportive social environment, high-
lighting a shared sentiment among teachers
in this regard.

4. Promotion, Organizational Policies, and Au-
tonomy: These factors demonstrated moder-
ate levels of satisfaction, with mean scores of
12.27 and 8.89, respectively. However, the
corresponding standard deviations of 3.345
and 3.342 suggest varying opinions among
teacher educators regarding promotion op-
portunities, organizational policies, and au-
tonomy. These findings emphasize the need
for genuine approaches to address concerns
related to career advancement and organiza-
tional policies to enhance overall satisfaction
among teacher educators.
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Table 3: Distribution of Determinants

Factors
Total Score Ranges in Percent

Low (%) Moderate (%) High (%)
Leadership, Supervision and Recognition1 87.8 8.1 4.1
Salary, incentives, fringe benefit and work life balance2 62.2 37.8 0
Promotion and Advancement Related3 10.8 24.3 64.9
Organization Policies and Autonomy4 75.7 21.6 2.7
Interpersonal/Social Relations5 0 97.3 2.7
Work Conditions6 86.5 13.5 0
1=Low (6-12), Moderate (13-17) and High (18-24); 2=Low (12-24), Moderate (25-38) and High (39-48);
3=Low (4-8), Moderate (9-12) and High (13-16); 4=Low (5-10), Moderate (11-15) and High (16-20);
5=Low (4-8), Moderate (9-12) and High (13-16); 6=Low (10-20), Moderate (21-31) and High (32-40)

4.4 Distribution of Determinants of Teacher
Educators’ Satisfaction

The distribution of determinants in Table 3 offers
a comprehensive overview of teacher educators’
satisfaction based on total score ranges. Notably,
most respondents indicated high levels of satis-
faction with interpersonal/social relations, with
97.30% highlighting the significance of positive
social interactions in contributing to overall job
satisfaction.

Conversely, factors related to promotion and ad-
vancement revealed a more diverse distribution,
with 64.90% of respondents falling within the
high satisfaction range. This indicates varying
perspectives on career advancement, emphasizing
the necessity for personalized approaches to ad-
dress individual concerns related to promotion and
career development within the teaching profession.

Additionally, the determinants of salary, incentives,
fringe benefits, and work-life balance displayed a
bimodal distribution. Specifically, 62.20% of re-

spondents reported low satisfaction, while 37.80%
indicated moderate satisfaction. This divided senti-
ment underscores the need for targeted interventions
to address the diverse perspectives on compensation
and work-life balance.

Overall, this analysis provides valuable insights
into the varying degrees of satisfaction across dif-
ferent determinant factors. It highlights areas where
educators express higher consensus, such as inter-
personal/social relations, and identifies those that
require more authentic strategies to enhance overall
satisfaction among teacher educators.

4.5 Determinant Factors, Academic Qualifica-
tion, and Work Experience Relationship

To assess whether there is a significant relationship
between teacher educators’ demographic character-
istics and the determinants of job dissatisfaction, a
Pearson Correlation analysis was computed. Table
5 presents the correlation matrix, offering insights
into the relationships between these demographic
factors and job dissatisfaction determinants.

Table 4: Correlation Result

1 2 3 4
Academic Qualification -.495* -.372*

.000 .001

.017 .021
Work Experience -.237* -.549*

.042 .000
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The correlation matrix in Table 5 depicts the rela-
tionships between academic qualifications, work
experience, and various factors influencing teacher
educators’ job satisfaction. Remarkably, a signif-
icant negative correlation was observed between
academic qualifications and organizational poli-
cies and autonomy (r = -0.372, p = 0.001) and
between promotion and advancement (r = -0.495,
p = 0.001). This suggests that as academic qualifi-
cations increase, there is a tendency for educators
to report lower levels of satisfaction with organi-
zational policies and autonomy, as well as issues
related to promotion and advancement. These find-
ings underscore the importance of recognizing the
nuanced impact of academic qualifications on spe-
cific aspects of job satisfaction within educational
institutions.

Furthermore, work experience exhibited a signif-
icant negative correlation with promotion and ad-
vancement issues (r = -0.237, p = 0.042) and with
salary, incentives, fringe benefits, and work-life
balance (r = -0.237, p < 0.042). The negative
correlation with promotion and advancement im-
plies that as work experience increases, educators
may perceive a diminishing level of satisfaction in
these areas. Similarly, the negative correlation with
salary, incentives, fringe benefits, and work-life
balance suggests that more experienced educators
may have lower satisfaction levels regarding com-
pensation and work-life balance. These findings
underscore the complex interplay between work
experience and specific facets of job satisfaction
among teacher educators.

It is crucial to emphasize that all reported sig-
nificance levels were below the threshold of 0.05,
underscoring the statistical significance of these cor-
relations. The correlation analysis elucidated the
intricate dynamics between academic qualifications,
work experience, and various factors contributing
to teacher educators’ job satisfaction, emphasizing
the need for targeted strategies in human resource
management and professional development initia-
tives.

5 Discussion

This study examined the determinants of job satis-
faction among teacher educators, aiming to identify

influential factors, examine correlations with de-
mographic characteristics, and propose strategies
for improvement. It was found that the majority
of teacher educators were at the mid-career level
and held the rank of lecturer. Recognizing this
demographic composition is essential for tailor-
ing interventions that address the unique needs of
mid-career professionals in the teaching domain.

Regarding the factors affecting teacher educators’
job satisfaction, salary, incentives, fringe benefits,
and work-life balance emerged as the most sig-
nificant factors. This aligns with the literature
that highlights the pivotal role of compensation in
educators’ satisfaction (Huang et al., 2019). Lead-
ership, supervision, and recognition demonstrated a
moderate satisfaction level, consistent with studies
emphasizing the importance of supportive leader-
ship in educational settings (Klassen et al., 2018).
The high mean score for interpersonal/social rela-
tions underlined the significance of positive social
interactions in the workplace (Breaugh, 2020).

Furthermore, the study explored the distribution of
determinants. It identified high satisfaction with
interpersonal/social relations and diverse perspec-
tives on promotion and advancement. The bimodal
distribution in salary, incentives, fringe benefits,
and work-life balance suggested a divided senti-
ment among respondents, emphasizing the need
for nuanced interventions. These findings align
with previous research indicating that satisfaction
with promotion opportunities significantly impacts
overall job satisfaction (Chiang & Birtch, 2019).
The results have implications for crafting tailored
strategies that address the unique concerns associ-
ated with promotion, compensation, and work-life
balance.

Regarding the correlation analysis of the demo-
graphic characteristics of teacher educators and job
satisfaction, the study found significant negative
correlations between academic qualifications and
organizational policies, autonomy, and promotion
and advancement. These results highlighted the in-
tricate relationship between academic qualifications
and specific job satisfaction factors, emphasizing
the need for targeted interventions. Work experi-
ence showed negative correlations with promotion
and advancement and salary-related factors. These
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findings align with the literature that shows the
evolving nature of job satisfaction throughout an
educator’s career trajectory (Ingersoll & Strong,
2011).

Understanding the nuanced relationship between
demographic characteristics and job satisfaction is
crucial for educational institutions. The findings
emphasized the need for personalized strategies
that consider educators’ career stages and specific
concerns related to compensation, promotion, and
work-life balance (Brewster et al., 2021). Insti-
tutions should leverage this information to tailor
professional development programs and human re-
source policies that address the unique needs of
mid-career educators, thereby enhancing overall
job satisfaction.

In light of the findings, it is imperative to formulate
targeted strategies for enhancing job satisfaction
among teacher educators. Initiatives focusing on
improving compensation structures, recognizing
the importance of leadership and social interac-
tions, and addressing concerns related to promotion
and work-life balance can significantly contribute
to educators’ contentment and overall well-being
(Skaalvik & Skaalvik, 2017).

6 Conclusion

In conclusion, this research unraveled the intricate
dynamics that shape job satisfaction among teacher
educators, offering nuanced insights into the fac-
tors influencing their professional contentment. Its
emphasis on demographic characteristics shed light
on the unique challenges faced by mid-career ed-
ucators, with a majority falling within the 11-20
years of work experience category and lecturers
constituting the predominant academic rank. This
demographic composition underscores the need for
tailored strategies that acknowledge and address
the distinct needs and expectations of educators at
this career stage. Understanding the demographic
landscape provides a solid foundation for institu-
tions to craft interventions that resonate with the
diverse experiences of their teacher educators.

Moving beyond demographic profiles, the explo-
ration of factors influencing job satisfaction high-
lighted the multifaceted nature of educators’ con-

tentment. Salary, incentives, fringe benefits, and
work-life balance emerged as paramount concerns,
aligning with existing literature that emphasizes the
central role of compensation in educators’ overall
satisfaction. The findings also shed light on the
significance of leadership, supervision, and recog-
nition in fostering a positive work environment.
The high mean score for interpersonal relations
further accentuates the importance of cultivating
supportive social interactions among educators.
These factors collectively point toward the need
for a holistic approach in designing strategies that
encompass the diverse aspects of educators’ profes-
sional lives.

The distribution of determinants offered a de-
tailed glimpse into teacher educators’ satisfaction
across various dimensions. The majority express-
ing high satisfaction with interpersonal relations
underscores the pivotal role of positive social in-
teractions in contributing to overall job satisfac-
tion. Conversely, the distribution of promotion
and advancement-related factors reveals diverse
perspectives, emphasizing the need for personal-
ized approaches that consider individual concerns
and aspirations related to career progression. The
bimodal distribution in salary, incentives, fringe
benefits, and work-life balance signifies a divided
sentiment among respondents, calling for targeted
interventions to address the spectrum of viewpoints
on compensation and work-life balance. These
findings provide institutions with a roadmap to de-
sign interventions that resonate with the varying
needs and preferences of their educator workforce,
fostering an environment conducive to sustained
professional fulfillment.

Limitations and Future Research

In the realm of future research, acknowledging the
study’s limitations is crucial, and exploring addi-
tional factors such as organizational culture and
workload is warranted (Meyer & Morin, 2016).
A longitudinal approach could provide a compre-
hensive understanding of the dynamic nature of
educators’ satisfaction over time. Understanding
the interplay of these factors could yield a more
comprehensive picture of teacher educators’ job
satisfaction dynamics.
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