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Abstract

In a healthy interactive classroom situation managing ethnically, linguistically and religiously
diverse learners work better with the implementation of cooperative learning. This study
investigated the relationship between students’ diversity management and cooperative learning
applicationsin Technical and Vocational Collegesin Southwest Ethiopia. A mixed research
methodology, specifically a sequential explanatory mixed methods design, was employed to
carry out the research investigation. The empirical datawere collected from 458 trainees, 181
trainers, and 20 educational officials using questionnaires and in-depth interviews respectively.
Two standardized questionnaires, such as the students’ diversity management questionnaire and
the Cooperative Learning Application Scale (CLAS), were adapted (modified) and administered
to collect data. The quantitative data was analyzed by using both descriptive and inferential
statistics. The inferential statistics were employed by using IBM SPSS Amos 23 and descriptive
statistics by using SPSS version 23. The qualitative data was anayzed by using the narrative
analysis method. It was found that trainees have more positive perceptions of students diversity
management in the application of cooperative learning than do trainers. The implementation of
cooperative learning was found to be highly influenced by student diversity management. The
results of the study also revealed that students’ diversity management significantly predicted
cooperative learning application (b = .668, t (639) = 26.315, p <.001). Students’ diversity
management al so explained a significant proportion (52.10%) of variance in cooperative learning
application, R?~ .521, F (1, 635) = 692.502, p < .001. Cross group interaction has a mediating
role between student diversity management and cooperative learning. In conclusion, escalating

the effectiveness of student diversity management increases the effectiveness of the

XV



implementation of cooperative learning by enhancing cross-group interaction. When cross-group
interaction is cooperative, it maximizes learning outcomes, enhances academic accomplishment,
and develops interpersonal communication skills. The researcher recommends a future study be

conducted on the direct effect of student diversity management on cross group interaction.

Keywords. diversity management, cross-group interaction, cooperative learning, perception,

mediation, direct effect, indirect effect

XIX



CHAPTER ONE
1. INTRODUCTION

This chapter describes the conceptual basis for what the researcher investigates, including the
background of the study, statement of the problem, what has already been known about the
problem, how the study is different from other previous studies, how it addresses something that
is not already known or has not been studied before, or how it extends prior research on the topic
in some way, research questions, the objectives of the study and its significance, delimitation of

the study and definition of key terms.
1.1 Background of the study

Students’ diversity is the range of differences, including but not limited to ethnicity, gender, age,
language, social class, cultural group, physical ability or attributes, and religious beliefs. Having
adiverse group of students simply means recognizing that all the pupils are unique in their own
way. There has aways been diversity in the classroom, but in today's society, it is more
important to acknowledge it and make positive use of it (Howard, 2010). So, theincreasein
diverse groups within educational organizations has made it important for educators and

educational researchers to deal with diversity management from an alternative perspective.

Various scholars have defined the term diversity management, but it has no single
universally accepted definition because its historical background and practices are very
comprehensive (Aydan, 2015; Vermeulen, 2011). Historically, it isarelatively young discipline,
which originated out of many different historical and social disciplines. United States of America
(USA) have begun using the terms “diversity management” and “Managing diversity” in the
1980s. Subsequently, the diversity management field emerged in the 1990s (Brazzel, 2003).
Diversity management is an emerging field of research, teaching, theory and practice. While
there is no consensus among diversity management scholars and practitioners about purpose,

methods, outcomes and values, arelatively comprehensive definition of thefield is:

“Diversity management uses applied behavioral science methodology, studies, and

theory to manage institutional change and stability processes, which support diversity in
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organizations and oppose discrimination based on ethnicity, language, religion, gender,
culture, and other human differences. Diversity management promotes the values of respect
for human differences, social justice, and participation while announcing these values.”
(Brazzel, 2003, p51).

Similar to the conceptual change over time, the connotations of the term “diversity
management’ vary from one place to another. In the USA, for instance, diversity management is
still associated (rightly or wrongly) with affirmative action and equal opportunity in a
multi-cultural (ethnicity, race, gender, sexual preference, etc.) contexts. In  Europe, the
emphasi s has been more on the management of |language and national differences aswell as
equal opportunity for women (gender mainstreaming) (Vermeulen, 2011). Today, the concept of
diversity management has been broadened beyond the US and Western experiences throughout

the world.

The studies presented in Singh’s book explored that the development of educational and
social relationships among students of different ethnic groups and linguistic groups reduced
prejudice among school children (Singh, 1994). The reduction of prejudice among diverse ethnic
and linguistic groups of studentsis one of the functions of student diversity management.
Furthermore, the qualitative results of the findings portrayed that diversity management and
selection of collaborative learning methods have direct relationships. Datta (1994) also
conducted a research on "The effects of cross-ethnic tutoring on interracial relationships and
academic achievements”, and found out that cross-ethnic tutoring has positive relationships both

with learners’ friendship and academic achievements.

Terenzini, Cabrera, Colbeck, Bjorklunnd, and Parente (2014) explain that the structural
diversity and its management have a positive influence on students’ academic and intellectual
skills development. They also have verified that ethnically homogeneous classrooms produce “an

impoverished” educational experiences.

Pike and Kuh (2006) argued that states student diversity (structural diversity) has a
positive effect on student development and learning is not universally accepted because the

direct relationship between the two is mainly determined by the effectiveness of diversity
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management. As Sharan (2010) points out cooperative learning, resprocally, offers teachersin
the diverse classroom a vast access to flexible teaching strategies they can rely on to help them
manage the varied backgrounds in their classrooms, and create an interactive and nurturing
learning environment. She also found out that teachers can recognize the importance of the
students’ diversity management in effecting the cooperative learning (CL) by learning about their
students' ethnic, linguistic, and religious diversity and at the same time integrating CL methods
and strategies in their teaching repertoire.

Given the implementation of thisintegration into effect helps create a culturally
responsive Cooperative Learning classroom, where learning is made relevant for all. Moreover,
Wazzan (2015), in his study on “Group dynamics in the EFL classroom: the role of the cohesive
group of Syrian tertiary learners’, realizes that successful group diversity management is a vital
element in the teaching and learning process. Affirming these results, as Gebremariam (2019)
indicated an e ective classroom diversity management is one of the facilitating factors for the
implementation of e ective cooperative learning which in turn, depict the relationship between

these variables.

Ordu (2015) demonstrates that the students’ diversities affect the students’ performance
positively, create variety and abundance when properly managed; but they may cause alliances
and effect students negatively when they are not managed well. Asindicated by Adamu (2014),
the presence of a diverse student population is perceived as an advantage by most students
because a diverse student population provides studentswith an idea opportunity to learn
from each other’s culture, languages, religions and experiences. In connection with this, Adamu
(2013Db) also explains that unless the students’ diversity is effectively managed, it becomes a
source of conflicts among University students. Generally speaking, the wealth of research
findings explored on student diversity and cooperative learning implementation practicesin
diverse classroom over the past 30 years. However, few qualitative researchers (Ordu, 2015;
Gebremariam, 2019; lyer, 2013; Milner and Tenorehave, 2010) qualitatively addressed the
relationship between the student diversity management and cooperative learning implementation
which inspired the researcher to investigate the association between these two classroom

dynamics issues in an inferable manner.



Theoretical underpinnings of the diver sity management and cooper ative learning

There are various theories that describe both positive and negative effects of students’ ethnic,
linguistic and religious diversity on cooperative learning and social functioning. Theories that
describe positive effects include Macrostructura theory (Blau, 1974), contact theory (Allport,
1954) and intellectual and moral development theory (Gurin, Dey, Hurtado and Gurin, 2002;
Piaget, 1965). On the contrary, the Constrict theory (Putnam, 2007) and conflict theory (Blalock,
1967) describe the negative effects of students’ diversity on schooling and social functioning.
Thus, the students’ diversity may become a source of either enrichment or deprivation of
learning based on the mode of its management. Diversity Management (DM) has often been
appraised as a “double-edged sword”, leading to effective or poor cooperative learning.
Consequently, effective diversity management enhances the positive influences on cooperative

learning and ineffective diversity management impedes cooperative learning.

Literature and many theories relevant to diversity management have been postulated in-
light of diversity among workforce. However, afew academic perspectives like the socio-
cultural theories of learning and/or social interdependence theory, multi-cultural education,
sociology of education and theories of learning underlie the foundations for interplay between
diversity management and cooperative learning (Kaur, 2017; Alsubaie, 2015). One of the major
theories that enhance cooperative learning in a diverse students group is social constructivism. It
has been advanced by Vygotsky who considered that the roles of culture and society, language,
and interaction are important in understanding how humans learn (Vygotsky, 1978). It suggests
that cooperative learning focus on use of thisinstructional strategy in alinguistically, ethnically
and culturally diverse groups of students because in this learning strategy, one of the guiding
principlesis making students working group a mixed on one or more of a number of variables
including sex, ethnicity, social class, religion, personality, age, language proficiency, and
diligence (Bartolo, 2007).



1.2 Statement of the problem

Most of the times, the post secondary education institutions including TVETs are known for their
student diversity in terms of ethnicity, linguistic group, schooling diligence, socio-economic
status, residential backgrounds and other dimensions. According to World Education Statistics
report (WES, 2019) the tertiary education in Ethiopia remains discriminatory. The Participation
rates are highly tilted toward men and urban dwellers. Consequently, a number of non-majority
ethnic group of students willingly or unwillingly enroll to the TVET programs at their locality.
Thisis because most of the children of ethnic groups living on the social, political, provincial
and economic minority are less accessible to quality secondary education to join Univerisity
(Fisseha, 2015; Pedersen and Digby, 2013). Post secondary education diversity management
projection initiates from the admission of diverse student body. This study, concurrently,
explores the degree of student diversity management and its association with cooperative

learning in TVET campuses in Southwest Ethiopia People’s region.

The ethnic, linguistic, and religious dimensions of diversity provide learning accessible to
students through students’ cross ethnic relationships and interactions (Gobena, 2016). Diversity
can support a broad range of learning, including active thinking skills and intellectual
engagement, and democracy outcomes such as perspective-taking, citizenship engagement and
cultural understanding (Adamu, 2014). Contrarily, the opposite happens if learners’ diversity is
not successfully managed. If the diversity, multi-ethnicity and multiculturalism are valued and
healthily managed, it can serve as essential resources for maximizing cooperative learning in the
TVETs. Managing diversity relates to all the processes addressing attitudes, methods and skills
in dealing with a diverse group of students (i.e. negotiation skills, conflict management,
building mutua trust, living together, etc.). The research literature on diversity in higher
education also identifies several benefits of diversity which can be grouped into three
major categories based on beneficiaries; namely individual benefits, institutional benefits,
and societal benefits (Gurin, Dey, Hurtado and Gurin, 2002; Milem, 2003; Terenzini,
Cabrera, Colbeck, Bjorklund, & Parente, 2001).



Institutional Setting and the Problem

Some local studies portray that ethnic identity based conflicts arise across Ethiopian higher
education institutions in different times (Adamu, 2016; Semela, 2012; Gobena, 2016). Thus,
nowadays, student diversity management is salient issue in educational organizations for the
effectiveness of the teaching-learning processes. More specifically, in South-West Ethiopia, the
ethnic conflicts erupt (around Sheko-Mezhengir in Bench-Sheko zone), Y eki Woreda (around
Tepi town) in Sheka Zone and Bitta Woreda in Kaffa zone have caused lost of lives, destruction
of properties and close down of educationa organizationstill the recent times. Although the
major clashes have been mitigated, the ethnic conflicts and the latent tensions continued (Gebre-
Egziabher, 2007; Y usuf, 2019). The ethnic and linguistic diversity conflicts replicated and
widespread in educational organizations, including the Tepi Campus of Mizan-Tepi University,
TVETs and secondary schools around these localities. These educational organizations are
confronting immense challenges of lack of peace and stability, which requires better diversity
management skills (Ezega.com, 2018).

Technical and Vocational Education and Training (TVET) institutions in Ethiopia
embrace the diverse student groups by levels of classes from the short term periodical trainings
to level V. In other words, students’ diversity in TVETS is not merely confined to ethnic,
religious, linguistic and cultural diversity, but serves vastly different target groups, including
primary education completers, youths with average academic achievement in general secondary
education (post Grade 10 level), students from emerging areas (areas that need specia supports
and pastoralist areas), learning capabilities, and unemployed people (MoE, 2008). Unlike
Ethiopian Universities, the composition of numeric minority ethnic groups increasesin TVETS
of Southwest Ethiopia (Wolde-Selassie, 2004). Thisis because there is such very diminutive
number of nonmajority ethnic groups in Southwest Ethiopia People’s Region as Bench, Me’en,

Kafficho, Dizi, Sheko, Suri, Amhara, Wolayita, Kambata, Majang, Chara, Na’o, Konta, etc.

With regard to the diversity in Ethiopian public universities, students come from each
area of the country which increases the degree of diversity. Although students come from a
limited locality, the nature and spectrum of students’ diversity in TVETSs of South-West Ethiopia

is different from the students’ diversity in Ethiopian public Universities. As research depicts
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(Gebremariam, 2019, 2020) most minority ethnic groups in South-West Ethiopia have less
access to University study. Hence, different numeric minority ethnic and linguistic groups join
TVET ingtitutions vialocal government sponsorship (Gebremariam, 2011; Sarah & Kjetil, 2003).
The educational organizations, including TVETS, Colleges and schools in the region experience
highly diversified classrooms. Consequently, it is common to find amix of students in terms of
ethnicity, language, and religion within a classroom. Some of the ethnic groups that attend level |
tolevel IV TVET program within the same classroom at the TVETS include Bench, Dawro,
Kambata, Dizi, Kaffecho, Chara, Na’o, Amhara, Oromo, Sheko, Mezhengir, Shekecho, Menit,
Suri/Surma, Wolayta, Konta etc. Thus, the researcher isinterested in the state of diversity
management, and its relationship with and influence on cooperative learning; the challenges that

both teachers and students face in a diverse classroom.

In recent years, it is evidenced that the Colleges and TVETs of Southwest Ethiopiaface
challenges of ethnic identity conflicts concurrent to political turbulences. Tepi TVET is one of
the known institutions in the region that experience frequent opening and closing down across
different times because of ethnic based conflicts in the general public and educational
organizations. One of the major hindering factors against diversity management in such
educational organization and other sectors is tokenism from the side of political representatives.
That is, through false promises to build the capacity of the general public and non-majority
ethnic group in particular (Gebremariam, 2011).

A number of studies depict that effective management of diverse work force increases the
effectiveness of the given organization (Ankita, 2014; Jonna, 2013; Louvrier, 2013). However,
the researcher is not certain about whether the management of students’ diversity has the
association with the implementation of the cooperative learning. Thus, this study isaimed at
investigating the association between the students’ diversity management and the application of

cooperative learning.

Thefollowing table (1.1) depictsthere are some relatively approaching local studies on
ethnic, linguistic and religious diversity issues in academic settings, but these studies have not
demonstrated to what extent does diversity management associated with the cooperative learning in
TVET ingtitutions in Southwest Ethiopia.



Table 1.1: Thingsthat make present study different from prior relatively associated local

studies

Relatively comparable local Author Year Study Things that make the present
research studies Approach study differsfrom prior
studies and bridging
the gaps
1.Diversity Management and Gobena, 2016 Casestudy & » Therelationship
students’ Cross-Border Learning Hailemariam qualitative between student ethnic
Experiences at Selected Ethiopian Kekeba research diversity management
Universities (PhD dissertation) Methods and cooperative
2.Ethnic and Religious Diversity in - Adamu,Abeb 2014 Qualitative learning was examined.
Higher Education in Ethiopia. The aw Yirga research The influence of
Case of BahirDar University student ethnic diversity
(PhD dissertation) management on
3.Students Diversity Management  Woldegebriel 2020 Mixed cooperative learning
in Ethiopian Public Universities. , Mesfin research was examined.
Practices and Way Forward (PhD Manaze Method Little or no attention
dissertation) has been given by the
4.Intergroup Relationsamongthe ~ Semela, 2012 Descriptive prior researchers to
Ethiopian Y outh Effects of Tesfaye research investigate the links
Ethnicity, Language, and between ethnic,
Religious Background (Journal linguistic and religious
article) diversity management
5.Intergroup Relations Among Adamu, 2013a qualitative and cooperative
Ethnically Diverse University Abebaw study learning.
Studentsin Ethiopia Yirga approach The mediating effect of
6.Ethnicity, Language, Friendship, Adamu, 2016 qualitative crossgroup interaction
and Intergroup Relations on Abebaw research was investigated.
Campus Yirga approach

In the present study, the researcher attempted to bridge some of the context (replication),

theoretical (contribution) and methodological gaps of prior studies from global and local studies. From

the global perspectives, while research findings portray the relationships between classroom diversity

and cooperative learning, thereis no clear insight on the relationships between diversity management

and cooperative learning. Dornyei (1997), in his study, finds out that more than mere group dynamism,
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the degree of dynamic group cohesiveness has a direct relationship with cooperative learning
performance. That means the more cohesive the group, the more productive it is and the more non-
cohesive the group, the less effective the group is. More importantly, various investigations (Bruce,
2009; Rego and Domnguez, 1998) have persistently shown that cooperative learning is effective in
diversified (heterogeneous) student groups, if the students consider the diversity as a source of
enrichment rather than as a deprivation of knowledge and information. Thus, in the present study, the
researcher proposed there is a relationship between students’ diversity management and application of
cooperative learning.

As can be seen in the table 1.1, Gobena (2016) has conducted a research on ‘diversity
management and students’ cross-border |earning experiences at selected Ethiopian universities’
and found out that institutional service and students diversity management strategies and the
collaborative instructional strategies have paved away to the holistic development of studentsin
amulti-ethnic context at selected Universities. In his case study the Cross Border Learning
Experiences (CBLE) refersto a cooperative learning strategy among University students those
come from different ethnic, linguistic and religious backgrounds and live cohesively, develop
multiple perspectives which enhance socia skills needed to live in adiverse society. However,
his study has not shown to what extent do diversity management and Cross Border Learning
Experiences (CBLE) are correlated with each other. Moreover, Adamu (2013b) also
qualitatively investigated that the University stakeholders have weak diversity management
experiences to support students develop positive attitudes and promote diversity mainly
because of lack of institutional priority aswell as poor managers’ confidence and diversity
management skills. Consequently, these poor student diversity management practices result in
adverse effects such as poor language learning and communication skills among diverse ethnic
group and linguistic groups of higher education students because students more frequently use
local languages than the medium of instruction (i.e., English) in instructional processes. But, this
finding did not determine the degree of the nexus between the students’ diversity management
and cooperative language learning method. Thus, this study isintended to answer the following

research questions.



1.3 Resear ch questions: This study was guided by the following

1. What are the trainees and trainers’ perceptions on ethno-structural, ethno-cultural and ethno-
categorical diversity in Technical and Vocational Education and Training institutions
(TVETS) of Southwest Ethiopia People’s Region?

2. Isthere astatistically significant direct relationship between diversity management and
cooperative learning? To what extent is the student diversity management related to the

cooperative learning?

3. Isthere astatistically significant mediated path from student diversity management to

applying cooperative learning via student cross-group interaction?

4. What are the mgjor challenges and prospects of classroom diversity and its management in
the implementation of cooperative learning in TVETs of Southwest Ethiopia People’s
Region?

5. How do trainers at Technical and Vocationa Education and Training institutions (TVETS)

manage trainees’ ethno-structural, ethno-cultural and ethno-categorical diversity?

The perceptions towards what is to be managed (the elements of the student diversity
management) are principal component of the ‘how of the diversity management’. As a result, the
first research question helps us explore the students’ and teachers’ perceptions of ethnic,
linguistic and religious diversity. The second question focused on determining the measures of
the strength of association between diversity management and cooperative learning and the
direction of the relationship. Here, two things, the magnitude and direction of the relationship
were determined. The third research question presents the question of analysis of which
dimension of the diversity management (ethno-structural, ethno-cultural and ethno-categorical
diversity management) and to what extent it relates to applying cooperative learning.
Subsequently, this research examined the mediation effect of student cross group interaction. The
fourth research question was proposed to identify the major challenges (threats) of diversity and

its management; it also helps us to find out the opportunities and prospects of the students’
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diversity and its management. The fifth research question enables us to assess the way how the

trainers manage students’ ethno-structural, ethno-cultural and ethno-categorical diversity.
1.4 Objectives of the study

The main purpose of this study is to examine the relationship between the diversity management
and cooperative learning in Technical and Vocational Education and Training Institutions of
Southwest Ethiopia People’s region. More specificaly, the objectives of this study were:

1. To investigate trainees and trainers perceptions on ethno-structural, ethno-cultural and ethno-
categorical diversity in Technical and Vocational Education and Training institutions
(TVETS) of Southwest Ethiopia People’s Region?

2. Todetermine the direct relationship between diversity management and cooperative

learning, and mediation effect of student cross group interaction between these variables.

3. To determine the mediation effect of student cross-group interaction between student

diversity management and applying cooperative learning.

4. To explore mgjor challenges and prospects of classroom diversity and its management in

applying cooperative learning in TVETSs of Southwest Ethiopia People’s Region?

5. To examine the ways how do trainers at Technical and Vocational Education and Training
institutions (TVETS) manage trainees’ ethno-structural, ethno-cultural and ethno-categorical

diversity?
1.5 Significance of the Study

This study makes the following academic and practical contributions to education policy and
leadership: Student diversity management in ateaching and learning setting is a young
discipline that affects the application of cooperative learning. As aresult, this study contributes
to the current literature or body of research by presenting a model demonstrating inclusive
learning environments that excel at cooperative learning. A basic practical contribution of the
study in the mentioned field of study is that its informative evidence about students’ diverse
bodies can be used as an enriching factor for higher education institution student learning.
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This study can also be used to create awareness among higher education institution
instructors and leaders about student diversity management in an instructional setting. The study
was more important to the officials (leaders) of higher education institutions because it lets them
know about their students in adynamic classroom and campus. It also educates the College

students about their future careers and how to work cooperatively within a diverse community.
1.6 Delimitation of the Study

This sub-section presents things over which | had control, such as location (site, setting),

population (participants) and variables of the study.

The sites of this study were the Technical and Vocational Education and Training
(TVETS) of Southwest Ethiopia. There are many emerging TVET colleges in Southwest
Ethiopia. However, the study was particularly conducted in Bonga Poly Technic College, Aman
Poly Technic College, Mizan ATVET College and Tepi Poly Technic College.

The accessible population and samples for this study were TVET students enrolled in
level | through level V, trainers and educational |eadersin Bonga Poly TVET College, Aman
Poly Technic College, Mizan Agriculture TVET College and Tepi poly Technic College.

In terms of the variable, the study was delimited to the three variables. The independent
variable has three dimensions (ethno-structural, ethno-cultural and ethno-categorical diversity
management dimensions) and dependent variable has seven dimensions (Positive
Interdependence, Interaction, Socia Skills, Group Reflection, Heterogeneity, Assessment, and

Tutoring). The intermediate variable was crossgoup interaction.

1.7. Limitations of the Study

This study was conducted with a number of limitations that could affect the results negatively.
The major and overall limitations of the study include the following:

The data collection activities were carried out during the year of the establishment of a
newly emerging regiona government known as the Southwest Ethiopian People's Region, which
was the study's overall focus. The researcher was unable to obtain possible support from the
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Southwest Ethiopia People's Region Science and Information Technology Bureau to approach
TVET colleges and collect datain awell-coordinated manner due to poor organizational

arrangements.

The budget allocated by the sponsoring university was not adequate to stay along time at
the research sites and collect an appropriate amount of data viain-depth interviews. The financial
constraints on the study have an immense influence on ailmost all phases of the study.

Another mgjor limitation of this study was the unwillingness of participantsto fill out the
guestionnaire and be interviewed. Furthermore, some participants were not positive about
recording their interview audio transcriptions because they did not trust the confidentiality of the
report. Despite the disadvantages, the researcher worked hard to find all possible ways to collect

adequate data from the participants while adhering to the informed consent agreement.

1.8 Definition of key terms

Ethnic group: Ethnicity refersto a group of people who have or share large measure of a
common culture or similar customs, mutual intelligibility of language, belief ina
common or related identities, a common psychological make-up, and who inhabit an

identifiable, predominantly contiguous territory (FDRE Constitution, 1995).

Diversity in the classroom: Diversity in the classroom is the variation across groups of
individuals in terms of their backgrounds and lived experiences in the multilingual/multicultura
classroom, such as, ethnicity, gender, linguistic and cultural background, mental and physical

ability, family structures, learning styles, etc. (Janmaat, 2012).

Diversity management: The diversity management refersto strategies of educational
stakeholders to promote greater inclusion of students in instructional settings from different
backgrounds such as ethnic groups, language, and religion. Thus, assuming such responsibilities
in planning, organizing and coordinating student population in-line with ethno-structural, ethno-
cultural and ethno-categorical diversity are termed as ethno-structural diversity management,
ethno-cultural diversity management and ethno-categorical diversity management respectively

(Gebremariam, 2019).
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Ethnostructural Diversity Management: It isthe function of classroom management in which
students of different ethnicitiesin the classroom are handled by teachers (Schae er,
2013).

Ethnocultural diversity Management: It isthe function of classroom management in which
students of different Ethnic and cultural backgrounds are managed by teachers
(Schae er, 2013).

Ethnocategorical diversity Management: It isthe management of ethnic fractionalization and
representation. It is also the function of classroom management in which student ethnic
diversity and stereotyping are managed by teachers (Schae er, 2013).

Positive I nter dependence: it isthe perceptions of all group members that they cannot achieve
their goals by themselves if the others do not achieve theirs. So, to make the cooperative learning
results effective teachers must design and communicate the objectives and tasks to

students, so that they understand the efforts of each team member are essentia to the success of
the group (Jacobs and Seow, 2015).

Interaction: interaction is a state of an active learning environment where all students engage in
learning activities, help and support each other regardless of their ethnic, linguistic and religious
backgrounds (Gebremariam, 2019).

Social Skills: One of the main purposes of practicing cooperative learning is attaining the social
skills. These skillsinclude interpersonal skills, communication skills, decision making skills, and

generaly human skills (Yassin, Razak, & Maasum, 2018).

Group Reflection: group reflection is the processes of peer assessment by group membersin
learning activities being carried out. This reflection improves their awareness of the group’s
strengths and weaknesses, as well as their progress and setbacks, and allowsthem to take

action for correction and improvement.

Heter ogeneity: In this study, the level of heterogeneity is associated with a degree of ethnic,
linguistic, and religious diversity in TVET institutions in general and intra-group differencesin
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course working groups in particular. These diversity dimensions enabl e students to consider and

value different perspectives and points of view (Jacobs and Seow, 2015).

Assessment: assessment dimension is a measure of effectiveness of cooperative learning in
terms of information, equity, and fairness of the evaluation system at both the individual and
group level. Foremost, the evaluation system is a key to the necessary conditions for cooperation
(Nelson Laird, Hurtado, and Y uhas, 2018).

Tutoring: Tutoring is an age-old teaching practice. It is an overall support and guidance
provided by the teacher to diverse individuals or groups in adiverse manner. Teachers must plan
and structure the learning sequence, make sure that the students know and understand the task,
monitor the process and observe the students, hel ping them if needed. Generally, tutoring is

guiding tutees through the process of independent learning (Datta, 1994).
1.9 Organization of the Study

This study is organized into five chapters. Chapter one presents the introductory basis for the
study. It encompasses subsections such as introduction, background of the study, statement of the
problem, research questions, Objective of the study, significance of the study, delimitation of the
study, definitions of key terms and organization of the study.

Chapter two presents review of the related literature in line with the association between
student diversity management and cooperative learning. In this chapter the review includes both
theoretical frameworks and empirical studies. Chapter three deals with the design and
methodology employed in conducting the study. It incorporates subsections; namely, proposed
research design and methodol ogy, accessible population, sources of data, participants, sample
and sampling techniques, data collection instruments and procedures, pilot test, ethical

considerations and informed consent, and data analysis method and procedures.

Chapter four provides the presentation, analysis and interpretation of the data collected
from both primary and secondary sources. Chapter five presents the major findings of the study,

summary, conclusions and recommendations.
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CHAPTER TWO
2. REVIEW OF RELATED LITERATURE

2.1 Introduction

This chapter presents the review of related literatures. To do so, the review of the literature
places the research focus into context by analyzing and discussing the existing body of
knowledge and effectively enlightening the readers about things that are known in the research
and where the gaps and tensions in the research exist. In addition to this, a well-articul ated,
thorough literature review has been made to provide the foundation for a substantial and
contributing dissertation. The purpose of this chapter isto develop awell documented argument

for the selected research topic and chosen research design and methodol ogy.

The followings are basic contents of the review; overview of diversity management and
cooperative learning in educational organizations, evolution of diversity management and
cooperative learning, models of diversity management in post secondary education institutions,
diversity management and cooperative learning, ethnic diversity management and cooperative
learning, linguistic diversity management and cooperative learning, and religious diversity
management and cooperative learning. Subsequently, from the review of the related literature,
the researcher devised the conceptual framework of the study (see Figure 2.1.)

2.2 The Basic Concepts of Diversity Management in a cooper ative lear ning setting

In today’s pluralistic society, the educational system and learning environment should be the
reflective of the cultural and ethnic diversity. Subsequently, the learning strategies for diverse
student groups are selected in away that it can provide accommodation to al students (Manning,
1994). Unlike the traditional lecture, cooperative learning can be very useful to involve students
from all cultural backgroundsto anew discipline. The teacher can divide classesinto smaller
groups who must each work toward common learning outcomes. Creating a diversity responsive
classroom where students cooperatively work in such learning methods not only trains students
for their future careers, but also helps them learn the courses at their hands more adequately
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because it engages them more inclusively and teaches them about future working environment

within a diverse community (Plessis and Bisschoff, 2007).

Severa studies suggest that the ethnicity, language and religion affect cooperative
learning (Sharan, 2010; Jacobs, Lee, and Neg, 1997; Gobena, 2016; Gebremariam, 2020).

2.2.1 TheEvolution of Diversity Management

Historically, the origin and notion of the of diversity management emanate from the
democratization of the workplaces in the two regions of North America and Europe (Vermeulen,
2011). Its practices had two different strands which co-exist: the need to furnish afair and
equitable work environment by mitigating biases and furthering equal opportunities, and the
recognition of the intention to boost integration by making practical provisions for cultural
differences. The evolutionary history of diversity management in the USA and Britain follows
the assimilation approach, conventional ‘equal opportunities’ approach, affirmative action (equal
employment) opportunity (EEO/AA) approaches and transformative diversity management
approaches. In both North American and European contexts, the root underpinnings of theories
and practices of diversity management are unlike. In North America it emphasizes the “historical
role in absorbing immigrants” and ‘a value system rooted in equal employment opportunity,
antidiscrimination and fairness paradigms. In Europe dominant focus has been on the ‘problems’
of migrant workers and strategies to ‘integrate’ immigrants into the existing labor market and

employment structures of each country (Pedersen and Digby, 2013).

The diversity management approach considers the diversity of the general public; the
greater the diversity of the selection pool and student population, the more diverse the
stakeholder pool that celebrates and respects differences in values, customs, and norms. David
(2010) and Goodman (2011) explain that according to the transformative diversity management
model, higher education leaders are expected to foster an educational climate in which
individuals as well as diverse groups achieve their maximum learning potential. As aresult, if
the degree to which the implementation of diversity management is transformational and all-
inclusive, students’ cross-ethnic learning increases. In the higher education context,

transformative diversity management can be accomplished via the introduction of institutional
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culture changes. These changes include enhancing the selection of diverse group of students to
join the educational organizations, integration of cultural, social and academic experiences into
the teaching learning process, promoting the practices that combat inequities in access to
academic programmes, and student services (Museus and Harris, 2010).

Pertaining the evolutionary events of diversity management, citing Wilson (1997),
Fubara, Gardner and Wolff, (2011) describe three distinct time frames. The first time period is
the Age of Inequality, the period extends from 1950 to 1960. This time period was considered as
homogeneity and disregarding the minorities’ case where “differences in race, ethnicity, culture,
physical or mental disability, religion and anything else were noted and responded to negatively.
People who did not fit the majority groups have been stereotyped and prejudiced.

The next period of time was from 1960 to 1990, which has been considered as the Age of
Equality. Thiswas a period of massive transition prompted by the sexual revolution, the rise of
feminism, the antiwar movement and the civil rights movement. Cultural transformations were
accompanied by demographic changes. Both the scholarly and the popular press have
extensively noted that the American institution, which was historically dominated by White
males, is changing in composition in perceptible ways. More women, ethnic minorities, people
with disabilities, and others who are both visibly and invisibly different from the mainstream
have been entering the workforce than ever before. With this transition came an emphasis on
inclusion, minimizing prejudice, and treating people equally. Equality, of course, reflects an
imperative step in the human right concern. However, in adiverse society, “treating people
equally” often means “treating them like members of the majority group.” (Bettio and
Sansonetti, 2015)

The last time frame of the evolutionary tree of diversity management was the modern era
asthe Age of Equity (Wilson, 1997 as cited in Fubara, Gardner and Wolff, 2011). An equity
standard involves first recognizing and acknowledging differences, then accommodating those
differencesin order to treat people fairly. The researcher further contends that the reasoning
behind these efforts extends beyond humanity: organizations that are welcoming diverse
employees and accommodating of their differences are able to attract and retain the best

employees period. Of course, there is an ambiguity between the equality approach (ignoring
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differences) and the equity (managing diversity approach, valuing differences). Every
organization must strive to resolve the problems that holdback its function and maintain the

bal ance between equal treatment and valuing diversity.
2.2.2 History of Cooperative Learning

The history of people’s cooperation has aged thousands of years back. Although the history of
cooperation has aged many millenniums, amyth persists that the world is based on the
competitive principle of “survival of the fittest.” However, cooperation has been found to be
directly related to success of the members of the cooperative team, and competitiveness has been
found damaging to social work and career success. "The more competitive a person is, the less
chance he or she has of being successful" (Kohn, 1996). One of the magjor studies on peer
learning (cooperation in learnig) and competitive learning has been conducted by Miller (Miller,
1929 ascited in Yassin, Razak, and Maasum, 2018). In USA, after along history of peer learning
functionality starting from 18" century has run out in 1930s. However, in the late 19" and
begning of the 20™ century, educators have promoted peer learning to teach both minority and
majority students in the classroom by minimizing the interpersonal competions (Y assin etal,
2018).

Philosophers and psychologists in the 1930s and 40’s such as John Dewey, Kurt Lewin,
and Morton Deutsh have also contributed alot to the cooperative learning theory practiced today.
Dewey suggested that it isimportant that students devel op knowledge and social skills that could
be used outside of the classroom, and in the democratic society. This theory portrayed students
as active recipients of knowledge by analyzing the information and solving problemsin groups,
engaging in the learning process together rather than being passive receivers of information (e.g.
teacher talking, students listening). Lewin has contributed to cooperative learning were based on
the ideas of establishing relationships between group members in order to successfully carry out
and achieve the learning goal. Deutsh’s findings provide cooperative learning by positive social
interdependence, the idea that the student is responsible for contributing to group knowledge
(Johnson and Johnson, 2018).
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The reason why the majority of researchers have agreed on the advantages of cooperative
learning over competitive and individualistic learning is found to be its effectiveness to improve
students’ academic, leadership, and social skills, and develop self confidence to all students in
the classroom if it isimplemented successfully. (Gebremariam, 2019; Johnson, Johnson and
Holubec, 1998; Y assin etal, 2018).

Cooperative learning is fundamentally guided by two theories: Structure-Process-
Outcome theory and Social Interdependence theory (Johnson and Johnson, 2018). Although
cooperative learning has been implemented in human learning history, there has been alittle
research conducted on it until the 1960s (Jacobs, Power and Loh, 2002). Since 1960s different
researchersin the field of education and behavioral studies have theorized different postulations.

The following table 2.1 portrays that various hypotheses and research that have mainly

governed the implementation of the cooperative learning over the period of time.
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Table2.1 Timeline of the History of Cooperative L earning

Researcher and/or theorist

Research and/or theory developed

1930s- John Dewey, Kurt Lewin, Jean Research on cooperation

40s Piaget, Lev Vygotsky
Stuart Cook

1960s  Madsen (Kagan) Research on cooperation & competition in children
Bruner, Suchman Inquiry (Discovery) Learning Movement
B. F. Skinner Programmed learning, behavior modification
1962-Morton Deutsch (Nebraska ~ Cooperation & trust, conflict
Symposium)
Robert Blake & Jane Mouton Research on intergroup competition
David Johnson Begins training teachers in Cooperative Learning
Roger Johnson

1970s  David Johnson Socia Psychology of Education
1973: David DeVries & Keith Combined instructional games approach with intergroup
Edwards competition, teams-games-tournament
1974-1975-David & Roger Research review on cooperation/competition
Johnson
David & Roger Johnson Learning Together and Alone
Mid 1970s, David DeVries & Annua Symposium at APA
Keith Edwards, David & Roger
Johnson, Stuart Cook, Elliot
Aronson, Elizabeth Cohen, others
Robert Slavin Begins development of cooperative curricula
Spencer Kagan Continued research on cooperation among children
1976-Shlomo & Y ael Sharan Small Group Teaching (group investigation)
1978- Elliot Aronson Jigsaw Classroom,

1980s 1981, 1983-David & Roger Meta-analyses of research on cooperation
Johnson:
1985- Elizabeth Cohen Designing Group work
Spencer Kagan Developed structures approach to cooperative learning
1989-David & Roger Johnson: Cooperation & Competition-

Theory & Research

1900s  Early 1990s- Cooperative learning gains popularity among educators

1996 -First Annual Cooperative Learning Leadership

Conference, Minneapolis

Source: Yassin, Razak, & Maasum, (2018)
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2.2.3 Overview of diversity management and cooper ative learning in Higher Education
Institutions (HEI)

Historically, many literatures have documented that diversity management is a North American
concept originated by the Equal Pay Act of 1963 and the Civil Rights Act of 1964 (Bell, 2012,
Ellickson, 2001 as cited in Ferdman and Deane, 2014). The history of the integration of
diversity management and application of cooperative learning has been evolved from the search
for the solutions to a diversified student group and learning strategies (Sharan, 2010; Brazzel,
2003; Lumadi, 2008). The diversity management in the field of education, research, theory and
practice came into being out of manifold procedures to respond to the student level, classroom
level and institutional level diversity issues and instructional strategiesin educational
organizations (Sharan, 2010). Some of the main classroom diversity dimensions that require
effective management to accomplish successful cooperative learning strategies include
individual differencesin learning, socioeconomic status, gender, ethnicity, language, geographic

location, parents’ education, religion etc. (Janmaat, 2012).

In an increasingly global world, student diversity and its management are highly
necessary as a means to enable higher education institutions to accommodate learners and
educators from various backgrounds. In addition to increasing learning access to al kinds of
learners, adiverse learning environment aso improves learning experiences and learners’
academic performance as proven by empirical evidences. On the contrary, some other findings
depict alack of diversity in colleges and Universities limits opportunities for both learners and
educators. The America’s higher education system, for instrance, has devel oped the diversity
management, which is proactive in fostering the educationa benefits of diversity in the
classroom and across campus by developing policies that address the learners’ and educators’
backgrounds (Chen, 2017).

Another explanation of the evolutionary trends of diversity management in higher
education evolves from Protest, turbulence, and socia unrest about oppression, in the 1960s and
70s, institutional advantages of integration of diversity in 1980s and 1990s and devel opment of
theories and methods for supporting humanity, socialization, and organizational change in 2000s

(Brazzel, 2003). The twenty-first-century HEIs operate in avast dynamic world in terms of
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social, cultural, technological, political and other aspects and comprising members typified by a
diversity of language, ethnicity, values, beliefs, and cultures. Subsequently, their successin the
international competition depends on the effectiveness with which their leaders manage diversity
(Mampane, 2019).

Lumadi (2008) and Louvrier (2013) have documented that the evolution of diversity
management has passed through shrinking, stretching, bending, and fixing phases. The shrinking
phase is the process through which scope of a concept is limited to a narrower set of definition
and policy goals. The extension of the meaning and scope of the concepts to incorporate different
dimensions of diversity management is known as stretching. Bending of a concept amsto fix the
meaning of a concept in order to match the policy goals, which are different to the ones that the
concept originally intended to address. Fixing phase is the essential step for having aworkable
definition on which higher education institutional policies could be based. Temporarily fixed
definition of the diversity management resulted from the three prior phases. shrinking, stretching
and bending. In the process of evolution, a concept can experience one or more of these
transformations at the same time. Therefore, it isimportant to consider these forms of conceptual
transformations can be interdependent. However, the concept of diversity management is not
universally alike; it is contextual, contested, and temporal.

On the basis of the above evolutionary trends of diversity management, different
countries associate their diversity management policies with their business, multiculturalism
issues and educational organization policies. In the UK, for instance, diversity management fixed
as apolicy approach to address multicultural society; bent away from morally driven equal
opportunities agenda towards a pro-business one (Liff, 1996); stretched to include multiple forms
of difference (Healy and Oikkelome, 2010) and shrunk to instrumental logic and bottom line
concerns. Likewise, in France were republicanism and assimilation are promoted and practiced,
the diversity management is fixed around values of freedom, equality, and brotherhood; bent to
the values of French Republicanism (Al Ariss and Ozbilgin, 2010); shrunk to issues of
assimilation of ethnic minorities and stretched to include issues related to culture and gender
(Cornet, 2002) and business processes (Dameron and Joffre, 2007). In Germany, the notion of

the diversity management is fixed around integration. Subsequently, the diversity management is
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bent to address immigration issues; shrunk to gender equality and integration of immigrant
ethnic minorities (Koppel, Schler, and Dokow, 2007) and stretched to respond to business needs
(Vedder, Van de Vijver and Liebkind, 2006).

Various research findings documented that teachers’ understanding, managing and
treating their students’ political affiliation, gender, learning abilities, ethnic, linguistic and
religious differences help them provide positive, confident and interactive learning environment,
and raise awareness of individual differences among their students. One of the maor classroom
provisions to maximize students’ learning promotes plurality and inclusive environment where
all voices are heard, and all students’ needs are accommodated. Such a democratic learning

environment, in turn, enhances cooperative learning (Hoosein, 2014).

Furthermore, asindicated by Sharan (2010) full understanding and treatments of the
different interests, political, linguistic, social and cultural backgrounds, values, and abilities of
group members are in fact the group's greatest asset and enrich the class pool of knowledge.
Hence, if these diverse networks among higher education students (i.e., social capital) are
appropriately managed, the spectrum of interdependent learning experiences increases. Even
though the claim that structural diversity has a positive effect on student development and
perceptions of the campus environment is not universally accepted, Pike and Kuh (2006) explain
that the relationship between students’ interaction with diverse group members and cooperative

learning are positive.
2.3 Diversity management modelsfor higher education organizations

In response to increasing diversity in postsecondary institutions in the United States of America,
the country has taken various measures in its genera public regulationsin general and higher
education institutions in particular. Some of its measures were working with private and public
sector partners, identify and prioritize the skillstheir students must tolerate the diversity and
possess compulsory skillsto be successful graduates and then distribute resources across
thelr campuses so those priorities can be achieved. While students of adiverse group is
learning together, the instructional |eaders should be aware that non-majority students often have

difficulty (or have no interest) in assimilating into the majority culture and may feel frustrated
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and isolated on their postsecondary campus (Weicheng, 2003 as cited in Chen, 2017). Therefore,
it requests teachers’ effective diversity management skills in such instructional states as it
provides formal opportunities for non-majority and majority students to interact with one another
and learn from each other in various contexts is needed. Creating a welcoming campus and
classroom climate involves a complex interaction of many elements, both academic and social in
natures which directly and indirectly influence cooperative learning among diverse groups of the

learners.
2.3.1. Assimilation modél

The assimilation model suggests that new people who come into the educational organization
adapt to existing organizational norms. The assimilation and integration models mainly promote
the view that non-dominant groups should discount their cultural identity and accept or at least
integrate into the dominant culture (Olsen and Martins, 2012; Jonna, 2013). In the context of
postsecondary education, since these approaches emphasi ze the integration of non-dominant
groups in to the dominant culture, they hardly work towards a reciprocal inter-group relationship
that underpins the benefits of cooperative learning.

2.3.2 Affirmative action model

The affirmative action model ensures that disadvantaged student population to get accessto all
levels of educational organizations. Contrary to the proponents of assimilation model and
integrationists’ viewpoints, affirmative action model focus on the multicultural theoretical
perspective that a non-dominant group should maintain its culture and develop its identity; and
that the maority should recognize the rights of non-dominant groups. The affirmative model has
often been seen as a corrective approach in which remedial actions are made to bring about an
equitable socia arrangement without affecting the underlying sources of inequality. Since the
approach is based on providing “positive discriminatory’ support to disadvantaged groups, it
hardly brings about change which equally benefits both the non-dominant and the dominant
groups (Dancy I1, 2010; Mitchell and Edwards, 2010).
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2.3.3 Diversity Inclusivity model

Another student diversity management model in diverse cooperative learning group is adiversity
inclusivity model. Based on the underpinnings of the prior models of recognizing student
diversity such as multicultural education (Banks, 2007; Grant and Sleeter, 2008), feminist theory
(Maher and Tetrault, 1995; Mclntosh, 1983 as cited in Nelson Laird, Hurtado, and Y uhas, 2018),
and course planning models (Lattuca & Stark, 2009 as cited in Nelson Laird, Hurtado, and

Y uhas, 2018), Nelson Laird (2010, 2014) developed amodel that identified a diversity
inclusivity continuum for nine course elements (i.e., purpose (goas), content, foundations
(godls), learners, instructors, pedagogy, classroom environment, assessment (evaluation), and
adjustment (Nelson Laird, Hurtado, and Y uhas, 2018). For example, course content can be
broadened from focusing on asingle linguistic, ethnic and religious group (mono-cultural group)
to incorporating the contents from diverse linguistic, ethnic and religious groups (multicultural
groups). The model suggests that it is possible to consider the students’ diversity in planning and
delivering the higher education courses (see figure, 2.1). Thus, this model is very important to

depict the extent to which the pedagogy includes classroom diversity.

Element Inclusivity Continuum

Purpose/goals  Prepare students - P:_'epare stude_nts for - F'repare students to actively engage in a diverse
diverse experiences society

Content Monocultural Additive = Multicultural

Foundations/ . : . -

parspactives Unexplored Exposed =% Multiple foundations/perspectives examined

: Participants with some s b :

Learners Passive acceptors =3 learning needs =3 Collaborators with diverse learning needs
Unexplored views, Exploring own views, . .

Instructor(s) biases, values -+ biases values =% Understands own views, biases, values
Filling students with Transitional—using varied S P et

Pedagogy knowledge -» techniques =»  Critical/equity oriented

Environment Ignored Inclusive Empowering

As““":'em’r “Standard” Mixed methods =%  Methods suited to student diversity

evaluation

Adjustment Adjusi_:ment et -+ ACiusimpRE o sre negcs =% Adjustment to diverse needs of students
material of students

Figure 2.1 Diversity Inclusivity model

Source: Nelson Laird (2014)
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2.34 Intervention Models of Diversity Management

The intervention model of diversity management suggests how the maturity (age and legitimacy
of activity), resources, and strength of support shape the depth of diversity interventions that
organizations adopt. Some diversity management activities remain at a superficial level, because
they are firmed with the intervention strategies that do not change the way higher education
institutions embrace diversity and inclusion; others can effect deeper changes in organizations,
driving the HEIs toward an ideal state of full inclusion. However, it israreto find diversity

management interventions that seek to resolve the problems of prejudice.

We can divide the strategies of intervention model in to three categories; (1)
informational interventions: these strategies of diversity management activities seek to provide
information, training, and education to members of staff; (2) Structural interventions, which seek
to change and devel op organizational structures and processes; and (3) cultural interventions,
these diversity management interventions focus on changing theinstitutional cultures from
exclusive and chauvinistic to attractive and welcoming to diverse student groups (Ozbilgin,
Jonsen, Tatli, Vassilopoulou, and Surgevil, 2013).

4. The intervention model of global diversity management
L High ORGAT ;

SUPPOET IN THE SOCIO-POLITICAL

STATUS (oG High

Fig. 2.2 Intervention Models of Diversity Management
Source: Ozbilgin, Jonsen, Tatli, Vassilopoulou, and Surgevil 2013.
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2.3.5 Multi-Contextual Model for Diverse L earning Environments (MMDLE)

The Multi-Contextual Model for Diverse Learning Environments was devised by Hurtado,
Alvarez, Guillermo-Wann, Cuellar and Arellano (2012), students multiple social identities are
at the center of curricular and co-curricular spheres, where they exist in dynamic relationship
with faculty and staff identities through practices involving both content (or educational
programming) and process (pedagogies and forms of practice). The model was based on a
synthesis of nearly 30 years of research on underrepresented populationsin higher education.
Subsequent to the model, the student diversity and its relationship to learning process can be
analyzed. The theoretical framework of this study is governed by the Multi-Contextual Model for
Diverse Learning Environments (Y en Ling, 2013). The followings are the major reasons for the

selection of this model to guide the reviews.

A. It considers the holistic contexts of the diversity and its management at micro level
(Individuals), and Macro level (Institutional level) and (Society and community level). It also
considers five dimensions of campus diversity; namely organizational, historical legacy of
inclusion, compositional, psychological and behavioral dimensions. The campus ethnic
climate framework identifies four dimensions of internal forces — historical legacy of
inclusion and exclusion, structural (compositional), psychological, and behaviora (Hurtado,
Milem, Clayton-Pedersen and Allen, 1998) and one organizational dimension. A fifth
dimension, organizational/structural, was added later, and articulates a different aspect of
campuses that focuses on infrastructure and organizations that can enhance diversity. It
encompasses institutional policies, processes, and practices (Milem, Chang and Antonio,
2005).
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Governmental/Political Forces Sociohistorical Forces

\ .///

Institutional Context

Historical Legacy of Inclusion/Exclusion Compositional Diversity
*» Resistance 1o Desegregation » Diverse Student Enrollments
= Mission = Diverse Faculty and Stalf Hires

Organizational/Structural Dimension
= Diversity of Curriculum

= Tenure Policies

= Organizational Decision-Making Policies
* Budget Allocations

= Policies

Psychological Dimension Behavioral Dimension

* Perceplions of Ramal/Ethmie Tension = Social Interaction across Race/Ethnicity

= Perceptions of Discrimination = Degree of Intre-Racial and Cross-Racial Campus
= Attitudes and Prejudice Reduction Involvements

= Classroom Diversity
= Pedagopical Approaches

Figure 2.3 Campus ethnic Climate Framework.

Adopted from Milem, Chang, and Antonio (2005), as cited in Hurtado, Milem, Clayton-
Pedersen, and Allen (1998, 1999).

It has been found to be a more comprehensive model accounting for diversity management,

ingtitutional climate, educational practices, and student outcomes.

It contributed in light of developments in research and new connections identified in the

literature.

. Aspart of the model, the devel opers situated diversity management as embedded in the
central tasks of educators and trainers; primarily faculty, administrators, and staff in
interaction with increasingly diverse students, all who possess multiple social identities.

Macro level forces that influence the institutions are presented as a way to integrate a variety
of procedures to highlight the multi-contextual nature of educating studentsin adiverse

learning environment and learning cooperatively (Y en Ling, 2013).
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Fig. 2.4 Multi-Contextual Model for Diverse Learning Environments (MMDLE)

Source: Hurtado, Alvarez, Guillermo-Wann, Cuellar and Arellano (2012)
2.4 Diversity management in Ethiopia
24.1 Ethno-structural and ethno-cultural diversity management in Ethiopia

The regiona governments are encouraged to ensure that the contexts of their institutions reflect
the ethnic pluralities that characterize their society. This, first, appliesto the regional states that
arerelatively ethnically homogenous, but still have some minoritiesin their midst. The
recognition of the Kunama and Irob ethnic communitiesin Tigray regional state, as well asthe
Agewi and the Oromo in the Amhararegional state. Second, and more importantly, it applies to
the ethnically heterogeneous regional states like Gambela, Benishangul -Gumuz, SNNPR and
Harari. The FDRE constitution acknowledges equitable representation of each ethnic group
reflects the constitutional commitment to accommodate intra-state diversity. By ensuring
representation of the different ethnic groups that inhabit the state, it conveys the information that
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each region belongsto all who liveinit. However, it is yet not clear if ethnic migrants must also
be represented in the state structures. The constitution provides different strategies to respond to
the case of intra-state minorities and ethnic migrants by employing flexible language policy in
education in ethnically heterogeneous regional and protecting the right to statehood and the
creation of special woredas zones. These solutions have their own drawbacks in addressing the
problems of ethnic diversity (Fessha, 2010).

Theright of ethnic communities to self ruleis amajor feature of the constitution. It has
provided ethnic groups with the territorial space that is necessary to promote their language and
cultural identity and manage their own affairs. The FDRE constitution has also limitationsin
responding to ethnic diversity management. The problem with the Ethiopian system is that it
overemphasizes ethnic diversity, both in the symbolic territory and in the institutional expression
of self-rule. Another problem of the constitution to manage ethnic diversity is the dogmatic
approach to ethnicity has resulted in overlooking the consideration of other historically relevant
identities, but also the extension of political identity to ethnic groups that do not consider
themselves as such. Ethnic groups that have never mobilized themselves politically have been
given alowly political status (Fessha, 2010).

One of the major purposes of the introduction of ethnic federalism in any multi-ethnic
setting isideal to accommodate ethnic diversity while at the same time maintaining national
unity. The profound ideais neither to create ethnic boundaries nor to demarcate each ethnic
group with a mother state of its own with the resultant consequence that territories are defined as
belonging to the regionally empowered group with other groups treated as guests or outsiders.
However, from its practice it seems its grand aim has been distorted (Fessha, 2010).

Many democratic states consider federalism as one among the many responses to ethno-
national issues. Asaresult, federalism is often used as atool of accommodating diversity, but it
is not to mean federalism is a panaceato all ethnic diversity challenges. However, it can be
employed in an ethnically diverse group of people for two basic advantages: a) it brings about
peace and stability in conflicting societies; and b) it entrenches and institutionalizes ethno-
cultural justice (Regassa, 2010).
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2.4.1.1 Ethno-structural diversity management in SouthWest Ethiopia People’s region

Before we review the ethnic diversity management in educational organizations and in the
classroom contexts, let’s discuss the national and local ethno-political environments around the

post secondary education institutions.

The southwest Ethiopia People’s region constitute six Zones (Kaffa, Sheka, Dawro,
Me’rab Omo, Konta and Bench-Sheko Zone) . These Zones are ethnically very diverse without
any group constituting the majority of the Zona population and other examples include although
the Bench-Sheko zone, and Sheka Zone refer to the Bench, and Shekacho respectively, these

groups constitute a numerical minority in their own territory.

2.4.1.2 Challenges of Inter ethnic group diversity management

Educational leaders experience problems in dealing with diversity is not because diversity itself
isaproblem, as differences have always existed between people and they are what make post
secondary education institutions unigue. It is problems related to the creation of integrated teams

are usually to be found in people’s attitudes toward diversity (Badat, 2010).

Socialization with the same. The students from different ethnic groups tend to socialize within
their own ethnic groups. However, the leader may believe that the students from all ethnic
groups have a good relationship and in an ethnically mixed group they work well together in the
classrooms. Likewise, students tend to socialize outside the classrooms with students who share
the same ethnic identity and in the classrooms; teachers are encouraged to use heterogeneous
groups where students perform better. Students of the same ethnic groups gather together for the
purpose of protection and to avoid intergroup tensions that may lead to conflicts. Another
challenge that the educational organizations face is devel oping relationships between teachers

and students from different ethnic groups (Handjani, 2014).
Lack of understanding of cultural values and norms of some ethnic groups

The students of higher education institutions should understand the cultures of most of the

diverse natures of colleagues through cultural celebrations, but from some of the leaders’
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perspectives, it was evident that there is a gap in the leaders understanding of the cultural values

and norms of some ethnic groups (Handjani, 2014).
2.4.2 Ethno-cultural diversity management in Ethiopia
2.4.2.1 Linguistic diversity management in Ethiopia

Ethiopiais a home for more than eighty linguistic groups. To manage these groups, an Ethiopian
constitution (FDRE Constitution, 1995) makes Amharic as the working language of the federal
government (Article 5 (2)), and give the right to the regional states to determine their respective
working languages. Moreover, “every nation, nationality and people has the right to speak, to

write and to develop its own language” (Article 39(2)).

Because of the plurality of languages in Ethiopia, the FDRE constitution provides the
rights to the regional statesto adopt their own working language. This makes the regulation of
linguistic diversity management a problematic issue in so far as the situation of zones (intra-sub-
state) minoritiesis concerned. However, the troubles of zonal (intra-state) minorities’ language,
seems to be resolved, to a certain extent, by the fact that a majority of the ethnically plural states
have opted to use Amharic as their working language and medium of instruction in some zones
(Fisseha, 2015; FDRE Constitution, 1995). In the Southwest Ethiopian context, the decision has
been made to adopt Amharic as the working language in most of zones is understandable where
there are more than a dozen linguistic groups. Forms of marginalization of the local languagesin
that region are also mitigated by the fact that the ethnically defined zones within the regional
state use their respective languages in the administration. Ethnic migrants, when it comesto
language use, occupy avery different position in the states that are relatively ethnically
homogenous. Accordingly, the states of Oromiya, Tigray, Somalia and Amhara have adopted the
language of the majority ethnic group as the working language. However, the implementation of
this strict policy of monoligualism has been problematic in states where there are large numbers

of individuals that do not speak majorities’ language.

Most major urban areas of the states of Oromiya and SNNPR, for instance, are inhabited
by Amharic-speaking people in large numbers. Subsequently, the children of Amharic speaking
parents forced to school by using majority language. Asaresult, large numbers of ethnic
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migrants that live in these urban centers for decades no longer enjoy the right to use the
ethnically plural states have adopted Amharic as their working language. Ethnic migrants occupy
contrasting positions in ethnically plural states and ethnically homogenous states. The strict
monolingual policy adopted by these states has meant that the large number of ethnic migrants
that live in the capital towns of these states cannot communicate in their own language with the
public authorities and government offices. The opposing positions of ethnic migrants suggest the
need to adopt a balanced approach that would accommodate the interests of ethnic migrants
without adversely affecting the interests of people belonging to the indigenous ethnic groups
(Fessha, 2010; Adamu, 2019).

2.4.2.2 Religious diversity management in Ethiopia

In Ethiopia, although there are some tensions due to religious conflicts in the recent times, the
religious tolerance has been globally appreciated for along time (Y usuf, 2019). The FDRE
Constitution, article 27, proclaims the freedom of religion; therefore, it enhances the multiplicity

of diversereligions.

‘Freedom of Religion, Belief and Opinion, sub-article 1. Everyone hastheright to
freedom of thought, conscience and religion. Thisright shall include the freedom to hold
or to adopt areligion or belief of hissher choice, and the freedom, either individually or
in community with others, and in public or private, to manifest hisreligion or belief in
wor ship, observance, practice and teaching. Sub-article 2. Without prejudice to the
provisions of sub-Article 2 of Article 90, believers may establish institutions of religious
education and administration in order to propagate and organize their religion. Sub-
article 3. No one shall be subject to coercion or other means which would restrict or
prevent his freedom to hold a belief of his choice.” (FDRE Constitution, 1995).

Therefore, the constitution enhances the religious plurality which, in turn, requests the
knowledge and skills of its management so that it can guarantee the co-existence of diverse
religions.



2.5 Diversity management and cooper ative L earning

There isadeficit of research and literature that directly depict the relationship between diversity
management and cooperative learning. However, different researchers (Pike and Kuh, 2006)
explain that the relationship between students’ interaction with diverse group members positively
affect cooperative learning when appropriately managed. Thus, they reason, a statistically
significant relationship between interacting with diverse peers and learning to functionin a
diverse classroom is not necessarily afunction of the diversity of the campus. Structural diversity
can be positively related to informal cross-group interaction, which in turn isrelated to diversity
influences, thereby producing a significant indirect relationship between the student diversity and

learning which may function after students’ graduation in the general public.

In the late 19" century, John Dewey, the philosopher, psychologist and educator, sought
educational means for establishing and nurturing the connection between the learner and diverse
community (i.e., individual and society). He claimed that students interest in their studies would
be stimulated when given the opportunity to bear responsibility for actively being engaged in
instructional processes. The developers and researchers of cooperative learning models such as
Group Investigation and that of policy makers and even curriculum designers, who seek to make
the classroom arelevant place for al diverse students in the complex and fast-changing reality of

today’s educational organizations, have used hisideasin the field (Sharan, 2017).

The theoretical underpinnings of cooperative learning methods trace their roots to social
interdependence theory, conceptualized by Morton Deutsch (Stewart and Paine, 2010); others to a neo-
behaviorist orientation and a motivational perspective, where some competition and the accumulation of
rewards are incorporated. In all forms of cooperative learning, the group dynamicsis an essence that can

maximize diverse group interaction and cooperative learning (Slavin, 2010).
25.1 Ethno-structural Diversity Management and Cooperative L earning
Ways of managing ethnic Diversity in instruction

Differencesin their cultures, language, ethnicity and religion should, moreover, not only be

acknowledged, but also be utilized to the benefit of the institution. It is very important, therefore,
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that institutional leaders should do their best to establish a climate that is harmonious and a
culture in which acceptance and tolerance of diversity of whatever kind are the norm rather than
the exception and are related to the institution’s vision and mission. Institutional diversity
management should be an inclusive process aimed not only at ensuring adherence to policies,
but also at generating the kind of institutional behavior and performance that enhances

recognition of and benefit from diversity (Dike, 2013).

The significance of knowledge and understanding of the diversity dimensions of higher
education institution’s population is critical to the mitigation of the stigmatization, the reduction
of bias, and the inclusivity of al classes of students (Scheepers, 2010). To this purpose, diversity
management strategies should address staff and student inequities in ways that are unique to

particular circumstances.
25.2 Linguistic Diversity management and cooper ative L earning
2.5.2. 1 Challenges of linguistic diversity management in the classroom

As Zadja (2015) indicated that in most of African education system, the instructional language
(the medium of instruction) is not normally used in students’ immediate environment, a language
which neither the learner nor the teacher understand and use well enough. Researches show that
in the linguistically diverse classrooms categorized into three groups of students those get
disadvantaged; namely, cultural minority, social minority and academically weak students
(Nyaga, 2013). Thus, the following policy attempts have been in place over the times to mitigate
the problems of the linguistic diversity in educational organizations.

1. Policy ideologies
(i) Linguistic assimilation. The proponents of linguistic assimilation suggest that every student,
regardless of the origin, should learn the widely spoken and dominant language of the society.
Under thisideology, monolingualism is seen as functional while multilingualism is assumed as
an anomalous. Linguistic assimilation also promotes the sameness and building one nation. The
French colonial regime, for instance, practiced some form of linguistic assimilation in their
coloniesin Africawhere people were forced to learn French (Nyaga, 2013). In Ethiopian higher
education institutions, although English is the major medium of instruction, due to the problem
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of English proficiency most students switch the classroom language to Amharic, Oromiffa and
others. The mgjority of students use Amharic for medium of communication inside and outside
of the campuses. The linguistic diversity, by itself, compels the students to use one common
language for mutual understandings (IPSS, 2010).

(ii) Internationalism. Since English is the international language, language of technology,
commerce and business, many countries are using it as amedium of instruction in their higher
education institutions. As aresult, internationalism ideology dominates language policiesin
many countries especialy in sub-Saharan Africa where the ex-colonial languages have been
given official status and dominance especially in the education domain (Nyaga, 2013).

2. Teachers attitudestowardslinguistically diverse classrooms

Many teachers of linguistically diverse classroom consider the situation as educational
deprivation and challenge rather than opportunity to learners. Indeed it becomes a challenge if it
is not properly managed. Positive attitudes (orientations) of teachers of linguistically diverse
learners towards students’ linguistic diversity could effectively overcome the language barriers

in their classrooms (Nyaga, 2013).
2.5.2. 2 Ways of managing Linguistic Diversity in instruction

The presence of large number of home languages in many postsecondary education organizations
regquest the implementation of different inclusive strategies in teaching learning processes rather
than the traditional modes of education. Some of the ways to manage linguistic diversity in the

classroom includes the followings.
1. Multilingual education: constructive language policy

The debates on models of languages of instruction are divided into two classes. monolingual
(language immersion or submersion) versus bilingual (or multilingual) education. Supporters of
monolingual education are convinced that it is best to immerse non-majority as soon and as often
as possible. Within this perspective the non-majority language of students has no placein the
classroom or elsewhere in educational institutions and is not included in the curriculum.
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Supporters of language immersion programmes do not oppose the principle of multilingual
education as such (Sierens and Van Avermaet, 2013).

One of the magjor ways to respond to linguistic diversity in educational organizationsis
delivery of multilingual education. Various research studies documented that multilingual
education has been responsive to normalize the existence of linguistic diversity in the classroom
and empower teaching and learning process. Provision access for students to make use of their
linguistic resources in the classroom is also advantageous to students’ learning and for their
developing multilingual competencies (Cenoz and Gorter, 2014; Garc’1a, Ibarra Johnson and
Seltzer, 2017; Garc’1a and Wei, 2014 as cited in Busse, Cenoz, Dalmann and Roggec, 2019).
However, in many situations, foreign language education continues to ignore diversity in the
classroom and fails to incorporate students’ linguistic resources. Failing to make use of linguistic
diversity resources is not only detrimental to students with a non-majority background but also to
students of the majority population who cannot benefit from the linguistic resources of their
peers (Busse et al. 2019).

In the context of mono and bi-lingual education system, Sierens and Van Avermaet
(2013) indicated that the students are divided in to either those members of whose languages
that enjoy a high degree of cultural prestige, and educational benefits and, whose languages are
often felt to have no educational value. Let us consider the arguments advanced in favor of
monolingual and multilingual educational models. Proponents of the monolingual model believe
that students from non-majority backgrounds should be immersed in the language of schooling;
non-majority group’s languages have no role to play at the educational institutions because they
are seen as obstacles to effective acquisition of the majority language. Proponents of bilingual
models, on the other hand, argue that education partly in non-majority language provides a more
effective basis for learning the language of schooling than immersion, enhances pupils’ self-
esteem, and helps to preserve non-magjority languages. However, thereis no single universal
linguistic model that fits all contexts. There are three strategies for responding to linguistic
diversity at postsecondary education institutions: a constructive language policy; raising

language awareness (linguistic sensitization); and facilitating functional multilingual learning.
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These are the major possibilities to deal with linguistic diversity within an educational

environment.

Linguistic diversity or multilingualism is a specific aspect of diversity within the
educational programme. UNESCO (2009 as cited in Mensah, 2015) advocates language policies
that support multilingualism, the use of multiple languages in instruction. It suggests that such
policies are central to the long term sustainability of cultural diversity. However, thereisno a
single definition for the term because different discourses of the multilingualism assign different
meanings to it. Here, let’s highlight our discussion on multilingualism long focused on language
of teaching and learning: what type of language education fits pupils from non-mgjority
backgrounds the best, monolingual or multilingual ? The educational organizations choosing a
multilingual approach can use more than one language of instruction and administration, and
teach their regular curriculum subjects in different languages. In turn, non-majority students
enrolled in such organizations can be more advantageous from multi-lingual curriculum than
from mono-lingual education (Sierens and Van Avermaet, 2013).

2. Enhancing bilingual education (dual-language) per spective

On the other side of the argument, the supporters of bilingual education are convinced that
children benefit from an education in their own language — in addition to or in combination with
education in the majority language of instruction, which for them is a second language. They
argue that education in the mother tongue provides a more effective basis for learning the
language of instruction than total immersion. Secondly, learning their native language in
postsecondary education would improve the wellbeing of children from the non-majority
backgrounds by supporting positive identity construction, which is known to have a positive
influence on academic achievement. Thirdly, teaching non-majority languages helps these
languages to survive over time. The United States and Canada has accretion of long term
experience with bilingual and multilingual education for students from both majority and non-
majority groups, especially Spanish and/or English programs for the Spanish-speaking
population of the USA (Sierens and Van Avermaet, 2013).
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As Cole (2008) indicated students proficient in languages other than medium of
instruction learn more effectively in dual-language |earning environment. This approach is
important for a number of reasons. First, diverse people’s language is recognized, accepted and
respected when it becomes a subject being taught to their instructional medium-speaking peers.
Second, potentially bilingual students can share their native-language expertise as peer tutors to
instructional medium-speaking peers who are learning a second language for fortification; in the
process, they gain experience working in English aswell. Third, the long-term benefits are
enormous because, in this additive bilingual strategy, students proficient in languages other than
instructional medium-speaking students become bilingual. Fourth, it mitigates the problem of
discrimination against the linguistic groups of students. Second-language | earning has mutual
advantages for both English-speaking monolingual students and non- English speaking groups
because it improves over times when they communicate informally at certain timesin the
classroom, during the school day and outside the classroom in their second language. Thiskind
of second language learning strategy for a diverse student group does not rely merely on the
teacher as the locus of teaching. Students become tutors and resources for one another; second-

language learning is reciprocal .
3. Language awarenessraising: linguistic sensitization

The impression of language awareness presents postsecondary education institutions with
another way of managing linguistic diversity (Devlieger, Frijns, and Sierens, 2011). Interaction
between students themselves and between students and teachers remains an important factor in
the creation and shaping perceptions against different languages, non-majority language
speakers and multilingualism (Rampton, 1995).

The awareness creation about the coexistence of different languages in the classroom is
important to help students devel op positive perceptions towards linguistic diversity and to create
apositive attitude towards all languages. During the sensitization about linguistic diversity we
need to consider its two dimensions; socia-emotiona and social-cultural dimensions (Sierens
etal, 2013).
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A positive attitude towards linguistic diversity may contribute to a better understanding
between students in the classroom and el sewhere at the educational organizations (Gebremariam,
2019; Wright and Tropp, 2005). It also contributes to express their ideas, opinions and feelingsin
their own language, develop self confidence, social skills and positive self image.

4. Functional multilingualism and cooper ative learning

Functional multilingualism is an access for the choice of a particular language based on the
specific contexts in which the language isto be used (Verhoef and Venter, 2008).The teacher
encourages students to help each other in the execution of a group work or in the presentation of
group work. This approach demands a cooperative learning method: the teaching environment
should allow students to interact on aregular basis and should not be entirely teacher-directed.
During such intensive interactive moments the linguistic skills of the students help to solve
problems (Mensah, 2015; Sierens et a, 2013).

In cooperative learning approach and usage of different languages, both teachers and
students are beneficial. Some of the advantages of it includes; the teacher reinforces the insights,
the students gained about the processes or events, When those students who speak certain
language explain something to students who speak another language and the teacher paraphrases
this using the medium of instruction to all students, in everyday life afine line separates
language awareness and the functional use of different languages; many research findings affirm
that the functional applicability of home languages in the classroom has positive relationship
with the effectiveness of learning processes and students’ academic achievements, the
recognition of linguistic diversity at educational institutions as an added value rather than a
‘problem’ or “deficit” and it maximizes the best learning opportunities for all children (Mensah,
2015; Sierens et al, 2013).

5. Code-switching and code-mixing

Code-switching and code-mixing are the most studied classroom sociolinguistic phenomena.
Different scholars have defined the termsin different ways. Some of them define code switching
as "the intersentential aternating use of two or more languages or varieties of alanguagein the
same speech situation.” In connection with it, code mixing has been defined as the
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"Intrasentential use of two or more languages or varieties of alanguage" (Kamwangamalu,

2010). However, Waris (2012) opposes this statement by indicating that Code-switching can
occur between sentences (intersentential) or within a single sentence (intrasentential). According
to his article Code mixing usually occurs when conversant use both languages together, switch
between the two languages to the extent that they change from one code to the other in the course
of asingle speech. In some cases, both Code-switching and code-mixing are traditionally defined

synonymously (Nyaga, 2013).

They involve the alternation between languages, and are common instructional strategies
in bilingual and multilingual contexts in managing classroom linguistic challenges that confront
teachers. Code alternation functions best when all students are competent speakers of the
languages involved, but in submersion classroomsit is more of acoping strategy for dealing with
aforeign instructional medium and does not necessarily contribute to second language learning
(Benson, 2004).

6. Linguistically responsive pedagogy

Richards, Brown and Forde (2004) claim that culturally and linguistically responsive pedagogy
facilitates and improves the access of learning for all students. If the classroom is alinguistically
responsive, there will be effective teaching and learning, and the application of cooperative
learning among diverse group of students. The linguistically responsive pedagogy has three
dimensions: (a) institutional, (b) personal, and (c) instructional. The institutional dimension
reflects the diversity management and its policies and values. The personal dimension stands for
the understandings and the perceptions of the teachers towards linguistically responsive
pedagogy. The instructional dimension includes objectives, contents and materials, methods, and
activities that form the basis of instruction. All three dimensions are important for the

effectiveness of the teaching and learning processes in a diverse classroom.

In classrooms where the medium of instruction is English and students using diverse
home languages, linguistically responsive teachers may organize the group of culturaly diverse
students in the classroom so that students can have more opportunities to learn from each other.

Thiskind of teaching practices enhances the learning environment that values diversity and
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inclusion and maximizes students learning opportunity. Research shows that students are more
beneficial if their native language is used as the medium of instruction. Accordingly, ina
classroom where multi-lingualism is not functional, one can treat the classroom students as of
prestige language versus marginalized and indigenous language speakers. But, linguistically
responsive pedagogy may respond to this question (Jarosinski, 2019).

Linguistically

responsive

pedagogy

Preparation to
teach academic

diverse

Sacio-political context: How do T situate my
linguistic diflerences in a sociological

language
development

context?

Diverse peers/cohorts: How do
we use and think about linguistic
diversily?

Self
reflexive
language
difference:
How do T use

Valuing and understanding linguistic diversity: From the inside out

Figure 2.5 Postsecondary pedagogy for linguistically responsive teaching
Source. Adapted from Achugar, Schleppegrell, and Oteiza (2007).

Note. The figure depicts the understandings of linguistic diversity as repertoires for using as

integral part of classroom instruction. Concentric circles show movement for prospective
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teachers from inside out: self-reflexive inquiry, explored and deepened in alinguistically diverse

cohort of education students (prospective teachers), and embedded within sociopolitical contexts.
2.5.3 Religious Diver sity management and cooper ative L ear ning

Religious diversity is often times used as synonym for religious pluralism and/or religious
tolerance. Although the religious diversity includes religious tolerance, the two concepts have
distinct meanings. Religious diversity is more than mere tolerance of differencesit requires some
knowledge and acknowledgements of differences. There is no doubt that tolerance isimportant
asit helps to resolve religious disputes peacefully. Religious diversity is more than the mere
tolerance of religious differences; but it encompasses the recognition and acknowledgement of
thereligious differences. It also requires some knowledge of the differences (Haarscher, 2008).

The most recent Ethiopian census, conducted in 2007, estimated 44 percent of the
population are the followers of the Ethiopian Orthodox Tewahedo Church (EOTC), 34 percent
are Sunni Muslim, and 19 percent belong to Christian evangelical and Pentecostal groups.
However, after the 2007 census, the population has significantly increased. The demography
about the distribution of believers, the EOTC predominates in the northern regions of Tigray and
Amhara, while Islam is more distributed in the Afar, Somali, and Oromia Regions. The majority
of Protestant Christians in the SNNP and Gambella Regions and parts of Oromia Region. The
religious minority groups, groups that together constitute less than 5 percent of the population,
have joined Eastern Rite and Roman Catholics, members of the Church of Jesus Christ of Latter-
day Saints, Jehovah’s Witnesses, Jews, and practitioners of indigenous religions. The Rastafarian
community numbers approximately 1,000 and its members primarily reside in Addis Ababa and
Shashemene town in Oromia Region (Theodros, 2017; US State Department, 2019; CSA, 2007).

Religious diversity as part of cultural make-up, is one of the thematic areas of research
and instruction in higher education institutions, because our religious values are components of
our intrinsic behaviors (affections) as a component of learning outcomes (Warner-Soderholm
and Kriger, 2014). Thus, the management of religious diversity is the function of educationa
organizations to entail supervision and a process that involves the furnishing learning

environment where all students from diverse religious background can school without prejudices
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(Schnke, 2015). As White (2009) indicated in response to the religious diversity, the teachers and
educational administrators should be aware of the religious practices of students. In addition to
this, since the religion exists within multiculturalism, it should not be ignored from the

curriculum.

2.5.3.1 Possible strategies of managing religious diversity in postsecondary education

institutions
A. Recognizing classroom religious diversity

Warner-Soderholm and Kriger (2014) suggested the following techniques for managing the
classroom religious diversity in higher education institutions. (1) Promote the religious
pluralism; with the constructive interaction between different religious communities within a
higher education institution, leads to religious pluralism. (2) Respect the religions of others;
creating a classroom should incorporate climate where beliefs and personal values are explicitly
valued. The teacher should also actively show professional curiosity and openness for the
religious practices, values and beliefs of others. Consider other’s religion in and outside of the
class as an opportunity for learning and reflection. (3) The teacher should be arole model to trust
others; Spiritual beliefs and values are deeply ingrained. As aresult, it isimportant to recognize

the diversity of values and religion-based behaviors of students and others.

The teacher should actively seek out interaction with students and others from different
spiritual cultures and practice what he or she preach; this helped both the teachers and students to
be flexible in their worldviews and to grow both professionally and personally. Teachers’ life
can then tend to be filled with more trust, compassion and tolerance of religiously and culturally
diverse students. Teachers’ spiritua practicein the classroom is often largely invisible because
their actions do not come with explicit religious labels. (5) Combating religiousilliteracy; In
response to the recognition of the religious diversity, public schools are required to inform
administrators and teachers about the religious practices of their students. Religious
discrimination emanates in part from religious illiteracy. Dueto religiousiilliteracy some teachers
often fail to discuss or even understand the religious dimensions of policy challenges. As Guo

(2012) indicated one of the resolutionsto religiousilliteracy is creating awareness to the
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educators and educational administrators that the religion is an important part of awell-rounded
academic education. Learning about religion will also help teachers and students overcome their

fear and support socia interaction between non-majority and majority students.
B. Institutionalizing religious diver sity management

Another strategy to manage classroom religious diversity is institutionalizing the recognition of
diversereligious values. It isimportant for educators provide institutionalized means for the
explicit recognition and representation of oppressed groups. Some of such strategies include
modifications of curricula, using different mediato enhance religious diversity, dress codes,

provision of prayer rooms for Muslim students (Kanu, 2008 as cited in Guo, 2012).
C. Secularism and religious freedom

The word secularism was derived from the secular education movement for the complete
separation of religious thoughts from other forms of education. Secularism is commonly defined
astheideathat religion should not get in the way with or be amalgamated into formal education
system. Because of the breadth and comprehensiveness of the term secularism, thereisno a
single universal definition. However, the idealists, on the one hand, propose that the spiritual
elements of human life should not be ignored. On the other hand, the materialists suggest that the
genera measure lies in the conviction that life can be best dependent on by applying ethics, and
the universe best interpreted, by process of reasoning, without reference religious values. A
secular principle of ademocratic governance of areligiously diverse society requires the

religious members to respect one another’s religion to live together (Berhane, 2009).

The Ethiopian Constitution, Article 11, states that 'The state shall not interfere
in religious matters and religion shall not interfere in state affairs.” Therefore, this article
declares the positions that the state power should not interfere the religious decisions and the
religious institutions should not influence the public policy and decisions (FDRE Constitution,
1995). Despite the article, Abbink (2014) indicated that in some cases the federal government
has been intervening the Islamic affairs. So, he recommends that it demands significant
consideration to be taken to not overlook the regional and local policy sets of religions and
higher education institutions’ secularism. In England, the school system enhances the tolerance
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of every student’s religious conviction by expecting that the religions are teaching the future

generations to be tolerant, loyal, open minded, patriotic and respectful to others (Modipa, 2014).

2.5.3. 2 Approaches and theories depicting the correlation between diversity management

and cooper ative learning

Symbolic interactionism

A micro-sociological viewpoint called symbolic interactionism focuses on the face-to-face
interactions that occur between people. According to this perspective, human thinking,
experience, and behaviour are primarily socialy orientated because people communicate through
symbols that are translated into language. Because symbolic engagement is necessary for social
continuity, society and individual interaction cannot exist without symbols.

From a social constructionist standpoint, it isimpossible to execute cooperative learning
successfully without taking into account the main elements of symbolic interaction (Johnson and
Johnson, 1996).

Functionalism theory

One of the major theory schools in western sociology is functionalism theory. According to the
theory, every member of society should routinely contribute to its development through
cooperation. The link between education and social organisations is emphasised by the
functionalism idea in education. Furthermore, the purpose of education ought to align with the
relevant social context inside the educational framework. Education's primary purpose isto
support the social, political, and economic systems. This study provides abrief overview of the
evolution of functionalism in Western Sociology and provides an examination of education

function from a functionalism standpoint.

The Structural Approach

The structural model has been developed and used since the 1960s. The structural model
advocates mitigating violent and discriminatory structures of learning. This model, on the other
hand, embraces student diversity management while applying cooperative learning. Cooperative
learning is an age-old teaching method (more than forty years old) and dozens of research studies
(Johnson and Johnson, 1989, 1994a, 2000, 2009; Marzano, Pickering and Pollock, 2001) have
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verified how cooperative structures of learning can reduce the academic gap between learners,
increase educational equality, boost achievement, improve mixed-ethnic relations, replace racism

with understanding and empathy (Kagan and Kagan, 2009).

Nakagawa (2003) states that students get together for academic and non-academic
purposes such as building team spirit and positive relationships among students, information
sharing, critical thinking, communication skills; and mastery (learning/memorization) of
specified subject matter. Many of the structures can fulfill anumber of aims simultaneously,
depending on how the teacher uses them. Structures can be mixed and matched, and adapted to
the particular student group. Holt (1993) also notes that this variety is necessary because the
structures have different functions or domains of usefulness. Different structures are useful for
distinct objectives such as team building, class building, communication building, mastery
learning, and concept devel opment. Structures differ also in their usefulness in the academic,
cognitive, and social domains, aswell asin their usefulness in different steps of alesson. Thus,
the effectiveness of application of cooperative learning is associated with its structure and the

purpose of the team building.

Student diversity management has a positive interplay with Cooperative learning than
individualistic and independent learning. However, the students’ diversity management in
structural mode is through focusing on the socio-metrically conducted classroom management
(Johnson and Johnson, 1999).

Thelnclusive System of Education (ISE) Model

The Inclusive System of Education (ISE) for student diversity management has been operational
since 2003 in Hungary. The ISE model is asystem level (i.e., educational system) that opposes
the educational segregation and stratification and enhances inclusiveness from the educational
practice to the classroom level. It also describes the inclusiveness of the diverse group in

education system from classroom to the system level (Arato, 2013).
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The Post-Structural Approaches

The post-structural approaches of cooperative learning underliesto a scientific shift in education.
This paradigm is a deconstructive model of a structural approach. By the means of cooperative
structures, the prior paradigms were de-constructed the hierarchical social stratifications,
ethnocentrism and anti-democratic structures within classrooms, schools, higher education
ingtitutions and the whole public education system. The post-structural paradigm advocates the
restructuring of learning and inter-ethnic interactions between the learners by changing the
behaviors (Aratd, 2008, 2010, 2011; Arat6 and Varga, 2006, 2012; Benda, 2007).

Re-structuring the learning process is a post-structural action from the aspect of
traditional structures of learning because it goes beyond the simple structures of afrontal class-
work, traditional group work, or socio-metrically conducted management of the diverse
classroom. It debugs the ordinary hierarchical learning structures and creates open atmospheres
by increasing access and cooperation to all kinds of the studentsto learn. It also sets up new
structures with the purpose to break down the given social structures within a class of learners
belonging to the same learning group and to enhance cooperation among students with different
backgrounds (Aratd, 2014).

In educational institutions those accommaodating diverse learning groups, the state of
diversity management determines the measures of cooperative learning (Karssen, Vander Veen
and Volman, 2016). More specificaly, this study isintended to examine the relationships,
challenges of classroom diversity and its management in link with cooperative learning in
Technical and Vocational Education and Training institutions of Southwest Ethiopia.

2.5.3.3 Challenges of managing diversity and cooperative learning at HEIs

i. Negative attitude against the integration of diversity to the existing system: to combat the
negative attitudes towards campus diversity, arranging possible settings to a diverse student
population talking about their feelings and listening to the feelings of others. This could be done
through assigning group tasks to mix of student groups, organizing various clubs on democratic

culture (inclusion), team-building exercises, student-staff discussions, diversity workshops, and
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the inclusion of all those attached to the institution in deliberations and decisions that might
affect them (Mampane, 2019).

ii. Rigidity of leader ship styles of instructional leaders. Effective educational managers never
assume that people want to be treated according to established rigid standards because it is hot
open for the accommodation of individual differences and/or the needs of diverse stakeholders
(Engelbrecht and Bhengu, 2015). Irrelevant |eadership style that does not well-consider the
nature of people and the operation or task dimension in the higher educational institutionsis a

factor that holds back factor that desecrates the success of diversity management and instruction.

One of the yardsticks to measure the effectiveness of diversity management in higher
education institutions is its flexibility to swiftly changing global contexts and local population
dynamics. Institutional |eaders should therefore create opportunities for stakeholder to participate
in decision making, think and freely contribute ideas on policy development that would benefit
the whole educational organization. Workshops aimed at training stakeholdersin policy
development and the leadership processes that could bring about transformation, particularly
useful in thisregard since they give partners a sense of being empowered and sense of ownership
in every ingtitutional and national concern. By doing so, the institutional |eaders give
opportunities to the diverse student population to exercise democratic leadership viaexerting
talents to commit themsel ves wholeheartedly to the change and persuade others to change their
negative attitudes toward transformation into positive ones (Malloy, Osipov and Vizi, 2015).

2.6 Strategies of managing diversity and effectiveness of cooper ative lear ning processes

Diversity management in higher education informs instructional leadership. The following
section presents the basic standards of Professional practice that guide the diversity management

practices in postsecondary education.

i. Selecting responsive instructional materials and learning methodsto diversity in the

classroom

Research findings have documented that a suitable pedagogy for the diversified classroom has

direct association with the student centered learning methods. Furthermore, most cooperative
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learning researchers are also educators who have designed a variety of methods (that consist of
steps to be followed systematically), models (that present guidelines that can be adapted flexibly),
and short term procedures to promote learning together in small groups. Common to all
cooperative learning methods, models, and procedures is that they organize the learning groups
from diverse students’ backgrounds to work together , in such away that they can only succeed
in completing the work through behavior that demonstrates interdependence, while holding
individual contributions and efforts accountable (Sharan, 2017).

The classroom adaptation strategy can be employed by individual instructors through
adjusting the instructional materials and course works to the classroom group dynamics context
(Gooblar, 2017). Instructors’ curricular material and methodology selection, including their
individual interactions with students, can foster inclusive classroom climates. Research indicates
that trainings for both educational leaders and students can be more effective when they involve in
active learning techniques, not teacher centered methods, so participants engage with the course
content, and when the trainings avoid assigning blame or responsibility to participants for current

diversity issues (Bell-Ellwanger, 2016).

Regarding the diverse classroom responsive instruction, Jeannin (2013) in her study
suggested that teachers should include local examples and encourage students to experience
various communities’ issues to share, exchange, and learn from others. Moreover, the quality of
learning improves by a contextualized teaching approach that makes the course locally and
culturally relevant. Teachers should also recognize student’s diversity in prior knowledge,
especialy for historically or socially sensitive topics such as interethnic, cross-cultural, inter-

linguistic and inter-religious relationships.

Using different methods to teach diverse learners is imperative for adaptation of teaching
to meet different needs and students backgrounds. As Bartolo, Cefal, Callgja, and Chetcuti (2007)
demonstrated the followings as two underpinnings of using instructional differentiation to
accommodate the religious and cultural values of all students; (a) the need for a constructivist
approach to education that requires to consider the students backgrounds: their cultural
background and entry behavior including prior knowledge and experiences, their interests,
learning styles (ways of learning), and readiness levels (previous learning in each area of the
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curriculum); and (b) the need to understand the coverage of the curriculum so that one can adjust it

to the diversity of student strengths and needs.
ii. Organizethe classroom to promote equal valuing and participation of diverse students

The classroom seating arrangement can either facilitate the cooperation of diverse student body
or marginalize students with high levels of challenge. Inclusion may request for alittle difficulty
and creative thought when determining who sits where. Members of diverse cooperative group
need to assume different responsibilities. Sometimes, however, certain students are abstained
from specific responsibilities due to the nature of some challenging conditions (Bartolo et al.,
2007).

In some situations, despite being educated in mainstream settings non-majority learners
arenot fully included in the social life of higher education institutions. When pupils with special
educational needs do have opportunities to work with or alongside peersthisis usualy with low
attaining children or other children with learning difficulties. Various research studies present
different reasons in-line with such classes of students; while some of these social isolations are
due to the difficulties that have led to the designation of special educational needs, much of it
may be due to unintentional or, in some cases, deliberate separation from the class. These
learners are often viewed as lacking the social skillsto engage, and potentially become
academically dependent on peers or diverting other children’s attention away from their learning
(Baines, Blatchford and Webster, 2015). With regard to these challenges, Gebremariam (2019)
suggested that some of the HEIs’ courses should integrate communication skills, engaging
students in different club responsibilities and different skill trainings like life skills training

should be strengthened to enhance students’ social integration.

iii. Developing trust and engaging individual cultures

This strategy serves to maintain the integrity of non-majority student groups, and exploring that
the lack of diversity in colleges and Universities is deprivation of teaching-learning processes.
Instructional leadership then must focus on nurturing trust within the diverse learning
environment. Instructors may aim to achieve this objective through the development of new
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Vi.

pedagogical approaches and applying cooperative learning methods in which their performance
is evaluated based on how they nurture positive relationships with their students. Furthermore,
it is necessary for instructors and educational leaders to undergo training in cultural
competence, especially for majority group member instructors who may have limited

knowledge and awareness of diversity (Chen, 2017).
iv. The stakeholdersshould be Models

Instructors and educational administrators should serve as role models of tolerance, cultural
awareness, and inclusive education, not only for students but for their colleagues as well.
Appointing educational |eaders from different ethnic, linguistic, and religious backgrounds
makes the learning environments inclusive for the students (Aguirre and Martinez, 2014).
Colleges and universities that are dedicated to advancing diversity as an institutionalized
value must consider faculty of different ethnic, linguistic and religious dynamics as more than a
tool, strategy, or demographic number. Hence, instructors and educational officials must aim to
manage diversity by nurturing equality and cultural competence in the higher education
institutions and developing trust to establish a helpful and supportive learning environment for
all students (Chen, 2017).

v. Developing new admission policy and inclusive education policies

This strategy recommends the higher education institutions and other stakeholders to provide
equal accessto higher education admission. It also enhances the structural diversity of higher
education students which can be achieved through increasing the proportional representation of
non-majority groups. In addition, institutional policies that increase the compositional diversity
of an ingtitution indicate that diversity is highly valued by the institution and its leaders (Milem,
Mitchell, Chang and Lising, 2005). This can aso be performed through trainings and increasing

the awareness of campus communities and instructors on the issues (Chen, 2017).

Introducing diversity into the higher education institutions through a systemic approach
Introducing diversity into the university from a systemic approach has the propensity to
challenge the historical understanding of power and equity and is necessary as colleges and
universities prepare their students for the global society of the 21st century. Aguirre and
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Martinez (2003) used two approaches to demonstrate the interrelationship between
diversity and institutions of higher education. Specifically, they considered the connection
between the role of institutional leaders and the implementation of diversity in the higher
education institutions. They concluded that the higher education student group dynamics
impacts the advancement of cross-cultural learning. Institutions that incorporate diversity
into the framework of their organization are morelikely to be successful in institutionalizing

diversity as part of the overal culture.

According to Milem, Chang and Antonio (2005), successful diversity management
cultures in higher education institutions must provide al students with the full range of
educational benefits accrued through cross-ethnic, linguistic and religious interactions (Chen,
2017).

vii. Integration of diversity management and instruction with institutional aims

Bell-Ellwanger (2016) noted that different stakeholders of Higher education campus leaders
may consider aligning policies and practices across the institution with their mission statement.
In turn, it could be connected to the institution’s overall strategic plan and vision for student
learning and success. The implementation of the campus diversity management need not be
considered the sole responsibility of designated institutional officials or line managers.
Institutions could also build their capacity to collect and analyze the data required to set and
manage their diversity and inclusion efforts in order to facilitate assessment of the achievement

of diversity management plan.

Derek and Kecia (2004) found out that some of the benefits of content and diverse group
include provision for variety approaches to help students of all types of acquire the necessary
competencies, to enable teachers successfully manage diversity as per needed in the 21st century,
and to provide information indicating which methods tend to be more effective, although
empirical evidence of that sort is scarce. Lyon and Guppy (2016) aso found out that interaction
between diverse students and good diversity management enhanced positive learning outcomes

and less intergroup conflicts.
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Figure 2.6 Modified model of the integration of diversity management with course contents and

its outcomes

Sour ce: Adapted from R. A. Derek & M. T. Kecia (2004). Blending Content and Contact: The
roles of diversity curriculum and campus heterogeneity in fostering diversity
management competency. Academy of Management Learning & Education, 3 (4), 380-396.

viii.  Institutional Awareness

Mampane (2019), in his study on “higher education diversity management in South Africa”
suggests that stakeholders should have a clear understanding of the meanings that different
groups of people attach to terms (concepts) such as diversity, ethnocentrism, unity, religiosity,
culture, beliefs, values, traditions, equity, etc. Awareness of higher education institution leaders
as diversity advocates, by implication, help integrate staff and studentsin their institutions. They
should aso have knowledge and skills to manage change in general (developmental, transitional, and
transformational) and in the management of diversity in particular. They should be equipped with
the communication and influential skills required to convince, inspire, and motivate others. They
also need to have the emotional intelligence and motivational skills needed to sensitively manage
institutional transformation interactions between staff with different expectations, fears, and

cultural or other orientations.
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iX. Participation of diverse stakeholders

Those instructors who strive to manage classroom diversity employ a bottom-up leadership style
that fosters partners’ participation.In inclusive higher education institutions, decision-making and
management procedures are participatory. In inclusive process all parties who have a stake in the
achievement of institutional success will be engaged in planning, implementation and decision-
making on diversity management. One of the best functional models of diversity management in
South Africais the involvement of communities and the decline of residential segregation,
separate schools, and sports as well as the differential treatment of racial and ethnic groups
(Mampane, 2019).

x. Ensuringthecurricular materials promote equality and diver sity

Regarding the effect of diversity management on teaching and learning processesin
postsecondary education institutions, the government of USA, Department of Education has
rendered its efforts to help postsecondary education institutions to voluntarily pursue campus
diversity; promulgating discretionary grant priorities that can be used to promote racial, ethnic,
and socioeconomic diversity at postsecondary institutions in Department of Education-funded
grant programs (Bell-Ellwanger, 2016)

Xi. Selection of appropriate group dynamics

Institutionalization of the diversity management is the act of putting the following principles of
diversity management in to practice. These are recognizing ethnic and cultural diversity in the
curriculum; using appropriate teaching methods which encourage students from all ethnic,
linguistic and cultural groups to participate; monitoring assessment and results to check that
fairnessto all groupsis demonstrated; considering the institutional calendar to ensure that major
cultural and religious holidays are recognized; ensuring that higher education institutions’
publications do not contain hate speeches and assumptions about the ethnicity of the students;
developing proactive policies against discrimination and harassment; and providing places for
all faithsto carry out acts of worship. Thus, the provisions for these principles, on the one hand
promotes the equality among the learners and on the other hand, provides well-coming learning
environment for all students (Claeys-Kulik and Jargensen, 2018; Howard, 2010).
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Table 2.2 Types of Cooperative learning teams and diver sity management

Cooperative learning teams Degree of heterogeneity

Group diversity management

Heterogeneous team - Recognizes group > Easier to manage diversity
dynamics, mixed group > Maximizes tutoring
formation > Requires more teacher preparation time
- Mixed ability, sex, > Ranks and categorizes students
ethnicity, language, and > Limited leadership opportunities
religion
Random team Randomly formed teams > Diversity not ensured
> Potential for off-task behaviors
> All “low’ or “all high’ teams may develop
> Farness
> Novelty, variety, and fun
> Quick and easy
Student selected team - Student-select own team > Novelty, variety, and fun
Familiarity > Not balanced
Easy decision making > Potential for off-task behavior high
Homogeneous team . Teamswithasharedtrait >  Leadership opportunities
(ability, interest, language) > High esteem for top groups
> Differentiated instruction
> Lack of equity
> Poor esteem low groups
> Negative stereotypes

Source: Adapted from S. Kagan, & Kagan (2009). Cooperative Learning. San Clemente, CA:

Kagan Publishing

2.7 Advantages of diversity management to cooper ative learning

All students can profit from opportunities to learn from and interact with persons whose

backgrounds and opinions differ from their own in educational institutions with courteous

diversity management.

Such learning opportunities need to be planned, organized, coordinated, and carried out

properly at the institutional and classroom levels.

57



According to research, diversity management in leadership and instruction within higher
education institutions has a number of benefits. These benefits include more learning
opportunities, a greater body of knowledge about the world, improved problem-solving,
increased creativity and innovation, awider range of skill sets, a better organizational reputation
that increases market share, and better accomplishment of the institutions' vision, mission, and
goals (Ozhilgin, 2009).

A diverse student body has many benefits for maximizing cooperative learning, including
improving students' analytical and critical thinking abilities, preparing them for successin an
increasingly diverse and interconnected world, reducing acts of discrimination, and alowing
higher education institutions to fulfill their responsibility for paving the way for students from all
backgrounds (Bell-Ellwanger, 2016).

Build confidence later in life

According to recent studies, kids who receive education that recognizes diversity feel more
confident both inside and outside of educational institutions. It is possible for students to become
at ease with differences among socia groups and with themselves through managing ethnic,
linguistic, and religious diversity (Bennett, 2020).

Promote empathy and reduces prejudice

Students can grow prejudices when they enroll in and attend educational institutions with
racialy, linguistically, or religiously divided learning environments. Being educated and
schooled to challenge discriminatory stereotypes results from observing the segregation practices
at higher education institutions. Students can draw parallels between their own life and those of

their friends through studying variety.

Teaching about variety and how to manage it improves cultural competence, which in
turn enables pupils to have empathy for other peopl€e's experiences. As aresult, it is essential to
view it as being equally crucial to managing diversity; teachers must create opportunities for
students and staff to collaborate in varied groups (Bennett, 2020).
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Economic, Social, and academic benefits

Research demonstrates that better management of student body diversity in higher education institutions
is essential for improving the economic, social, and educational opportunities for diverse students.
Diverse learning environments help students sharpen their critical thinking and analytical skills; prepare
students to succeed in an increasingly diverse and interconnected world; break down stereotypes and
reduce bias; and enable the educational organizations to fulfill their role in opening doors for students of

all backgrounds. Higher education diversity management is also beneficial to foster social

mobility to its graduates (i.e., it enhances graduates’ income (Bell-Ellwanger, 2016).
I mprove Student Achievement
Student performance is directly impacted by how diversity is managed among pupils.

According to studies, pupilsin diverse groups do better on average. Lessons on diversity that
have been carefully organized encourage a depth of understanding while exposing students and
teachers to other cultures, religions, ethnicities, and languages. Because of this, studentsin
diverse educational environments perform better academically than those in institutions of higher

learning with more homogeneous popul ations (Bennett, 2020).
Foster critical thinking

Regarding the advantages of diversity management, Mampane (2019) looked into how different
learning environments in HEIs help students and faculty develop analytical and critical thinking

abilities and get ready to flourish in aworld that is becoming more diverse and interconnected.

Diverse learning environments foster creativity, critical thinking, and problem-solving. In
adiverse classroom, students bring a variety of perspectives that push their classmates to think
creatively and work together to find a suitable solution for their group. Cooperative groups are a

fantastic tool for classroom learning.

When students are given the chance to work with various peers or on diverse themes,
they can challenge prejudices and find commonalities with their classmates (Bennett, 2020).
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Academic and socioemotional benefits of managing diversity in the classroom must be
given top priority by educators, who must also emphasize teaching students about diversity and
providing them with various learning opportunities. Students who are exposed to a diverse
situations and individuals will grow more personally and have a significant impact on society
(Bennett, 2020).

Social integration and empower ment

When diversity is successfully managed, socia integration occurs, and all of the varied groups

are recognized and given the power to experience equality.

Institutions can also be able to accommodate ethnic diversity while maintaining institutional

cohesion (Mampane, 2019).
2.8 Conceptual framework

The conceptual framework for this study is derived from the review of literature and theoretical
framework of the study. The conceptua framework depicts the association between the diversity
management and cooperative learning. For the quantitative part of this study, the theories and/ or
models guide the research questions and justify what is being measured (variables), and
describes how those variables are related. In the qualitative part of the study the theories and/ or
models justify the phenomena being investigated (qualitative). So, this sub-section also includes
adiscussion of how the research questions align with the respective theories or models and
illustrates how the study fits within the prior research based on the theories and/or models.
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Fig. 2.7 Conceptua framework

The above figure (2.7) shows the conceptual framework proposed in this study. The
conceptual framework assumes that there is a relationship between ethnic, linguistic, and

religious diversity management and cooperative learning in TVET institutions.

In ethnically, linguistically and religiously diverse classroom, cooperative learning is
most widely used for students to help each other; improve social acceptance of all types of
learners, and assist with classroom management (Kaur, 2017). It has become imperative for
teachers to device means of managing students’ diversity to maximize teaching and learning.
Kagan and Kagan (1998) note that a well-structured cooperative learning activity supports a
diverse classroom management through using the following strategies:
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1. Establishing a considerate, cooperative classroom through energizing class building activities.
2. Making lessons enjoyable; use strategiesto reach all your students

3. Decreasing the achievement gap; promote belonging for students of all ability levels, ethnic,

linguistic, and religious groups.
4. Establishing a classroom environment where everyone wants to be.
5. Engaging students and avoid classroom disruptions through class building and teambuilding.

6. Teaching students the skills they really need to succeed in educational organizations and

throughout their live.
7. Promoting considerate, kindness, empathy, respect and responsibility without separate |essons.

Johnson and Johnson (1989), in their investigation entitled “Cooperation and
competition” found that cooperation among learners pave the way for effective diverse
classroom management. In thisinquiry, the socia interdependence theory declares that the type
of interdependence structured in a situation determines how individuals interact with each other
which, in turn, determine the outcomes of the cooperative learning groups. This theory provides

aplatform for our work on cooperative learning as a classroom management tool.

Furthermore, Bitzer (2004) find out that cooperative learning strategy as an aternative
for addressing diversity management issues in the South African higher educational context. He
elaborates on the underlying premises of cooperative learning in asocialy and culturally diverse
educational environment by using two imaginative scenarios pertaining to higher education in
South Africa. He shows that higher education teaching and learning should use cooperative
learning in away that enables diverse students to develop interpersonal communication skills

which they need to accomplish team work.
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2.9 Summary of the Review of Related Literature

The summary of the review of related literature synthesizes three major components of the
chapter; namely, the conceptual framework, the theoretical framework (theories and models dealt
with the association of diversity management and cooperative learning in higher education
institution settings) and the empirical studies that explore the link between the diversity
management and cooperative learning. Accordingly, the first sub-section of the review of related
literature strived to depict the relationship between the independent variable (diversity
management with three dimensions) and the dependent variable (application of cooperative

learning with seven dimensions).

The second sub-section of the chapter presents the theories and models that guide the
diversity management and the application of cooperative learning in higher education

ingtitutions. And then, it defines the model that mainly guides the present study.

The third sub-section the chapter provides a general, overview and synthesis of the
existing literature related to the research topic under study. It identifies topics, themes, trends,
and critiques in research methodology, design, and findings. It describes the literature in related
topic areas and its relevance to the research topic and research approach. It also presents and

empirical research sources for each concept and perspectives.
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CHAPTER THREE

3. RESEARCH DESIGN AND METHODOLOGY

3.1 Philosophical under pinningsto the resear ch design and M ethodology

Thereis a significant association between the philosophical foundations and the choice of
research methodology. Creswell (2014) states that there is avery significant relationship between
philosophical paradigm and methodology because the methodol ogical implication of paradigm
choice isimportant to answer the research questions; select the participants; and collect, analyze

and interpret the data.

This research design roots its philosophical foundation in Pragmatic Paradigm because it
regjects the need to locate a study either in a positivism (postpositivism) paradigm or an
Interpretivism (constructivism) paradigm. The Pragmatic Paradigm proposesthat it is not
possible to access the “truth’ about the real world exclusively by virtue of a single or mono-
paradigmatic orientation of research. Accordingly, in the present study, this paradigm enables the
researchers to understand the participants’ behavior, attitude and interaction by using mixed
methods as a pragmatic way (Alise and Teddlie, 2010; Biesta, 2010; Kivunjaand Kuyini, 2017;
Subedi, 2016).

On the basis of the above description about the pragmatic paradigm, the present study is
at the outset, beginning from post positivism for the quantitative phase and shift to
constructivism for the qualitative phase. Thus, the philosophical foundations behind the mixed-
methods sequentia explanatory design are divided according to the phases of the research.
Subsequently, two research frameworks governed the Methods Sequential Explanatory Design;
namely, the post positivism in quantitative phase and constructivism (interpretivism) in
gualitative phase. The post-positivist assumptions have represented the traditional form of
research, and these assumptions hold true more for quantitative research than qualitative research
(Kivunjaand Kuyini, 2017).

Giddings and Grant (2006) argue that post positivism is a shift from within the positivist
paradigm. It developed during the 1960s, largely from the increasing recognition without and

64



within science of the ideological and practical limitations of certain designs and strategies. So,
post positivism upholds most of the key philosophical assumptions of positivism but in a
changed or more modified form that is all theories cannot be verified by applying scientific
methods.

3.2 Research Methodology

The research methodology is a comprehensive description of the participants, tools and
techniques. In this study, to serve the purpose of the research, the researcher employed the mixed
research methodology, particularly, Explanatory Mixed Methods Designs. The mixed research
methodology is a systematic steps and ways that we followed from the data collection up to the
final research report. This methodology was employed on the basis of the two basic reasons. The
first reason for using explanatory mixed methods research is that the use of both quantitative and
qualitative approaches provided a more complete understanding of the research problem than
either approach alone. It aso enables to have arich description of the research theme. The
second major reason is it enables the researchers to consolidate the larger quantitative data
collection and analysis incorporated with a smaller qualitative data (Given, 2008). Subsequently,
the research design is selected based on the nature of the problem and research questions (Gay,
Mills, and Airasian, 2012).

3.3 Research Design

A thorough reviewing and analyzing the past research and literature helped the researcher to
select appropriate research design in line with the research questions. Accordingly, the Mixed-
Methods Sequential Explanatory Design (MM SE) was employed to determine the link between

students’ diversity management and cooperative learning.

3.3.1 Basic proceduresin the mixed-methods sequential explanatory design

Relying on the research questions and suggestions of Creswell (2012) and Gay et a. (2012), the

researcher chose an explanatory mixed methods design (QUAN-qual) out of three types of mixed

methods designs: triangulation mixed methods designs (QUAN+QUAL), exploratory mixed designs

(QUAL-guan), or an explanatory mixed methods design (QUAN-qual). Each of these three models
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has concurrent and sequential designs. In this study, using the mixed-methods sequential explanatory
design, the researcher first collected and analysed the quantitative data. In the second phase, the
researchers collected and analysed qualitative data. The quantitative results obtained in the first
phase were qualitatively substantiated and explained. The qualitative data and their analysis were

refined and explained those statistical results by exploring the participants’ views in more depth.

To serve the purpose of the study, the researcher preferred this design because he believes the
determination of the relationships between the variables of diversity management and dimensions of
application of cooperative learning can primarily be collected and analyzed quantitatively.
Moreover, quantitative data collection, analysis and interpretation overweighed the qualitative data
and results. And then, after connecting and integrating two phases, the discussion and interpretations
was performed. The following figure portrays that the mixed data collection and analysis was

employed sequentially starting from quantitative phase followed by qualitative phase.

Quantitative data Fol | Qualitative Data Interpretat
i : ollo Collection and :
collection and anaysis Ion
Y W up — 1 Analysis
wth

Fig 3.1. The mixed-methods sequential explanatory design

The followings are some of the basic procedures employed in the mixed-methods sequential

explanatory design (lvankova, Creswell, and Stick, 2006)

1. ldentifying the outliers (value that does not fit other sample distribution) or extreme cases.
On the other way, the identification of outliersis known as case selection. The options for
case selection in the mixed-methods sequential explanatory design include exploring afew
typical cases or following up with outlier or extreme cases. Nevertheless the case selection
isone of the basic procedures in connecting two phases of the research; it might be too
difficult for the researcher how he/she can select extreme cases because there are no
established guidelinesto do so. To mitigate this challenge, the researcher proposed the
following possibilities. Based on three composite variable scores computed during the first,
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guantitative, phase, the researcher first calculated the grand mean scores and their respective
group means for all participants in each of the four groups. To limit the number of the
participants, who are eligible for consideration as atypical representative of their respective
groups, he use the standard error of the mean to establish the lower and upper boundaries for
the scores clustered around each group mean. Using the cross-tabul ation procedure in SPSS,
the researcher identified afew participants from each group with the mean scores within one

standard error of the mean.

The statistical results, the standard error of measurement as output of SPSS have two

purposes; determining the reliability and identifying extreme cases. The standard error of

measurement is an estimate of how often one can expect errors of a given size in an individual’s

rating score, thereby the researcher can identify the extreme cases. The lowest standard error of

measurements indicates the high reliability and the larger Std. Error of Mean implies little
reliability.

2. Explaining results: Conduct a quantitative survey to identify how two groups compareto a

variable. Next to thisis following up with qualitative in-depth interviews to explore the

reasons why these differences were found.

Using a typology: Conduct a quantitative survey and devel op factors through a factor
analysis (the intercorrelation of variables with a scale). Then, using these factors as a
typology to identify themes in qualitative data, such as in-depth interviews.

4. Examining multilevel (multistage format of Mixed-Methods Sequential Explanatory Design):

Conduct a survey at the students and instructors level. Gather qualitative data through
interviews at the class level. Survey the entire TVET School at the institutional level. Collect
qualitative data at the sub-regional level. Information from each level buildsto the next level.

The dissertation by Ivankova (2004) on doctoral students’ persistence in an online learning

environment has been successful in the use of the mixed-methods sequential explanatory in

examining the link between doctoral students’ persistence in an online learning environment and
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achievement. Smart’s a Mixed Methods Study of the Relationship between Student Perceptions of
Teacher-Student Interactions and Motivation in Middle Level Science and the findings about the
relationships between the variables were also helpful to make use of the design (Smart, 2014). This
design has also been properly employed in the doctoral study of Bullock (2017) to examine the
nexus between school leaders’ role and Students” Mathematics Achievement through the Lens of
Complexity Theory. He found out a significant regression equation predicting the school -wide
average Mathematics proficiency scores based on several characteristics of the school leader and
student demographics. Accordingly, the design was implemented by referencing these and other

more exemplary empirical studies that have been employed in the prior research setting.
3.3.2 Visual Model for Mixed-M ethods Sequential Explanatory Design Procedures

The Procedures to be employed in implementation of mixed-methods sequential explanatory design
isillustrated in the following Visual Model diagram (Fig. 3.2).
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3.3.3 Integration and interpretation of the Quantitative and Qualitative Results

After collecting and analyzing both quantitative and qualitative data, the researcher integrated
the outcomes of both phases of the study together. Thus, during this stage the researcher further
extrapolated the statistical results from the quantitative phase by using qualitative results.

3.4 Sour ces of Data

The primary datafor this study were collected from trainees, teachers and instructional leaders
selected from the four sample TVETSs through Cross-sectional survey questionnaire, and
interviews. Official documents from the Central Statistics Agency (CSA), office of registrar and
Southwest Ethiopia People’s Regional Education Bureaus (SWEPREB) and TVET Burea (REB)

were used as secondary sources.
3.5 The study population

The research sites were selected by employing the purposive sampling technique based on the
levelsof TVET programs being commenced (i.e., from level | to level V). Thetarget populations
for this study were TVET students enrolled in level | through level V, trainers and educational
leaders in Bonga Polytechnic College, Mizan-Aman Polytechnic College, Mizan ATVET
College, and Tepi polytechnic College.

3.6 The study Sample and Sampling Techniques

This sub-section identifies the major demographic characteristics of the participants, which are
mainly associated with the research objectives such astheir age, gender, ethnicity, language and

religion.

Most of the times, representative participants identification from the accessible
population is questioned. Determining the sample size can be done in anumber of ways. From
his reviews, Dalachew (2019) determined afew approaches, including a census for small
populations, copying the sample size of related research, using existing tables, and employing

formulas to compute a sample size.
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The sample size of participants was calculated in the current study using Raykov and
Marcoulides, and Kline's formula. Raykov and Marcoulides (2006) suggested a minimum sample

size of at least 10 times the sum of the free model parameters.

One of the major challeneges in mediation studies using Structural Equation Modellling
isrequiring larger sample size (NIH, 2012). At the beginning, the researcher used the formula.
Subsequently, there are 29 observed variables (i.e., 19 parameters compute to student diversity
management; 3 parameters compute to student cross group interaction and 7 parameters compute
to applying cooperative learning) and 36 latent variables (i.e., 3 exogenous variable, student
diversity management; 1 mediating variable, student cross group interaction; 1 endogenous
variable, applying cooperative learning and 31 error terms; atotal of 63 parameters) which
means the current study requires atleast 10 x 65 = 650 samples. Then, the researcher employed
simple random sampling technique, particularly lottery method to select both participant trainers
and trainees.

Hence, based on Raykov and Marcoulides (2006) and Kline's (2005) recommendations,
the researcher determined that 10 x 65 = 650 participants would be the minimum and could be
currently employed. Finally, the researcher distributed 512 survey questionnaires to students
and 200 to teachers, expecting that all respondents would not fill them out correctly, would not
return them, or would not accept them at all. Of these, atotal of 639 (90%), i.e., 458 (89.45%)
and 181 (90.5%) questinnares, were correctly completed and returned from the trainees and
trainers, respectively (seetables 3.1 and 3.2).
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Table.3.1 Accessible Population, Sample Size and Return Rate of the Student Respondents

Name of the 8 Number of questionnairesreturned Gender Total | Return Rate
sampleTVET | 25 |58 [Leve 1 [Levelll [Level-lll |Leve-lV_|Levd-V | Male | Female Or accepted

BS | Es3 No [% [No[% [No [% [No [% [No [%

88 EE¥3

S35

Aman Poly 1,079 | 115 41 (425 |0 |0 7 72 |43 |43 |6 |62 |42 55 97 84.43
Technic College
Bonga Poly 834 167 49 (306 |8 |5 5 369 |25 |156 |19 | 119 |68 92 160 | 95.81
Technic College
Mizan ATVET 1,099 | 130 0 0 0 |0 38 [334 |76 |66.7 |- - 72 42 114 | 87.69
College
Tepi Poly 640 | 100 25 287 |0 |0 25 | 287 |30 |345 |7 |8 39 48 87 87
Technic College
Grand Total 3,652 | 512 115 8 129 174 33 221 237 458 | 89.45

There were no level one and level two batchesin severa colleges since the TVET colleges were closed down during the COVID-
19 pandemic. Table 3.1 further reveals that respondent trainees from TVET College were selected using the proportional stratified
sampling technique. In addition to this sampling method, 458 trainees were sel ected using a simple random sampling method to

participate in completing the questionnaire grounding on Raykov and Marcoulides (2006) proposition.
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The proportional stratified sampling technigque was employed to select respondent
trainers from each TVET College. Accordingly, applying the Raykov and Marcoulides (2006)
181 teachers were selected by using a simple random sampling method to take part in filling the
guestionnaire. Twenty educational officias (department heads) of TVETs were selected by using

a purposive sampling method.

Table.3.2 Accessible Population, Sample size and return rate of thetrainer respondents

Name of the sample TVET Accessible Number of Gender Total | Return

population | questionnaires | Male | Female Rate
distributed

Aman Poly Technic College | 102 60 43 11 54 90

Bonga Poly Technic College | 118 55 41 8 49 89.09

Mizan ATVET College 96 45 32 8 40 88.89

Tepi Poly Technic College 60 40 26 12 38 95

Grand Total 376 200 152 | 39 181 | 90.5

3.7 Data Collection Instruments and procedures

In this section, the types of data that were collected as well as the specific instruments and
sources that were used to collect those data were identified and described. For quantitative phase
of this study, it was also described the specific type of scale of measurement used in
guestionnaires.

Before the collection of data, the researcher performed the following significant procedures;

1) Theresearcher identified the types of dataimportant for the research purpose and for the
selected design;

2) Theresearcher determined the types of instruments used to collect the data and then

3) The researcher decided to locate the standardized tools and use self developed instruments.
Accordingly, to gather adequate data for this study, the researcher employed the following

two data collection instruments; namely, questionnaires and in-depth interviews. The
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researcher basically incorporated these instruments to encompass both quantitative and

qualitative data from the informants.
3.7.1 Questionnaire

In this research, two standardized questionnaires such as students’ diversity management
guestionnaire and Cooperative Learning Application Scale (CLAS) were adapted (modified),
and administered.

The students’ diversity management questionnaire is adapted from Hampton University
diversity management questionnaires (DMQ) and then contextualized in researcher’s variables
and settings. Accordingly, the guestionnaires encompassed three dimensions; namely, Ethno-
structural Diversity Management, Ethno-cultural Diversity Management and Ethno-categorical

Diversity Management items.

Regarding the type of scales used in the data collection on DMQ, the researcher
employed the Lickert scale type, particularly, the five point scales (Strongly agree, Agree, Un-
decided, Disagree and Strongly Disagree). As Brown (2010) indicated the Lickert scaleis
important for such reasons as it is easily understandabl e by the subjects, adequate information
can be gathered with consuming less time and economy, and the researcher can collect unbiased
information from the subjects that enable him to compare and analyze data. The same procedure
was employed for the second part of the questionnaire; Cooperative Learning Application Scale
(CLAYS).

The first session of teachers’” and students’ questionnaire presents the items of ethnic,
linguistic and cultural diversity management (Independent Variable) practicesin the South-West
Ethiopia People’s regional TVETSs.
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Table 3.3: Student Diversity management dimension

Student Diversity management dimension Number of items
A. Ethno-structural Diversity Management 5
B. Ethno-cultural Diversity Management 9
C. Ethno-categorical Diversity Management 5

Subsequently, the dimensions of the effectiveness of cooperative learning in higher
education is adapted and analyzed using the Cooperative Learning Application Scale (CLAS)
(Atxurra, Villardon-Gallego, and Calvete, 2015). As can be seen in the table below (table 3.4),
researchersin the field of the education and behavioral studies have employed various scales and
sub-scales to measure the effectiveness of the cooperative learning methodology in higher
education institutions. However, reviewing an ample of literatures and empirical studies (see
table 3.4 below) the majority of these tools have perceptible drawbacks and might not fit the
purpose of the present study. Consequently, for the present study Cooperative Learning
Application Scale (CLAS) was selected as a measuring scale for the following fundamental

reasons.

1. Itincorporates essential elements of the Cooperative Learning methodology.

N

It promotes the diversity of learning group as one of the major dimensions of the cooperative

learning.

3. It has been validated through confirmatory factor analyses of the theoretical model of the

construct.

»

The validity and reliability of the tool have been well evaluated by the researchers.
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Table 3.4: The effectiveness of toolsto measure the cooperative lear ning application in higher education

Tool to measurethe Authors Number of sub-scales Numb  Drawbacks of the tool to measurethe
effectiveness of cooperative (Developers) er of effectiveness of cooperative learning in higher
learning in higher education items  education
Classroom Life Instrument Johnson, Johnson, 4 (positive interdependence, assessment, tutoring, 59 -It did not include significant dimensions such
(CL1I) and Anderson heterogeneity) as group reflection, interaction, academic and
(1983) social skills
-It has been designed for a non-higher education
sample
Cooperation and competition  Johnson and 5 (positive interdependence, individual and group - It does not include important aspects
(Elements of Cooperative Johnson (1989) accountability, promotive interaction (face to face), such as assessment, or heterogeneity
Learning) interpersonal and small group skills, group processing)
Cooperative Learning Veenman, Benthum, 7 (Positive interdependence, individual responsibility, 23 It has been designed for assessment of the level
Observational Schedule Bootsma, Dieren, interaction, socia skills, group processing, workgroup of implementation of the AC to be carried out by
and Kemp (2002)  monitoring, and pupil engagement rates) an outside observer rather than the students.
Quality of Cooperative Hijzen, Boekaerts, 4 (two for interdependence and social skills, while the 29 It does not fit to the purpose of the present study
Learning (QCL) and Vedder (2006) other two are attitudes toward AC and quality of group because it does not recognize student diversity
cohesion)
Autoinforme de Interaccion Ibarra and 9 (Exploratory questions, cumulative reasoning, conflict It does not fit to the purpose of the present study
Grupa (AIG) Rodriguez (2007) management, group composition, because it does not recognize student diversity
task features, processes and procedures, individual and
group motivation, performance evaluation and general
conditions)
Cooperative Learning Scale EL -Deghaidy and One dimension 20 It lacks significant dimensions of cooperative
Nouby, (2008) in learning related with the theme
Kiper (2016)
Cuestionario de Andlisisdela  Garcia, Gonzdlez, 7 (Conception (idea) of group work, utility, planning of 49 Highlights group work attitudes and
Cooperacion en Educacion and Mérida(2012)  thegroup work by the teachers, criteriafor the group work organization, that is,
Superior (ACOES) organization of groups, group rules, internal procedures, they are not aimed at determining
and efficiency of group work) the conditions for cooperation
Cooperative Learning Bay and Cetin - - It does not include important aspects
Process Scale (CLPS) (2012) such as assessment, tutoring or heterogeneity
Cooperative Learning Atxurra, Villardon- 7 (Positive interdependence, interaction, social skills, 44 Chosen for the present study; recently studied

Application Scale (CLAS)

Gallego, and Calvete,
(2015)

group reflection, heterogeneity, assessment and Tutoring)

and accepted by scholarsin thefield of
education.
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The second part of the teachers’ and students’ questionnaires requests about the
effectiveness of the application of cooperative learning. The researcher employed the
Cooperative Learning Application Scale (CLAS) to analyze the CL dimensions, encompassing
44 items (the dependent variable (DV)), of the study.

Table 3.5: Subscales of Cooperative L earning Application Scale

Scale of CL dimension Number of items Item

1. Assessment 6 13,26,34,42,47,55

2. Heterogeneity 4 11,19,27,35

3. Socid skills 7 12, 17, 20, 28, 36, 43, 48

4. Interaction 4 21, 29, 37, 56

5. Positive interdependence 9 18, 22, 30, 44, 38, 48, 49, 51, 53
6. Group reflection 7 15, 23, 31, 39, 14, 16, 50

7. Tutoring 7 24, 32, 40, 46, 52, 54, 57

3.7.2 In-depth Interviews

In-depth interviews are often known to be semi-structured interviews because the researcher
retains some control over the predetermined questions but open-ended. The researcher devel oped
interview guides before conducting the interview sessions. During the conversational interview,
the participants are free to extrapol ate their feelings or take the interview in new but related
directions. But, it does not mean that the researcher is a blocked-in to elicit further information
(Given, 2008). The researcher selected the semi-structured interview as atool for data collection
for its following advantages. The Semi-structured interview is a qualitative interviewing where a
scheduleis prepared, but it is sufficiently open-ended to enable the contents to be re-ordered,
digressions and expansions made, new avenues to be included, and further probing to be
undertaken (Cohen, Manion, & Morrison, 2005).

In the semi-structured interview, initially the researcher described the major themes
(topics) of interview by anticipating probing questions associated with topic under investigation.
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Neverthel ess the following major themes were considered as a guideline, the probing questions
posed after the questionnaire is distributed and analyzed. The first guiding question for interview
was ‘how do students and teachers perceive about ethnic, linguistic and religious diversity at
Technical and Vocational Education and Training institutions of Southwest Ethiopia? The
second research question, “‘What are the major challenges and prospects of classroom diversity
and its management in applying cooperative learning?’ was examined by using in-depth
interviews. Questions which branch from the research questions were asked and analyzed during
in-depth interviews. The expected questions may include ‘how are the cooperative groups
organized? Are the groups made consider students ethnic, linguistic and religious diversity?
‘What strategies do teachers and other instructional leaders follow to effectively conduct
cooperative learning among diverse student groups? What are the aids and traits (challenges and

prospects) of diversity management approaches along with cooperative learning?).

As Marshal, Cardon, Poddar, and Fontent (2013) indicated most of the time the sample
sizein qualitative research is not justified because there are no well reputable guidelines to
enable the calculation of sample size apriori for qualitative study. However, Dworkin (2012)
suggests twenty five to thirty subjectsto take part in a qualitative study. Greater than thirty (30)
sample sizes for qualitative study istoo large (Boddy, 2016). Thus, the researcher selected

twenty people (five people from each research setting) for the interviews.

The interviews were carried out in free classrooms with five educational officials at each
research site from different zones with consideration of each participant’s spare time. The
interviews were conducted in Amharic language and scheduled for one hour to one and half an

hour with each participant.
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3.8 Pilot study

Mamaqvist, Hellberg, Molla, Rose and Shevlin (2019) suggest that the implementation of pilot
study is highly recommended for the main stage of the study irrespective of the type. Different
scholars and researchers determine the sample size for pilot study based on various techniques.
Sheatsey (1983), for instance, recommends 10 to 25 pilot sample sizes but Sudman (1983)
recommends 20 to 50 participants. However, Julious and Patterson (2004) method of using
confidence intervals for a given precision constructed around the anticipated value (.95 for the
present study) to set the sample size. But, the final pilot sample size decision was made by the
researcher based on available time and budget to carry out the pilot test. Accordingly, the
researcher decided to test the questionnaires of 32 instructors and 58 trainees from each group

for the survey study and 12 participants for qualitative phase of the study.

Prior to commencing the main study, the research instruments for this study were pilot
tested in Mizan Abysinya TVET College which is non-sample site in the main study (target
area and data collection process). Underlying the following reasons, pilot test is very important
phase of this study. Regarding the importance of the pilot study, many studies affirm that a pilot
test has the following significances (Igwenagu, 2016; Johnson and Christensen, 2004; Admassie,
2017; Dibaba, 2017). In the present study, it has helped the researcher to;

1) Amend aresearch proposal and modify methodology for the main study.

2) Test the adequacy, amend and devel op research instruments to be used in the main study.
3) Collect preliminary data and find out the difficulties and limitations of the instrumentation.
4) Determinethe reliability and validity of the instruments, and feasibility of the main study.

5) Determine what resources (finance, partakers in the research and assistant researchers) are
needed for a planned study.

6) ldentify logistical problems which may occur using the proposed methods; and to estimate
the cost of the main study.

Thus, pilot testing the instrumentations is one of the essential stages of the present study.
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Validity and Reliability

This section presents the procedures to be used to determine the validity and reliability of the
data and to examine its appropriateness to the proposed methodology. Triangulation was

employed to cross check the trustworthiness of the data by using different research methods.
Validity

Gay, Millsand Airasian (2012) indicated that validity isaquality of datathat establishesthe
trustworthiness of research by addressing the credibility, transferability, dependability, and
confirmability of their studies and findings. It has also to do with whether the data are, in fact,
what they are believed or claimed to be. In other words, it describes whether instruments actually
measured what the researcher intended to measure or not based on the focus of the research.
Mertler and Charles (2005) indicate that validity of both qualitative and quantitative research can
be established by experts’ external criticism.

In the quantitative phase of the study, validated instruments borrowed from authorized
ingtitutions (Hampton University, Gertrude, 1986) and authors of the instruments (Atxurra,
Villardon-Gallego. & Calvete, 2015) was cited accordingly and included in the dissertation
appendices. Thus, in this study, the validity stands for a degree to which the study was accurately
reflect the relationship between cooperative learning and students’ diversity management as itis
described in the study focus. It is hardly possible to fully control the risk of validity. Although
thereis no a single research method that ensure the validity of a study, various researchers
employ different ways to mitigate the problem. Some of these ways include staying long time
with participants, frequent observations, triangulation, elucidation of unsure findings with
participants and audio-taping and verbatim recording of interviews, and repeated instrument
testing (Dalachew, 2019; Dibaba, 2017; Admassie, 2017; Maxwell, 1996). Different authors
suggest long term observation, peer examination, establishing consistency and repeatability of
data collection through different instruments, member checks, checking the consistency,
establish an audit trail, practicing triangulation and reflexivity as strategies to facilitate the
trustworthiness and dependability of the research findings (Guba, 1981; Gay, et a. 2012;
Creswell, 2012).
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Validity in quantitative resear ch phase

In the quantitative research phase, validated instruments borrowed from different sources were
adapted and piloted, justified and identified how they were modified.

Validity in qualitative research phase

Testing validity and reliability have traditionally been attached to the quantitative research
methods. However, most qualitative researchers argue that both quantitative and qualitative
research should consider the following strategies to maximize the validity. According to
Creswell (2003) the Validation of the qualitative results incorporates four basic strategies to be
employed to determine the trustworthiness and dependability of the information and matches the
reality in place. These are (1) triangulation — crosschecking the information from interviews and
field notes; (2) member checking — asking the participants to comment on the accuracy of the
identified categories and themes; (3) providing adequate description to discuss the results; and
(4) external audit — asking a person outside the research to conduct an in-depth review and
provide feedback.

In addition to the above descriptions, Johnson and Christensen (2004) recommend to
researchers to conduct extended fieldwork, low inference descriptors, triangulations, participant
feedback, peer review, external audit, and reflexivity. More importantly, through the interpretive
validity that is the degree to which the research participants’ viewpoints, feelings, thoughts,
intentions, and experiences were accurately understood by the qualitative research and portrayed

in the research report.

Maxwell (1996) indicated that the measure of validity of the qualitative instrumentsis a
degree to which the results of the study are transferable to the population. The validity of the
gualitative instruments establishes the credibility and trustworthiness of data collected by
enhancing strong association between empirical materials (data) and the real practice on the
ground. Although there is no research method that gives assurance to the validity of aqualitative
research, the researcher performed it through the collection of multiple data set (i.e., adequate
interview transcripts); 2) Minimizing the researcher’s biases during qualitative anaysis of the

verbatim of the participants and researcher’s insights and reflections. Accordingly, the
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trustworthiness of the qualitative findings were maintained via maximizing the degree of
reflexivity by using low inference descriptors (i.e., minimizing the degree of judgmental
conclusion; hast generalization based on a small number of transcripts) and by increasing the
number of verbatim or direct quotations in data presentation and analysis); 3) the researcher gave

qualitative instruments to the reviewers for criticism and feedback.

For that reason, the feedback for modification was received from educational researchers,
postgraduate colleagues (PhD candidates in the department of Educational Policy and Leadership
at Addis Ababa University) and pilot interviewees. The qualitative research validity is usually
understood as the strong connection between the research findings and the concrete reality on the

ground.
Reliability

Reliability is the degree to which study data consistently measures whatever it measures.
Although the term reliability is usually used to refer to instruments in quantitative research; the

researcher also considers the reliability in qualitative research (Gay, et a, 2012).
Reliability in quantitative resear ch phase

This section describes and defends the procedures used to determine the reliability of the data
collected. Reliability is the extent to which measuring scales and procedures of student diversity
management and Cooperative Learning Application Scales (CLAS) are consistent and yield the
matching result within factors and variables. In this sub-section the researcher explained specific
approaches on how reliability addressed for quantitative and qualitative data collection

approaches.
Reliability of Student Diversity Management questionnaire

Although there is no formulathat absolutely guarantees the reliability of standardized
instruments, on the basis of references to works of Boot, Colomb and Joseph (2003), the
researcher used Hampton University student diversity management questionnaire by adapting it
to the research setting. The researcher performs this by considering two justifications. These are,

1) the questionnaires satisfy the following characteristics; the sourceis published by a reputable
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press (The Hampton University press); the publisher uses peer reviews for everything it
publishes; the author is areputable scholar and it is an up to date source. 2) The researcher

checked the reliability of the modified instrument during the pilot study.

Table 3.6 Reliability of Student Diversity Management

Independent Variables Number of Items Reliability ( Cronbach’'s Alpha)
1. Ethno-Structural Diversity Management 5 .945
2. Ethno-Cultural Diversity Management 9 .964
3. Ethno-categorical Diversity Management 5 .949

Reliability of Cooperative L earning Application Scale (CLAS) questionnaire

The Cooperative Learning Application Scale (CLAS); developed by Atxurra, Villardon-Gallego,
& Calvete, (2015) comprises seven dimensions (Positive interdependence, interaction, social
skills, group reflection, heterogeneity, assessment and tutoring) and 44 (forty four) items. The
scaleis prepared in the 5 Point Likert type and the items are graded from 1 to 5 as follows:
“Strongly disagree”, “Disagree”, “Undecided”, “Agree”, “Strongly Agree”. CLAS has been used
in many recent educational research, doctoral dissertations and master‘s theses around the world
(Warner-Soderholm and Kriger, 2014; Birhanu, 2019; Ordu, 2015). This instrument fits well into
the purpose of this study because of the major reasons mentioned in the questionnaire session.

According to the research by Atxurra, Villardon-Gallego, and Calvete (2015) aimed to develop
and validate an instrument to measure the degree of application of CL in Higher Education in
diverse student group situations, on the basis of the essential theoretical elements of CL has
affirmed the instrument (CLAYS) is both valid and reliable during the authors’ analysis but it was

also piloted after adapting the tools for the present research purpose as follows.
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Table 3.7 Therédiability analysis of items of the cooper ative lear ning sub-scales

Dependent Variable Number of Items Reliability ( Cronbach's Alpha)
(Cooperative L earning scales)

1. Assessment 6 .966

2. Heterogeneity 4 .950

3. Socid Skills 8 979

4. Interaction 4 .968

5. Positive Interdependence 7 .970

6. Group Reflection 7 .979

7. Tutoring 8 .981

In the above table, the result of Cronbach’s alpha for all the cooperative learning
dimensionsis greater than .9. Thisindicates that the items for application of cooperative learning
are highly correlated. Although the alphavalue is affected with the number of items, the results
also depict theitems were constructed in more related way.

Reliability in qualitative research phase

In this study, in the qualitative phase, the researcher examined the results of the investigation by
considering whether the data were collected consistently when using the same techniques over
time. In other words, reliability of qualitative instruments session presented and tested the

consistency and repeatability of data collection through in-depth interviews.

In general, Subsequent to the pilot study seven items from diversity management survey
and nine items from perceptions statements were deleted and aditional minor modifications have

been conducted on adapted questionnaires.



3.9 Ethical considerations and informed consent

Ethicsis an important factor to successfully accomplish an investigation on diversity
management and cooperative learning. Data collection for this study was ethical and respected
individuals and research sites. The researcher obtained permission before starting data collection.
Getting the informed consent from the participants and research sites, and employing an ethical
practice was performed through clarification of the purpose of the study. During data collection,
the researcher protected the privacy and confidentiality of informants who participated in the
study. Since the diversity issueis socially and politically sensitive, protecting the anonymity of
individuals by assigning codes to returned instruments and keeping participants’ identity
confidentially offers privacy to them. For the ethical reason, the researcher also protected the
well being of key informants in the research report. Moreover, it was the right of the informants
to withdraw at any stage or not to compl ete particular items in the questionnaire and interviews
(Creswell, 2012).

American Psychological Association (APA, 2010) recommends us to maintain the
following five principles. These are the principle of respect for people’s rights and dignity, the
principle of fidelity and responsibility, the principle of integrity, the principle of justice, and the
principle of beneficence and nonmaleficence. In the current study, the researcher, as much as
possible, maintained each of these principles. The principle of beneficence and nonmaleficence
suggests that researchers have to take care about whom they are working and interacting with
and minimize or avoid the harm against subjects. The principle of fidelity and responsibility
encourages the relationships which researchers should establish trust with those they work
together. Researchers are concerned about the ethical compliance of their colleagues’ academic
and professional conduct and they strive to contribute a portion of their professional time for

little or no compensation or personal advantage.

The principle of integrity promotes accuracy, honesty, and truthfulness in the science,
teaching, and practice of research. When deception of participantsis ethically reasonable to
maximize benefits and minimize harm, researchers have a serious obligation to consider the need

for, the possible consequences of, and their responsibility to correct any resulting mistrust or
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other harmful influences that arise from the use of such techniques. Even though this study is
educational investigation, the researcher needsto plainly explain the purpose of the study. The
principle of justice enhances the fairness and justice of equal access and services being resulted
from the research to all concerned persons. The principle of respect for people’s rights and
dignity describes the responsibility of researchers to respect the dignity and wellbeing of all
people, and the rights of individuals to privacy, confidentiality, and self-determination. This
principle also suggests mitigating the researcher’s biases based on ethnic identity, gender,
socioeconomic status, religion, national identity and experiences (Gay, et al, 2012).

During the second, qualitative, phase of this study, the researcher seeks an in-depth
description of different phenomenain diverse group learning and its management. Subsequently,
informants may be asked to personality or identity sensitive issues of their life experiences over a
period of time. Thus, during the qualitative data collection process, the researcher requires a
sufficient level of trust based on ahigh level of participant disclosure. This discussion advances
some ethical issues to be anticipated when conducting a qualitative investigation. Thus, the
researcher attempts to identify the guidelines for ethical considerations and state the purpose of
the study, the roles of research team, being respectful of the research site, reciprocity, using
ethical interview practices, maintaining confidentiality, and collaborating with participants
(Creswell, 2012). The researchers aso, as much as possible, respect the indigenous culture of the
informants (Lincoln, 2009).

3.10 Data analysis procedures

The following major procedures were employed in data analysis processes by using mixed-
methods sequential explanatory design are the following.

Procedure 1. Quantitative data analysis

The aim of quantitative phase is to determine the strength and direction of the correlation
between the diversity management and cooperative learning. This procedure of data analysis

incorporates factor analysis and Regression analysis by using SPSS V.22.
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Generdly, the quantitative part of this study satisfy the following assumptions.
According to Neuman (2007) the following major assumptions enhance the trustworthiness of
the results of this study that the inferential statisticsrelies on.

1. The sample population stands for or represents the population and it allows the researcher to
infer the results to the general population.

2. Thedistribution of datais normal.

3. The samples with greater homogeneity had a smaller sasmpling error and narrower confidence
intervals.

Quantitative and qualitative data analysis in this study was sequentially be employed by
giving priority to quantitative data. Priority was given to the quantitative approach because the
guantitative data collection overweighs and comes first in the sequence, and it represents the
major aspect of the mixed-methods data collection process. The goal of the qualitative phase was
to explore the subjective phenomena of the research settings and interpret the statistical results
obtained in thefirst, quantitative phase (Ivankova, Creswell, and Stick, 2006).

The aim of quantitative phase is to determine the strength and direction of the correlation
between the diversity management and cooperative learning. This procedure of data anaysis

incorporates factor analysis and Regression analysis by using SPSS V.22

The researcher employed the Pearson Product Moment Correlation to measure the
magnitude and determine the direction of the relationships. | used the Pearson Product Moment
Correlation out of different correlation models because the data to be used are jointly normally
distributed (data that follow a biviriate normal distribution). The normality of the data was
analyzed by using Shapiro-Wilk Test. There are three sub-procedures to perform quantitative

anaysis.
Procedure 1.1 Deter mining scales of measurement

If there were no successful measurements, this research would have ended with poor quantitative
results or GIGO (i.e., the principle of garbage-in garbage-out works, here). This sub-level of data
anaysisin this study is the step in which the researcher determined the types of measurement

scales to be used which were later determined the type of statistical analysis. Consequently, in
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this study the nominal scales and interval scales of measurement were used (Creswell, 2012).
The participants’ demographic characteristics such as gender, department, ethnicity, language,
class of study (year) and religion are nominal (categorical) variables. These variables
(categorical, nominal) are qualitative variables, but they were represented by different numbers
or letters during data analysis. The rating scales used in Cooperative Learning Application Scales
(CLAS) and students’ Diversity Management (DM) are interval variables because they have no
true zero point. For example, if one informant rates ‘2’ for a certain item and another informant
rates ‘4’ for the same item, it does not mean that the later informant has as twice larger attitude
asthe former one (Gay, et a, 2012).

Procedure 1.2 Regression Analysis procedure

Regression analysisis a set of statistical procedures used to explain and/or predict the values of a
dependent variable based on the values of one or more independent variables (Gay, et a, 2012).
In this study, both simple regression and multiple regression analysis were employed. Simple
regression was employed by using one dependent variable (Cooperative Learning) and one
independent variable (Each DM dimension). Although | did not manually calculate the
regression equation, the following formula represents the equation formulain SPSS V.22 data

analysis process.
Y=a+bX
Where, Y isthe predicted value of Cooperative Learning
aistheY-intercept
b isthe regression coefficient or slope, and
X isan independent variable (ESTDM, ECULDM or ECATDM separately).

Here the regression coefficient portrayed the predicted change in ‘Cooperative Learning, (YY)’
given a one unit change in ‘ESTDM, ECULDM or ECATDM independently (X)’.

While measuring three independent variables (ESTDM, ECULDM and ECATDM), the
more likely the researcher isto predict its associations to the dependent variable. Multivariate
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statistical analyses inform us how much of the variance was observed in the dependent variable
is attributed to and by the independent variables (Johnson and Christensen, 2004; Gay, et d,
2012). However, in this study, there is no an assumption (or an alternative hypothesis) that
suggest there is ateacher who manage students’ ethnic, linguistic and religious diversity
separately turn by turn because a TVET teacher never plan to manage ethnic diversity separate

from linguistic and religious diversity and vice versa.

Multiple regression combines variables that are known individually (Ethno-structural
Diversity Management (ESDM), Ethno-cultural Diversity Management (ECULDM) and Ethno-
categorical Diversity Management (ECATDM)) to predict the criterion variable (cooperative
learning) into a prediction equation. The multiple regression equation calculated by the statistical
program, SPSS V.22 for three dependent variables and cooperative learning (dependent variable)

was the following:
Y=a+ bl (ESTDM) + b2 (ECULDM) + b3 (ECATDM)

According to various studies (Datta, 1994; Heba and Nouby, 2008; Schober, Boer and
Schwarte, 2018 and Ivankova, Creswell, and Stick, 2006), the cutoff points have arbitrary and
inconsistently been used judiciously. For example, a correlation coefficient of 0.65 could either
be interpreted as a “good” or “moderate” correlation, depending on the applied rule of thumb. It
is also quite unpredictable to claim that a correlation coefficient of 0.39 represents a “weak”
association, whereas 0.40 is a “moderate” association. The following table (Table 3.9) portrays
the cutoff points to measure the magnitude of the relationships between two variables.
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Table 3.8 Cutoff pointsfor interpreting a Pearson Product Moment Correlation

Coefficient
Absolute Magnitude of the Interpretation
observed correl ation coefficient
.02-.35 Thereisonly adlight relationship.
.35-.65 It isuseful for limited prediction.
.66 —-.85 Good prediction can result from one variable to the other.
.86 and above: Typically achieved for studies of construct validity or test—

retest reliability. Testing the significance level isimportant.

Source: Creswell, W. J. (2012). Educational research: planning, conducting, and evaluating

guantitative and qualitative research (4th Ed. ). University of Nebraska-Lincoln.

For the purpose of this study, the researcher employed the cut points by synthesizing the
works of Creswell (2012) and Schober, Boer and Schwarte’s (2018) correlation measures for
the reason why they have employed 95% level of confidence for testing and so does the present
research pursuit. Accordingly, the calculated r = 0.95 in the above table (table 3.6) isavery
strong correlation during the validation test. Rather than using oversimplified rules, the
researcher suggests that a specific coefficient should be interpreted as a measure of the strength
of the relationship in the context of the posed scientific questions. The researcher needs to
consider that the range of the assessed values should be considered in the interpretation, as a
wider range of values tends to show a higher correlation than a smaller range. The observed
correlation may also not necessarily be a good estimate for the population correlation coefficient,
because samples are inevitably affected by chance. Therefore, the observed coefficient hereis
accompanied by the 95% confidence interval, which provides the range of reasonable values of
the coefficient in the population from which the data were sampled (Schober, Boer, and
Schwarte, 2018).

Procedure 1.3 Deter mining the direct and indirect effects student cross group interaction

In this phase of the research, the researcher was able to pinpoint the mediating effects of the

student cross-group interaction between cooperative learning and student diversity management.
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Procedure 2. Connecting Quantitative and qualitative phases

The researcher then analyzed the qualitative data to help explain how and why certain externa
and internal factorstested in the first phase, were significant or not significant predictors of
cooperative learning. Thus, the quantitative data and statistical results provided a generd
understanding of what internal and external factors contribute to cooperative learning. The
gualitative data and its analysis secured the needed explanation as to why certain factors

significantly or not significantly affect the participants’ persistence.
Procedure 3. Qualitative data analysis

The qualitative analysis phase of this study was carried out by using narrative analysis method.
This stage of the study was conducted by pursueing the following procedures.

Descriptive details in researcher’s field notes and direct quotes from the participants
during informal conversations were presented as qualitative data. Next to each descriptive note,
the researcher incorporated his own reflections, insights and interpretations separate from the
descriptions and verbatim. The following paragraphs details specific procedures of qualitative
dataanaysis.

Data collected from teachers and educational leaders through semi-structured interviews
were anayzed by carrying out the following procedures. The interview records of each informant
(interviewee) were transcribed into textual data. Since the interview records were carried out in
Amharic language, it was directly translated into English during transcription; the entire
transcripts of al interviewees were documented. The researcher repeatedly read the textual data
and check; 1, if the emerging issues raised by informants are associated with theme or not; 2, if
the interview transcripts are credible and plausible in line with real context or not; and 3, what is
absent from the data. Subsequently, the researcher carefully read the transcripts of semi-
structured interviews at least three times.

Next to trandation, transcription and reading the verbatim, the researcher performed
initial coding; code the themes and sub themes, and prearrange pseudonym for the participants.
Giving pseudonym for participants is necessitated to protect confidentiality and well being of the
participants; only the researcher knew the correct names, department, and educational attainment

of the participants specifically for the purpose of this study. Regardless of the probing questions,
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the researcher coded the interview questions and their responses as sub-themes. The researcher
coded the subthemes for numerous reasons in this research. One of the reasonsis the interview
transcripts expected to incorporate large volume of data from the participants. Thus, from the
continuous description of participants for interview questions, the researcher phrased the
responses of each participant by highlighting using different colors and categorized each phrase
under the code for sub-theme. Accordingly, the researcher took the phrases of description of each
informant to each sub-theme. For this purpose, the pseudonyms were prearranged for participants
and codes were given to sub-themes (responses to interview questions).

After commencing coding processes, the coded copies of the transcribed interviews were
taken apart to be categorized under each theme. And then the researcher |abeled varieties of
categories that are relevant to the research questions under each topic.
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CHAPTER FOUR
4. DATA PRESENTATION, ANALYSISAND DISCUSSION OF THE RESULTS

This chapter presents data presentation, analysis and interpretations of the results. The
first sub-section of this chapter comprises of data presentation and analysis of the quantitative
data. The second sub-section incorporates the presentation and interpretation of quantitative data.
The third sub-section of the chapter presents the interpretation of the integrated results.

4.1. Demographic Characteristics of Respondents

As part of the questionnaire, demographic characteristics were gathered to determine the
representativeness of the samplesto the total population and the degree of the heterogeneity of
the respondents. Accordingly, the background information about trainees’ gender, age, TVET
Level and ethnic background was collected and analyzed. By the same token, the gender, work
experience, educational qualification and academic rank of the trainer respondents were also

collected and analyzed.
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Table.4.1 Demographic information of thetrainee participants

Frequency Per cent

Sample Poly Technical Aman Poly Technic College 97 21.2
College Bonga Poly Technic College 160 34.9
Mizan ATVET 114 24.9

Teppi Poly Technic College 87 19.0

Gender Male 221 48.3
Female 237 51.7

Age 18- 21 307 67.0
22-25 124 271

Over 25 27 59

TVET Leve Level | 117 255
Level I 12 2.6

Level 11 123 26.9

Level IV 174 38.0

Leve V 32 7.0

Students' ethnic background Kaffecho 201 43.9
Bench 56 12.2

Shekacho 12 2.6

Dawuro 12 2.6

Yem 4 9

Konta 3 Ve

Mezhengir 3 v

Suri 2 4

Mi’enit 4 9

Other 163 35.5

Students residential Rurd 207 45.2
background Suburban 115 25.1
Urban 136 29.7

As can be seen in the above table (4.1) atotal of 458 trainees took part in the study (i.e, Aman
Poly Technic College (97, 21.2%), Bonga Poly Technic College (160, 34.9%), Mizan ATVET
(114, 24.9%), and Teppi Poly Technic College (87, 19.0%)). The student respondets were almost
equal number of females (237, 51.7%) and males (221, 48.3%). The majority (307, 67.0%) of
student respondents were between the age of 18-21. The majority participants were also sel ected

from Kaffecho ethnic groups (201, 43.9%) and came from the rural areas of the region (207,

45.2%).
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Table.4.2 Trainees’ group interaction

Item Very often  Often Rarely Never
No % No % No % No %
1. The frequency of interaction that 183 400 118 258 148 323 9 2.0
students' have with other ethnic
groups in the TVET colleges.
2.The frequency of interaction that 151 330 147 321 138 301 22 4.8
students have with other religious
groupsinthe TVET colleges
3.Applicable settings (situations) in which students interact with other ethnic groups
Classmates 256 55.9
Dating field experiences 16 35
Roommate student 34 74
Neighborhood group organizations 32 7.0
Hometown 21 4.6
Church /Mosgue 32 7.0
Group work 27 5.9
Other places 40 8.7

Datain the above table (4.2) portray that most students experience crossethnic and cross-

cultural interactions within institutional settings. More than half of the trainee respondets interact

with diverse group being classroommates.

Table 4.3 Demographic characteristics of the trainer respondents by work experience,

gender, educational qualification and academic rank

[tem Category Frequency Percent
Gender Male 142 78.5
Female 39 21.5

Work Experience 10 years and above 56 30.9
5-9 years 91 50.3

1-5years 34 18.8

Educational Qualification MA/MSc and above 7 3.9
BA/BSc 170 93.9

Diploma 4 2.2

Academic Rank Rank A 29 16.0
Rank B 140 77.3

Rank C 12 6.6

Total 181 100.0

Source: Field survey
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The trainers’ sample about three fourth (142, 78.5%) was male. The average work
experience of trainers was between 5-9 years (50%). Nearly all (94%) of the sample trainers was
BA/BSc holder.

Per ceptions on ethno-structural, ethno-cultural and ethno-categorical student diversity
Resear ch Question 1.

1. What are trainees and trainers perceptions on ethno-structural, ethno-cultural and ethno-
categorical diversity in Technical and Vocational Education and Training colleges
(TVETS) of Southwest Ethiopia People’s Region?

4.2 Checking Descriptive Statistics

As can be seen in the following table (4.4), the researcher checked the Individual-Group

Statistics Section first to determineif the Count and the M ean are reasonabl e.

Table 4.4: Group Statistics of participants perceptions on students’ diversity
management in the application of cooperative learning

Respondents N Mean Std.De Std. Error
viation Mean

Perceptions on students' ethno- Trainees 458 3765  .71422 .03337
structural diversity management Trainers 181 3.615 .82577 .06138
Perceptions on students' ethno- Trainees 458 3.803  .75695 .03537
cultural diversity management Trainers 181 3166  .88915 .06609
Perceptions on students' ethno- Trainees 458 3.784  .73625 .03440
categorical diversity management Trainers 181 3761 .77125 .05733

With regard to the perceptions of trainees and trainers on students' ethno- structural diversity
management in the application of cooperative learning, the above table (4.4) portrays that the
majority of both sample groups rated positive and agreed that thereis a good practice of students
ethno- structural diversity management in the diverse classrooms (Mean rainees) = 3.765, SD
(trainees) =-71422; MeaN (inery = 3.615, SD (ciners) = .82577).
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Another statistical tool used in the above table (4.4) is the standard error of
measurement to state the reliability. The standard error of measurement is an estimate of how
often one can expect errors of a given size in an individual’s rating score. In this variable
(perceptions on ethno-structural diversity management), both sample groups have low standard
error of measurements (Std. Error Mean (yrainees) = .03337, Std. Error Mean (grainers) = .06138).
Hence, asmall standard error of measurement indicates high reliability of theitems was

supported.

A look into the above table (4.4) also tells us trainees rated more positive to the items of
perceptions on managing ethno-cultural diversity practicesin their institutions to put cooperative
learning in to place (Mean (yrainees) = 3.803, SD = .75695) than trainers (Mean (yaners) = 3. 166,
SD(irainersy = .88915). However, the perceptions of the majority of the two group respondents
towards the items of students’ ethno-categorical diversity management were positive and
relatively closer to each other. Thus, smaller participants’ standard error of measurement showed
the higher reliability.

Hypothesis Testing

Ho: Thereisno asitatistically significant perception difference between trainees and trainers on

students' ethno- structural diversity management in TVETSs of Southwest Ethiopia.
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Table 4.5 Independent Samples Test for Perceptions on students ethno- structural

Diver sity management

Levene's Test t-test for Equality of Means
for Equality
af Variances
Mean 5D F o Sig ! df  Sig. (2- Mean Std. 95% Confidence
tailed)  Differen  Error  Interval of the
ce Differen  Difference
ce Lower  Upper
Equal variances 3396 066 229 637 022 15029 06362 02143 27915
assumed
Egqual variances 215 22107 032 15029 06987 01279 28774
not assumed

Gl 3765 71422
G2 3615 82577

An independent samples t- test was computed to compare the Perceptions on students' ethno
structural diversity management for trainees and trainers. There were statistically significant
differences between the two groups of respondents since the alphavalue is less than 0.05,

0<.05(t (637) = 2.290, P = .022) in the scores for mean score of trainees (M = 3.7651, SD =
.71422) and trainers (M = 3.6148, SD =.82577). Thisis because the result is considered
statistically significant if the p-value from thet test isless than 0.05. On the other hand, the result
isnot statistically significant if the p-value is greater than 0.05. The magnitude of differencesin
the means (mean difference = .15029, 95% CL.: .02143 to .27915) was greater than zero. Hence,

null hypothesiswas not supported.

Ho: Thereisno asitatistically significant perception difference between trainees and trainers on
Students' ethno- cultural diversity management.
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Table 4.6 Independent Samples Test for Perceptions on students ethno-cultural diversity

management
Levene's Test t-test for Equality of Means
for Equality of
Variances
Mean 5D F Sig t df  Sig (2- Mean Std. 95% Confidence
tailed)  Difference Eror Interval of the
Differen  Difference
ce Lower  Upper
Equal variances  8.004 005 9109 637 000 63702 06993 49969 T7433
assumed
Equal variances 8498 288553 000 63702 074495 48948 78436
not assumed

Gl 3803 73695
G2 3166 88915

G1: Trainees

G2: Trainers

An independent samples t- test was computed to compare the Perceptions of trainees and
trainers on the ethnostructural diversity management for the application of cooperative learning.
There were statistically significant differences between the two groups of respondents since the
alpha value is less than 0.05, 0<.05 (t (637) = 8.498, P = .000) in the scores for mean score of
trainees (M = 3.803, SD =.75695) and trainers (M = 3.166, SD =.88915). The magnitude of
differences in the means of tranees and trainers (mean difference = .63702, 95% CL: .48948 to

.78456) was statistically significant. Hence, Hois rejected because Hp>0, and H, was supported.

Ho: Thereisno asitatistically significant perception difference between trainees and trainers on
Students' ethno- categorical diversity management.

99



Table 4.7 Independent Samples Test for Perceptionson students ethno-categorical

diversity management

Levene's Test t-test for Equality of Means
for Equality of
Variances

Mean 5D F Sig i df  Sig.(2- Memn Std. 95% Confidence
tailed)  Difference Error Interval of the
Differen  Difference

ce Lower  Lpper
Egual variances 2523 113 349 637 27 02289 06552 -10578 151356
assumed
Egual variances 342 31681 732 02289 06686 -10865 15443
not assumed

Gl 3784 73625

< 3761 7125

G1: Trainees
G2: Trainers

An independent samples t- test was computed to compare the Perceptions of trainees and
trainers on students' ethno structural diversity management. There were no statistically
significant differences between the two groups of respondents since the alpha valueis greater
than 0.05, a >.05 (t (637) = .349, P =.727) in the scores for mean score of trainees (M = 3.784,
SD =.73625) and trainers (M = 3.761, SD =.77125). The magnitude of differencesin the means
(mean difference = .02289, 95% CL.: -.10578 to .15156) was very small. Hence, Howas retained
until it finds more appropriate data.

This does not imply that the researcher believes the null hypothesisto be true; rather, it
just indicates that there isn't enough data at this time to reject it. The researcher does not use the
phrase "accept the null hypothesis,” but he also does not proceed in rejecting the null hypothesis
instead of retain it. Price, Jhangiani, Chiang, Leighton, and Cuttler (2017) outline what should be
done by the researchers in the event that the null hypothesis cannot be rejected. Hy is not

rejected but it is retained until it finds more appropriate data.
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The relationship between diversity management and cooper ative lear ning
Resear ch Question 2.

2. Isthere astatistically significant relationship between diversity management and
cooperative learning? To what extent is the student diversity management related to the

cooperative learning?

Assumptions
Checking the following basic assumptions of multiple regression isinevitable to employ the

multiple linear regression for data analysis processes.

The researcher decided to choose to analyze the data using multiple regressions because
the data has met the following basi ¢ assumptions that are required for running multiple
regressions to give valid results.

Assumption #1: The dependent variable, cooperative learning, is measured on a continuous
Scale (i.e., itisaninterval variable).
Assumption #2: The research has three independent variables, which are interval variables.

Assumption #3: The relationship between (a) each independent variable (Ethnostructural
Diversity Management, Ethnocultural Diversity Management and
Ethnocategorical Diversity Management) and the dependent variable
(cooperative Learning), and (b) the independent variables and the dependent

variable collectively islinear.

Assumption #4: Thereis no multicollinearity in the data
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Table4.8: The multicollinearity test (relationship between the independent variables)

Correlations

Ethnostructural Ethnocultural | Ethnocategori
Diversity Diversity ca Diversity
M anagement M anagement M anagement
Ethnostructural Pearson 645" 577"
Diversity Management Correlation
Sig. (2-tailed) .000 .000
N 639 639 639
Ethnocultural Diversity | Pearson 645 651"
Management Correlation
Sig. (2-tailed) .000 .000
N 639 639 639
Ethnocategorical Pearson 577" 651"
Diversity Management Correlation
Sig. (2-tailed) .000 .000
N 639 639 639

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

The multicollinearity statistics measures whether there is a strong relationship between

the independent variables. If the correlation coefficient is greater than 0.85 (>0.85), the

researcher conclude that there is the problem of multicollinerity. Any pair of variables with a

correlations higher than r = .85 signifies potential problems (Kline, 2005). In such cases, one of

the two variables should be excluded from further analysis. However, the correlation coefficients
.645, .577 and .651 depict there is no multicollinearity. Moreover, VIF 1.846, 2.137 and 1.871
are less than 10 and the tolerance .542, .468 and .534 are greater than .1 (10%) shows that there

is no multicollinearity problem.
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Table 4.9 Regression coefficients

Coefficients”
Model Unstandardized Standardized t Sig. Collinearity
Coefficients Coefficients Statistics
Std. Error  Beta Tolerance  VIF
(Constant) 325 104 12.768 000

Ethno structural Diversity — .242 .030 .300 .062 000 542 .846
Management

Ethno cultural Diversity .168 .032 210 5.232 000 468 137
Management

Ethno categorical 258 .030 .326 8.698 000 534 871

Diversity Management

a. Dependent Variable: Cooperative Learning

Based on the nonstandard coefficients the researcher obtains the regression equation:

Y =.325 + .242x1 + .168X, +.258X3

Where x1= students’ ethno structural diversity management, X, = students’ ethno cultural

diversity management, X3 = students’ ethno categorical diversity management

Assumption # 5 The variance of the residualsis constant (Test for homoscedasticity)

Homoscedasticity is the assumption that the variation in the residuals or the amount of

error in the model is similar at each point across the model. In other words, the spread of the

residualsisfairly constant at each point of the predictor variables or across the linear model.

Assumption # 6 The values of residuals are normally distributed

This assumption was tested by looking at the P-P plot for the model. The closer the dots

lie to the diagonal line, the closer to normal the residuals are distributed.

The following P-P plot of regression standardized residual shows that the residuals are

normally distributed.
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Mormal P-P Plot of Regression Standardized Residual

Dependent Variable: Cooperative Learning

Expected Cum Prob

00— T T T T
0.0 .2 0.4 0.a (=] 1.0

Observed Cum Prob
Fig. 4.1 P-P plot of regression standardized residual
Assumption #7: There are no influential cases biasing the model

There are no significant outliers, high leverage points or highly influential points.
Outliers, and influential points are different terms used to represent observations in our data set
that are in some way unusua when the researchers wish to perform a multiple regression
analysis. Therefore, the researcher thoroughly checked the absence of the outlier in the data view
both manually and SPSS search technique.

4.3 Regression Analysis

A simple linear regression was cal cul ated to the dependent variable cooperative learning was
regressed on predicting variable students’ diversity management to test the null hypothesis ‘there
is no a statistically significant relationship between students’ diversity management and
cooperative learning. The model was found to be good because all predictors are significantly

related to the outcome.
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Table 4.10 Correlation between diversity management and cooper ative learning

Hypothesis Sum of squares Beta R? F P- Null
coefficient vaue Hypothesis
Hol: Thereisno statistically ~ Regression  106.251 0.623 0.388 404.675 0.00° Rejected

significant relationship Residual 167.249
between ESTDM and '

CL.
Ho2: Thereisno dtatistically  Regression  103.524 0.615 0.379 387.968 0.00° Rejected

significant relationship  Residual 169.975
between ECULDM and

CL.
Ho3: Thereisno statistically  Regression  110.446 0.635 0.404 431.476 .00c Rejected
significant relationship  Residual 163.054
between ECATDM and  Tqtg] 273.500
CL.

dependent variable: cooperative learning

®predictors: (constant), ethno structural diversity management
Ppredictors: (constant), ethno cultural diversity management
“predictors: (constant), ethno categorical diversity management

The ethno structural diversity management significantly predicted the cooperative
learning, F (1, 638) = 404.675, P<0.01 (i.e., 0.00), which means that ethno structural diversity
management can play a significant role in influencing the application of cooperative learning.
The unstandaridized coefficient B=.503, P<0.01 and standardized coefficient Beta = 0.623
portraysthat if the value of ethno structural diversity management increases by one unit the
effectiveness of cooperative learning increases by 0.623. Moreover, the R?= 0.388 also depicts

that the model explains 38.8% of the variance in the application of cooperative learning.

It was also found that the ethno cultural diversity management significantly predicted the
cooperative learning application. The results of the regression indicated the ethno cultural
diversity management explained 37.9% of the variance (R? = 0.379, F (638, 3) = 387.968,
p<.001). It was found that ECULDM significantly predicted CL (2 = 0.615, p<.001), as did
agreeableness.
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The results of regression analysis also show that the independent variable students’ ethno

categorical diversity management significantly predicts the cooperative learning application. F
(638, 3) =431.476, P<0.001, which indicates that ethno structural diversity management has a
significant effect on the cooperative learning application. Moreover, the R? = 0.404 depicts that

students’ ethno-categorical diversity management explains 40.4% of the variance in cooperative

learning application.

As can be seen in table 4.10, the researcher used an alphalevel of .05 for all statistical

tests and P- value found to be <.05. Thus, three null hypothesis presented were rejected.

Table4.11 Summary statistics, correlations and resultsfrom theregression analysis

Variable Mean Sd correlation Multiple Regression weights
with CL
B Beta
CL 40173 65474
ESTDM 41239 81077 .623% 503 623
ECULDM 39244 81463  .615° 494 615
ECATDM 39997 82769 .635° 503 623

@Predictors: (constant), ethno structural diversity management
® predictors: (constant), ethno cultural diversity management
¢ predictors: (constant), ethno categorical diversity management

In the above table (4.11), looking at the p-value of the t-test for each predictor, we can

conclude that each of the student diversity management scal es contributes to the model.
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Table 4.12 The Nexus between Diversity Management and Cooper ative L earning

Model Summary
Model | R R Adjusted | Std. Error of the Change Statistics
Square | R Square Estimate RSquare| F |dfl|df2| Sig.F
Change | Change Change
1 722° 521 .520|.45356 521(692.502| 1|637 .000

a. Predictors: (Constant), Student Diversity Management

In the table 4.12, overall model shows the coefficient of determination (R?) = .523,

Adjusted R? =.521 shows that the predictor variable, students’ diversity management, explains

52.3% of the outcome variable, cooperative learning application.

Mediating role of student cross group interaction between diversity management and

cooper ative learning

Resear ch Question 3.

3. Isthere a gtatistically significant mediated path from student diversity management to

applying cooperative learning via student cross-group interaction?

4.4 Mediating effect of student crossgroup interaction (cross-group interaction) between

student diversity management and applying cooper ative learning

Based on the review of a number of literatures the researcher formulated the the following
theoretical mediation model of the study (Derek and Kecia, 2004; Allport, 1954; Dameron and
Joffre, 2007; Possi and Milinga, 2017; Sembiring, 2018).
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Student cross group interaction 4

Student diversity management—— —Applying cooperative learning
Direct effect

Fig.4.2 A diagram of a Mediation Model
4.4.1 Analysis of Moment Structures (AMOS)

A Structural Equation Model (SEM) of the interactions of students’ diversity management,

Cross group interaction (interctional diversity) and Cooperative learning variables.
4.4.1.1 Rationalefor the use of Structural Equation Model (SEM)

SEM enables the researcher to estimate the effects of unmeasured, hypothetical constructs (latent

construct). It also enables us to formulate priori model and test if the collected datafitsit or not.

The researcher employed Structural Equation Model (SEM) using IBM SPSS Amos 23 to
test the hypotheses formulated on the interaction of multiple latent and observed variables.
Moreover, direct, indirect (mediated effect through intermediate variable) and total effects of
exogenous (independent) variables on the endogenous (dependent) variables were examined by
calculating the estimates via AMOS 23 software. Finally, the researcher used the model to easily
test if it fits the theoretical framework or not by using the following parameters indicated in the
table (4.13).
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Table4.13 Criteriafor the acceptance of model fithessindices

Model fit index Shorthand Acceptablefit point Reference

Chi-square X p-vaues: > .05 Bagozzi and Yi, 2012

Relative Chi-sguare X2/ Df or CMIN/DF < 2o0r3 Schreiber, 2006

Root Mean Square RMSEA < .07 with SRMR <.07 Bagozzi and Yi, 2012

Errorof < .09 with CFI >.09 Hair et d., 2010

Approximation

Standardized Root SRMSR <.07 Bagozzi and Yi, 2012

Mean Square Residual

Comparative Fit Index CFl > .93withSRMR <.07 Bagozzi and Yi, 2012
>.92 Hair et a., 2010

4.4.1.2 Basic components of SEM in the study

Although SEM has several components, two major components, namely; the measurement

model and structural model were basically used in the present study.

A.Measurement model

The measurement model defines the relations between the latent variables or constructs
and their observed (manifest) variables. The latent variables (constructs) in this study include
three factor students’ diversity management, cross group interaction and cooperative learning.
The observed (manifest) variables are often items/questions of a questionnaire which can be
measured by research participant’s rating.

The researcher accomplished the following basic tasks by devel oping the measurement
model: the observed variables were measured using avalid and reliable measurement tool, the
observed variables represented each latent variable, and the sizes of the latent variables were
comparable.
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B. Structura modd

The structural model portrays how the researcher defined the relationships between the
fivelatent variables. It also illustrates direct effects, indirect effects (meditated effects) and the
error variance with respective endogenous (dependent) variables. The inclusion of error terms for
each variable enables the researcher to reflect the unexplained variance in latent variables.

Mediating variable

Based on the Allport’s (1954) contact theory diverse group interactions of students have
mediating effects between positivity to diversity and cooperative learning. The studies by
Dameron and Joffre (2007), Possi and Milinga (2017), and Sembiring (2018) also show that
student interaction has a connecting interplay between student diversity and cooperative learning.
Hence, the researcher considers student cross-group interaction as amediating variable in this
study. The mediating variable examined in this study was the frequency of cross group cross-
group interaction inside and outside of the classroom among the polytechnic college students.
The scales of megdiating variable, students’ cross group interaction, was measured using a five
scale (from always to never) based assessment of the frequency of students’ cross group
interactions with diverse peers from other ethnic, religious and linguistic groups.

4.4.1.3 Confirmatory Factor Analysis (CFA)

In this study, there are 29 observed variables (i.e., 19 items correspond to student
diversity management; 3 items correspond to student cross group interaction and 7 items
correspond to applying cooperative learning) and 36 latent variables (i.e., 3 exogenous variable,
student diversity management; 1 mediating variable, student cross group interaction; 1
endogenous variable, applying cooperative learning and 31 error terms). This number variables
result in complex model structure. However, the researcher performed confirmatory factor

analysis to be confident enough to present the study model.
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Subsequently, confirmatory factor analysis (CFA) is used to test how well the measured
variables represent the number of constructs.

The major criteria used to measure the fitness of model include; the chi-square (x?),
Relative Chi-square, Goodness-of-Fit Index (GFl), the Normed Fit Index (NFI), the comparative
fit index (CFl), and the Root Mean Square Error of Estimation (RMSEA). (Myerset a., 2013).
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Fig.4.3 Hypothesized Path diagram depicting three-factor model of students’ diversity
management (First order CFA model)

As shown in the figure above (Fig.4.3), covariance is created between the independent
(exogenous) variables to improve goodness of fit. It is the same as assuming independence if the

researcher does not include the relationship between exogenous variables in the structural model.
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If the researcher skipped this step, the AMOS outputs would have been distorted the goodness
of -fit.

Determining item retention or deletion

The researcher attempted the item deletion or retention based on a number of parameters from
the discriminatory factor analysis. As shown in the table below, the standardized regression

weights of each of the three factors are greater than.4 for all items.

Table 4.14 Factor Loadings/Standar dized Regression Weights/: CFA

ltem Factor Estimate P
ESTDVG < Ethnostructural Diversity Management .709 ek
ESTDV4 < Ethnostructural Diversity Management 619 i
ESTDM3 < Ethnostructural Diversity Management 585 i
ESTDVR2 < Ethnostructural Diversity Management 526 i
ESTDM1 < Ethnostructural Diversity Management 650 i
ECULDVO < Ethnocultural Diversity Management 733 i
ECULDVSB < Ethnocultural. Diversity.Management 718 i
ECULDM7 < Ethnocultural. Diversity. Management 712 o
ECULDV6 < Ethnocultural. Diversity.Management .662 i
ECULDVB < Ethnocultural. Diversity.Management 746 i
ECULDV4 < Ethnocultural. Diversity. Management 709 o
ECULDV3 < Ethnocultural. Diversity.Management .703 i
ECULDVR < Ethnocultural. Diversity.Management .680 i
ECULDML < Ethnocultural. Diversity. Management .658 o
ECATDVG < Ethnocategorical. Diversity. Management  .790 i
ECATDVA < Ethnocategorical. Diversity. Management 736 i
ECATDVS3 < Ethnocategorical. Diversity. Management  .624 ik
ECATDVR < Ethnocategorical. Diversity. Management . 757 i
ECATDML < Ethnocategorical. Diversity. Management . 742 il
Assessment < Cooperative.Leaming .865 o
Heterogeneity < Cooperative.Leaming .869 o
SocialSkills < Cooperative.Leaming 921 i
Interaction < Cooperative.Leaming .856 o
GroupReflection < Cooperative.Leaming . ik
Tutoring < Cooperative.Leaming .926 i
Positivelnterdependence < Cooperative.Leaming 922 i
St.CrossEthniclnteraction < Cross.Group.Interaction 719 o
St.CrossLinguisticinteraction < Cross.Group.Interaction 517 i
St.CrossReligiousinteraction . <— Cross.Group.Interaction 675 i
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The researcher did not delete any item because they all had positive and significant
loading on its respective factor. Hulland (1999) claimed that aloading value of 0.4 should be
considered acceptable, but Henseler, Ringle, Sinkovics (2009) recommended reviewing manifest
variables with loading values between 0.4 and 0.7 before eliminating items. The regression
weight for each item in the prediction of construct (factor) is significantly different from zero at
the 0.001 level (two-tailed) for all items.

As can be seen in the following Table (4.15), the indices depict an inadequate fit of the
model to the current data (CFI = 0.852, TLI = 0.834, NFI = 0.823, and RMSEA = 0.08). Thus,
depending on the above acceptabl e measures of the parameters, the results of first order CFA
suggested that the model requires modifications by employing the AMOS output given
modification indices.

Table 4.15. Model fit summary of first order CFA.

CMIN Model NPAR CMIN DF P CMIN/DF
(Chi-square)  Default model 38 772.361 152 .000 5.081
Saturated model 190 .000 0
Independence model 19 4363.691 171 .000 25.519
RMR, GFI RMR GFI AGFI PGFI
Default model .368 882  .853 706
Saturated model .000 1.000
Basdline NFI RFI IFI TLI CFI
Comparisons Deltal rhol Deta2 rho2
Default model 823 801  .853 834 852
Saturated model 1.000 1.000 1.000
RM SEA Model RMSEA LO90 HI9 PCLOSE
Default model .080 074  .086 .000
Independence model  .196 191 201 .000

Source: AMOS output Goodness of fit statistic

The chi-square (x2) is the most powerful measure for indication of the absolute fit index, and
tests for the difference between the theoretical model and the empirical model
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(Meyerset a., 2013). However, since the Chi-Square value is considered to be traditional
measure for evaluating overall model fit, it is not accepted if it is greater than 3 at P-value > .05.
In this study, the ratio of Chi square Min/Df for the Default model, i.e., the discrepancy divided
by degrees of freedom was (772.361 / 152) = 5.081 before the confirmatory factor analysis has
been analyzed ( see table 4.14). If the Chi-square is significant at P-value > .05, indicates that the
theoretical model does not fit the empirical data, while a non-significant Chi-square indicates a
good fit. Thus, the first order confirmatory factor analysis output depicts that the model does not
fit unless the following modification indices are performed (see table 4.16 below).

4.4.1.4 Modification of the modél
M odification Indices

Thetable below (table 4.16) and figure (4.14) depict that the five reasonably substantial
modification indices have all been taken into account and that the link between measurement and
endogenous error variables has been evaluated. Based on the suggestions of the modification

indices and modifications made, all GFls demonstrate reasonabl e fitness.
Table 4.16 modification indices

Covariances: (Group number 1 - Default model, N=639)

M.1. Par Change
€2 <> €3 122.259 420
el3 <--> el4 29.793 222
el2 <-> el4 28.210 212
el <--> ell 17.644 124
el3 <--> el4 15.857 154

Note: Each parameter that has a modification index greater than a specified threshold appears

here, together with two numbers in columns label ed;

Whereas M.I.: Modification Index; Par Change: estimated parameter change
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In the above table, the recommended modification indices from the AMOS outputs
enabled us to further improve the model fitness by allowing additional parametersto be freely

estimated. As can also be seen in thetable (4.15 ), only considerably larger parameters that coul d
result in significant changes in the model fit has been considered out of the numerous
modification indices. Subsequently, the following path output diagram has been anayzed based
on the modification indices presented in the above table ().
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Fig.4.4 Path diagram depicting three-factor model of students’ diversity management after
modifications

One of the procedures to better fit the model is adjusting the covariance of exogenous
variables. In ailmost all the mediation study, the intermediate variable between exogenous and

endogenous variables involves Covariance-Based Structural Equation Modeling (CB-SEM)
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(Gabriel and Patel, 2014). As can be seen in the following table, for the Default model, the ratio
of chi-square to the number of degrees of freedom, CMIN/DF, is431.544 / 139 = 3.105 which
means X? is a non-significant that portrays a good model fit. In other words the result depicts that
the hypothesized model fits the empirical data.

Table4.17 Model fit summary of second order CFA

CMIN Model NPAR CMIN DF P CMIN/DF
Default model 70 431.544 139 .000 3.105
Saturated model 209 .000 0
Independence model 38 4363.691 171 .000 25.519
Baseline NFI RFI IFI TLI CFI
Comparisons Deltal rhol Delta2 rho2
Default model 901 .878 931 914 .930
Saturated model 1.000 1.000 1.000
Independence model .000 .000 .000 .000 .000
RMSEA RMSEA LO9 HI9% PCLOSE
Default model .057 .051 .064 023
Independence model 196 191 201 .000

Source. CFA output after further model modification

The Comparative Fit Index (CFl) determines the differences between the empirical data
and the theoretical model. The Values equal to or greater than .90 indicate good model fit. A
value of .93 resulted in the output indicates a good fit. The Root Mean Square Error of
Approximation (RMSEA) analyzes approximation error between the observed covariance and
the covariance of the hypothesized model. The points less than or equal to .07 are acceptable for
model fit (Meyerset a., 2013). Thus, the value of .057 is an indicator for the present model
fitness.
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To enable the Amos Graphics estimate the covariance between the exogenous
(independent) variables, the researcher draw two-headed arrows (without constraints) because If
two exogenous variables are not bonded by a double-headed arrow, Amos Graphics supposes
that the variables are uncorrelated. in the above figure (4.5), and AMOS text outputs of the
hypothesized model, the modification indices indicated that by adding covariance between error2
to error3 results in parameter change of .664 (i.e. If the researcher repeat the analysis treating the
covariance between €2 and €3 as a free parameter, its estimate become larger by approximately

0.664 than it isin the present analysis.)

And error7 and errorllresultsin a parameter change of -.321 (i.e If you repeat the
analysis treating the covariance between €7 and el1 as a free parameter, its estimate become
smaller by approximately 0.321 than it isin the present analysis.). Performing the AMOS
maodification indices bring about improvements in the model. Accordingly, the following model

has been considered to be well-suited model to both theoretical framework and empirical data
anayzed (Seefigure 4.6).
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Table4.17 Modd Fit Summary

CMIN Model NPAR CMIN DF P CMIN/DF
Default model 153 985.746 351  .000 2.808
Saturated model 464 .000 0
| ndependence model 58 9878.155 406  .000 24.330
Baseline NFI RFI |FI TLI
Comparisons Moael Deltal rhol Deta2  rho2 CH
Default model .900 .885 933 922 933
Saturated model 1.000 1.000 1.000
Independence model .000 .000 .000 .000 .000
RMSEA Model RMSEA LO90 HI 90 PCLOSE
Default model .053 .049 .057 .086
Independence model 191 .188 194 .000

According to the above table, the overall model fitted the hypothesis and empirical data.
The discrepancy divided by degrees of freedom is 985.746/ 351 = 2.808. Thus, CMIN is non-
significant, P<.05. The value of RMSEA = .053 (i.e. < .08) for the Default model also depict the
good model fit. Both CFl =.933, and TLI =.922 for the Default model also confirm the
goodness of the model fit.

4.4.1.5 Squared Multiple Correlations

According to the model presented in figure 4.6, it is estimated that the predictors of Cross
group interaction explain 38.2 percent of its variance. Thistells us 38.2 percent of the variance of
cross group interaction of students was explained by cross ethnic, cross linguistic and cross
religious interactions of students. In other words, the error variance of Cross group interaction is
approximately 62 percent of the variance of Cross group interaction can be explained by other

factors that were not analyzed in the model.

The overall model in the above figure (4.6), portray that the overall effects the predictors
of Cooperative learning explained 73 percent of its variance. In other words, approximately 27

percent of the error variance of Cooperative learning was explained by other factors.
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Standar dized Regression Weights

The standardized regression coefficients (beta) in the path model shown above (figure
4.6) are used to estimate the relative magnitude of the effects of exogenous (independent)
variables by adjusting the standard deviations so that, despite differing units of measurement, all
the variables have the same standard deviation. The relative strength and direction of the effect
from an independent variable to an endogenous or outcome variable in the model are measured
by these standardized path coefficients.

The link between an independent variable, student diversity management and an outcome
variable, application of cooperative learning can be well analyzed using unstandardized
coefficients. However, it cannot depict the effect of student diversity management with

mediation of student cross group interaction on the application of cooperative learning.
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Table 4.19 Estimates of Structural Model (Group number 1 - Default model)

Regression weights (Standardized Direct Effect, Indirect effect and Total effect)

Exogenous (I ndependent) variable Mediating Variable
ESTDM ECATDM ECULTDM Cross Group
Interaction
E t — 4= Fu - 4= - =
ndogenous (dependent) 5 § = 5 § @ s § = s § =
variable — = o = = o = = o = = o
%}QE}Q%}QD& Eﬂ%ﬂoﬂgﬂ%ﬂoﬂgﬂ%ﬂ
L8/ 88 23 BB |88 R 3 BB pE8 LB EB BYES
S Wm|g o | g @ g b |5 WD |§ g b |5 W| g @ g | g m g I
o @ ol 3 @ ol 3 @ ol 3 @ ol
7000 SNY ST BT Y ST R Y BT D
@ & g & & & B
Cooperative Learning 617 .046 .663 185 .039 224 -.066 034 -032 .186 .000 .186
Cross Group Interaction 245 .000 245 212 .000 212 184 .000 184 .000 .000 .000
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The above table, depict the summary report of the over all results that explicitly showed the
estimates of Structural model and regression weights (standardized direct effect, indirect effect
and total effect). The following sub-sections of this study (4.4.2 throgh 4.4.5) converse the
discussions of each result presented in table 4.19.

4.4.2 Mediating effects of student cross group interaction in structural model

Asthe researcher stated in the introduction to this section, one of the important purposes
of using the structural equation model (the path analysis mode!), unlike other common statistical
models, is that mediating variables and their measures can be analyzed. Hence, hereunder the
researcher reports the direct, indirect, and total effects of the mediating variables.

4.4.2.1 Standardized Regression Weights of study model

The standardized coefficients are the indicators to determine which predictors are more
important. In regression, what they mean is that one standard deviation increase in the student
diversity management results in the computed number of standard deviations of changein the
application of cooperative learning. Subsequently, the standardized regression coefficients depict
that the student diversity management and cross group interaction (mediating variables) have a

large or negligible effect on the dependent variable, applying cooperative learning.

4.4.2.2 Direct effect of Student diversity management on applying cooper ative lear ning

In the present study, the standard direct (unmediated) effect of ESTDM on the
implementation of cooperative learning is.617. This means that when ESTDM increases by 1
standard deviation, cooperative learning application increases by 0.617 standard deviations as a
result of the direct (unmediated) influence of ESTDM on cooperative learning application. This
isin addition to any potential indirect (mediated) influence that ESTDM may have on the
application of cooperative learning (see table 4.19).
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The standardized direct (unmediated) effect of ECATDM on the application of
cooperative learning is .185. This means that when ECATDM increases by 1 standard deviation,
cooperative learning application increases by 0.185 standard deviations as aresult of the direct
(unmediated) influence of ECATDM on cooperative learning application. Thisisin addition to
any potential indirect (mediated) impact that ECATDM may have on the application of

cooperative learning (see table 4.19).

The standardized direct (unmediated) effect of ECULTDM on cooperative learning
implementation is -.066. This means that when ECULTDM increases by 1 standard deviation,
the application of cooperative learning decreases by 0.066 standard deviations as aresult of the
direct (unmediated) effect of ECULTDM on cooperative learning. Thisis additional to any
potential indirect (mediated) effect that ECULTDM may have on the application of cooperative
learning (see table 4.19).

Pike and Kuh (2006) find out that the effective management of structurally diverse
student group and enhancing informal interaction among them has direct association. According
to Baker and Clark (2010), thereis asignificant cultural diversity leadership in how diverse
student groups that have little prior experience with cooperative learning and assist diverse
international students bridge the gaps between their ethnic background, previous educational
experiences and cultural diversity and cooperative learning. The connection between diversity
and collaborative learning tells us how student diversity affects classroom behavior.

4.4.2.3 Direct effect of Student diver sity management on cross group interaction

In the table 4.18, Cross-group interaction increases by 0.245 standard deviations when student
ethnostructural diversity management (ESTDM) increases by 1 standard deviation.
Cross-group interaction increases by 0.184 standard deviations for every standard deviation
increase in ethnodiversity management. Cross-group interaction increases by 0.212 standard
deviations for every 1 standard deviation increase in student ethnocategorical diversity
management (ECATDM).
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The management of student ethnostructural diversity has a standardized direct
(unmediated) effect of .245 on cross-group interaction. That is to say, when ethnostructural
diversity management (ESTDM) increases by 1 standard deviation, cross-group interaction
increases by 0.245 standard deviations as aresult of the direct (unmediated) influence of
ESTDM on cross-group interaction. In addition, this takes into account any indirect (mediated)

effects that managing ethnostructural diversity may have on intergroup relations (see table 4.19).

The direct (unmediated) effect of ethnocategorical diversity management (ECATDM) on
cross-group contact is.212 on average. This means that when ECATDM increases by 1 standard
deviation, cross-group interaction increases by 0.212 standard deviations as aresult of the direct
(unmediated) influence of ECATDM on cross-group interaction. Along with any potential
indirect (mediated) effect that ECATDM may have on cross-group interaction, thisisaso a
factor (see table 4.18).The standardized direct (unmediated) effect of ECULTDM on Cross group
interaction is.184. That is, due to the direct (unmediated) effect of ECULTDM on Cross group
interaction, when ECULTDM goes up by 1 standard deviation, Cross group interaction goes up
by 0.184 standard deviations. Thisisin addition to any indirect (mediated) effect that
ECULTDM may have on Cross group interaction (see table 4.19).

However, the research by Loes, Culver, and Trolian (2018) differs from the current study
in two ways. First, they discovered that collaborative learning activities have a positive influence
on students' openness to diversity. The second is that cross-group interaction acts as a mediator

between openness to diversity and collaborative learning.
4.5 Student Cross group interaction and cooper ative learning

Cooperative learning application increases by 0.186 standard deviations for every one standard
deviation increase in cross-group interaction. Cross-group interaction has an overall standardized
direct (unmediated) effect of 0.186 on the application of cooperative learning. This means that
when cross group interaction increases by 1 standard deviation, applying cooperative learning
increases by 0.186 standard deviations as aresult of the direct (unmediated) influence of cross-

group interaction on cooperative learning. However, additionally, there may be a mediated
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(indirect) influence of cross-group interaction on the application of cooperative learning (see
table 4.19).

Furthermore, a study by Sembiring (2018) indicates that students’ cross group interaction
isone of the most important parts of the collaborative learning which on the other hand means
that student interaction influences cooperative learning outcomes. An active interaction among
students stimulates collaboration in their prior knowledge, perspectives and background
experiences which later promote their high- level learning. It aso affects the development of
students’ learning process in the classroom. In addition, his, study show that student interaction
among different background experiences, perspectives, and prior knowledge enhances their

critical thinking and high-level Comprehension.

45.1 Standardized Indirect Effects

The standardized indirect effect derived from standardized scores can be a good alternative as a
measure of effect size because it is scale-invariant. After performing the hypothesis testing, even
though indirect effect sizes are small they are statistically significant at P-value < .05 which on
the other hand explains that a non-zero effect existents in the population.

The standardized indirect effect of ESTDM on applying cooperative learning is .046,
which is mediated by student cross-group interaction. That is, due to the indirect (mediated)
effect of ESTDM on cooperative learning, when ESTDM goes up by 1 standard deviation,
cooperative learning goes up by 0.046 standard deviations. Thisis in addition to any direct
(unmediated) effect that ESTDM may have on cooperative learning. This means that student
ethnostructural diversity management has a significant effect on the application of cooperative

learning.

The above table 4.19 also portray that the standardized indirect (mediated by student
cross group interaction) effect of ECATDM on cooperative learning is .039. That is, due to the
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indirect (mediated) effect of ECATDM on cooperative learning, when ECATDM goes up by 1
standard deviation, cooperative learning goes up by 0.039 standard deviations. Thisisin addition
to any direct (unmediated) effect that ECATDM may have on Cooperative learning. The result of
regression coefficient of the mediation of ethnocategorical diversity management has a

statistically significant mediating effect on the application of cooperative learning.

Another dimension of student diversity management is ethnocultural diversity managent.
The standardized indirect effect (mediated by student cross group interaction) of ECULTDM on
cooperative learning is.034. That is, due to the indirect (mediated) effect of ECULTDM on
cooperative learning, when ECULTDM goes up by 1 standard deviation, cooperative learning
goes up by 0.034 standard deviations. Thisisin addition to any direct (unmediated) effect that
ECULTDM may have on application of cooperative learning. It was also indicated that student

ethnocultural diversity management has mediating effects on applying cooperative learning.

The magjority of findings explain the observed relationship between student diversity
management and inclusion, which foster collaborative learning. A new cooperative learning
environment may spontaneously develop since no one group dominates in ethnically diverse
environments. Because of this, students access the chance to add friends from all backgrounds to
thelir friendship groups. In these groups with a diverse student group, a greater range of
acceptable behaviors may be permitted, which in turn improves the use of cooperative learning
(Nishina, Lewis, Bellmore, and Witkow, 2019).

45.2 Standardized Total Effects

The standardized total (direct and indirect) effect of ESTDM on cooperative learning
implementation is .663.That is, due to both direct (unmediated) and indirect (mediated) effects of
ESTDM on applying cooperative learning, when ESTDM goes up by 1 standard deviation,

cooperative learning goes up by 0.663 standard deviations.

The widely accepted classification criteriafor effect sizesin various scientific papers are
presented by Cohen (1988). Effect sizes between 0.10 - 0.29 are considered to be only little,
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effect sizes between 0.30 - 0.49 are considered to be medium, and effect sizes of 0.50 or higher
are considered to be large for a coefficient. Depending on Cohen’s recommendation, student
ethnostructural diversity management has alarge effect on the application of cooperative

learning.

The standardized total (direct and indirect) effect of ECATDM on Cooperative.Learning
is.224. That is, due to both direct (unmediated) and indirect (mediated) effects of ECATDM on
Cooperative.Learning, when ECATDM goes up by 1 standard deviation, cooperative learning
goes up by 0.224 standard deviations. This means, on the other hand, that the implementation of

cooperative learning is only slightly influenced by the regression coefficient of.224.

Student ethno cultural diversity management (ECULTDM) has atotal standardized effect
of negative .032 (-.032) (direct and indirect) on applying cooperative learning. This means that
when ECULTDM increases by 1 standard deviation, cooperative learning decreases by 0.032
standard deviations as aresult of both direct (unmediated) and indirect (mediated) effects of
ECULTDM on application.

The standardized total (direct and indirect) effect of student cross group interaction on
applying cooperative learning is .186. That is, due to both direct (unmediated) and indirect
(mediated) effects of cross group interaction on applying cooperative learning, when student
Cross group interaction goes up by 1 standard deviation, cooperative learning goes up by 0.186
standard deviations. The result, on the other hand, depict that there is a statistically significant
and positive (direct) relationship between student cross group interaction and cooperative
learning.

Nhan and Nhan (2019) find out that effective cooperative learning is largely influenced
by student engagement. According to group dynamics theory, diverse forms of group interactions
and outcomes are fostered by group formation and variation in group inputs (member abilities,
skills, and relationships). Cooperative learning success consequently depends on the act of
grouping students or selecting the peers. Student group formation based on diversity (mixing
students up) and using different criteriafor student group interaction are two different types of
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group formation. The frequently asked question to measure the effect of cross-group interaction
on the effects of the implementation of cooperative learning is how it can be measured how well

students collaborate as a group.

4.6 Theimplementation of diversity management in applying cooper ative learning

As discussed in the methodology section, the mixed methods sequential explanatory design is a
two-phase mixed methods design. The genera purpose of this design is that qualitative data
helps explain or build upon initial quantitative results. Accordingly, now the researcher has

reached the second phase of research to substantiate and explain the quantitative research results.

After completing the qualitative data collection, the researcher first carefully read the
semi-structured interview transcripts at least three times before beginning the initial coding

process.

Following completion of the coding procedures, the coded copies of the transcripts of the
interviews were divided into groups according to each theme (see table). Then, beneath each
topic, the researcher classified a number of categories that are pertinent to the research theme.
The tables below (table 4.20 — 4.23) show that not all of the respondents transcripts were
included in this recording. These tables, for instance, did not contain the subjects in-depth

inquiries and associated answers.

The following basic procedures were used to analyze qualitative data collected from

educational officials via semi-structured interviews:

Procedure 1. Each interviewee's interview records were transcribed into textual data. Because
the interviews were conducted in Amharic, they were directly trandlated into
English during transcription; direct quotes from the participants were jotted down.
Procedure 2: The semi-structured interview transcripts were carefully read three times.
Procedure 3. Next, initial coding was carried out. The pseudonyms were prearranged for the

participants, and themes and subthemes were coded. Giving pseudonym for
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participants is necessitated to protect confidentiality and well being of the
participants; only the researcher knows the correct names, responsibility, and
academic qualification of the department heads.

Four guiding interview questions were followed by many probing questions that were
posed to the respondents. Then, the interview transcripts that contain alarge volume of datawere
reduced by considering only those directly related to the major thematic issues (see the following
tables, table 4.20 — 4.23).

Resear ch Question 4. What are the mgor challenges and prospects of classroom diversity and
its management in the implementation of cooperative learningin TVETS
of Southwest Ethiopia People’s Region?

4.6.1 Per ception of Participantstowards Student Diversity Management in Applying
Cooperative Learning

Positive perceptions from trainers and trainees are essential for a particular teaching-learning
process to be successful. In this study, the perceptions of trainees and trainers were explored
through in-depth interviews to determine what perceptions they have on the application of

student ethnic diversity management while implementing cooperative learning.
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Table4.20 Transcription, key direct quotes from semi-structured inter views and Emer ging themes (October 11-26/2022)

Questions DH2 DH 6 DH9 DH12 DH13 DH16 DH17 DH20 Theme
How doyou | Our Southwest | view To behonest, | | Diversity | have a | believeit = Studentswho | - Good life
perceive college, in | Ethiopian ethnic think that managemen | positive fostersa are coming experiences
student my people, by diversity managing t, in my| perspective | learning fromdiverse | _ Accessto
diversity opinion, nature, asagood | students opinion, ondiversity | environment = ethnic groups share
management | manages | attract each | opportunit | diversity inthe | helps inthe in which and taking .
inapplying | student | other tolive |y for classroomis | students application | studentsof | coursesinan | SXPEMENCES
cooperative | ethnic together education | animportant | grasp how | of diverse inclusive they learnt
learningat | diversity | even before | sinceit part of vast the | cooperative | ethnic classroomare | from their
your well. providing gives creating a social learningin background | expected to ethnic
Polytechnic | Thereis | ways of students democratic environmen | thetraining | sfeel safe bring about community
College no sign of | managing better culturelike tisand how | process and equitable
classroom? | ethnic- diversity. accessto | opennessto to because it respected. learning - Tolerancefor
based Likewise, sharewhat | other empathize | offersa (26/10/2022 | outcomes. differences
discrimina | their they learnt | worldviews, with others. | chanceto ) Trainersfrom
tioninmy childrenin | inthe customs, and | (20/10/202 | learn from diverseethnic | @nd respect
classroom | college community | cultures, as 2) different backgrounds | Minimize
.(12/10/20 ' mirror their | tothe well asto local minimize )
22) parents’ life | group they | other faiths, vocational microagressio =~ MICr0
experiences. | belong Tolerance for skills.(18/10/ ns and serve aggressions.
(26/10/2022) | t0.(13/10/2 | uncertainty, 2022) the needs of (14/10/2022)
022) respect, civic diverse
CONSCI OUSNESS, student
accountability, groups.
and self- (25/10/2022).
efficacy.(12/10
12022)
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4.6.1.1 Lived life experiences of positive perceptions

According to the mgjority of department heads in the above table (4.20), student diversity
management has a direct influence on the effectiveness of cooperative learning implementation
in VET colleges. Intoday's highly dynamic classroom, VET trainers believeit iscritical to

improve student diversity management while implementing cooperative learning.

4.6.1.2 Access to share experiences they learnt from their ethnic community

Regarding the experience sharing among students from different ethnic backgrounds, DH3

provided the following straightforward expression:

In my opinion, trainees’ pre-college experiences about ethnic diversity matter to
effectively work cooperatively in the instructional activities. Trainees who come from
around Mizan Teferi, for instance, take it easy to lend a hand to other individualsinside
and outside of the classrooms. When the trainees were growing up in diverse ethnic
communities, they did not consider diversity alearning problem but rather an opportunity
to maximise access to the source of knowledge. Frankly speaking, our department
courses require more practical skillsthan soft skills, and students can train each other.

(Interview with DH 3, 26/10/2022).

According to the magjority of college department heads, students prefer friends of the
same ethnicity to join in the cooperative group work. Trainers extrapolate their opinions as to
why students choose the same ethnic friends: to avoid socia discrimination. Trainers, on the
other hand, have the experience to mix up students by using different criteriathat allow different

ethnic students to participate in group discussions.
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Asaresult of the diverse experiences of trainees from diverse ethnic backgrounds, the
spectrum of various views broadens. Students recognize their cooperative learning group more

than their social identity as aresult of trainers' student diversity management skills.

4.6.1.3 Tolerancefor differences and respect

The mgjority of educational officialsin sample TVET poly technic colleges suggested that in
applying cooperative learning, arranging cooperative group trainees from different ethnic
backgrounds is not sufficient unless they are managed to tolerate and respect each other’s
opinion, cultures, and beliefs. Regarding this view, DH12 shared the following with me.

To be honest, | think that managing students' diversity in the classroom is an important
part of creating a democratic culture, like openness to other worldviews, customs, and
cultures, as well as to other faiths, tolerance for uncertainty, respect, civic coOnsciousness,

accountability, and self-efficacy (Interview with DH12, 12/10/2022).

During the interview sessions, some of the trainees indicated that their classrooms are able
to provide equal learning opportunities to students of various ethnicities, languages, and
religions. And the respondents have open and positive perceptions of the classroom's diversity as

asource of cooperative learning.

Moreover, students who are schooled in an ethnically mixed classroom get more access
to enhance acculturation, multiculturalism, and mutual respect for one another. TVET instructors
who are conducting training with diverse student groups promote recognizing diversity and

optimizing the learning outcomes (Miller and Sessions, 2005).
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4.6.1.4 Minimize micro-aggressionsin the classroom

It is assumed that microaggression among students can be minimized in cooperative learning
groups in the classroom, which include representative ethnic students.

One of the department heads (DH, 20) shared with me the following in her departmental
|eadership experience.

When trainers are assigned from diverse ethnic backgrounds to a heterogeneous
classroom, it meets the demands of diverse ethnic student groups and aso enables
trainees not to perceive that favours are done for particular ethnic groups of trainees.
| also believe the technique may reduce microagressions and unintended

microinsults among trainees (Interview with DH 20, 25/10/2022).

Microaggressions in the classroom are unintentiona or intentional verbal, behavioral, and
friendship indignities that converse hostile, disparaging, or negative messages to peers because
of their membership in marginalized ethnic groups. These messages have a negative

psychological influence on the target individual or learning group in the long run.
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Table4.21: Transcription, key direct quotes from semi-structured interviews and Emerging themes (October 11-26/2022)
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benefitsof | observations, effective | managed ! cultureday, | Sudentslearn i diversity ! managing | diversity ' believethat ethnic based
students’ | student diversity ' classroom i studentsfrom | howto ! management 1 student | accommodations | practicing reiudice
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4.6.2 Benefits of Students’ Ethnic Diversity Management in Applying Cooperative

Learning

The vast mgority of participants said that addressing ethnic diversity in the classroom has an
important influence on how cooperative learning is implemented.

Based on the excerpts from department heads of the sample polytechnic colleges
presented in the above table (table 4.21), the following themes emerged from the multiple
mouths of the participants regarding the benefits of student ethnic diversity management while
applying cooperative learning. The next sub-sections do not compromise all of the participant's
remarks due to the large volume of datathat was gathered; nonetheless, the most frequently

raised idea was taken from the participant's excerpts.

Some of the major benefits of managing students diversity includes; reducing ethnic-
based prejudice; mutual respect and acculturation; equal learning opportunity; augmentation of
the intellectual and socia environment; experience for future real life in serving diverse

communities; minimizing extended |ectures; and improving academic achievement.
4.6.2 .1 Reduce ethnic based preudice

In the interview transcript rubric, most of the words of mouth from subjects reveal that managing
student ethnic diversity plays significant role in mitigating the classroom prejudice against non-
majority ethnic group of trainees. Regarding this issue DH6 has the following to say, “I think
conducting cooper ative learning by managing student diversity inspire the trainersto reduce
ethnic based prejudicesin classroom” (Interview with DH 6: 26/10/2022).

According to Davies (2021), cooperation-based teaching and |earning reduces ethnic prejudice
among students. Promoting interdependence and avoiding prejudice and exclusionary practices
are of fundamental principles of cooperative learning. Department heads indicated in the
current study that instructors are aware of encouraging trainees to perceive they have equa
status roles within the classroom and access to being equally served by all stakeholders at each
hierarchical level of the college.
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Asaresult, VET college students are more or less aware of learning in a diverse classroom and
actively combat any sign of prejudice toward their peersin a cooperative learning environment.
The majority of participants also explain that increasing intergroup contact reduces ethnic
prejudicesin students. Vervaet, Van Houtte, and Stevens, (2018) support this finding by
demonstrating that when diverse ethnic trainees are assigned to diverse ethnic students, trainer

ethnic-based student discrimination decreases.

When asked about the benefits of managing students' ethnic diversity in cooperative
learning, the participants agreed that managing student diversity has a significant benefit in
cooperative learning by providing safe and fair college learning environments for diverse ethnic
groups of students learning together. Prior research findings by Davies (2021) indicate that

cooperative learning pedagogy generally reduces prejudice practices among students.

4.6.2.2 Mutual respect and acculturation

In all cases the informants reported that recognizing the ethnicity and culture of others fosters
mutual respect. The majority of participants stated that any trainee who wishes to have his or her
ethnicity, religion, and/or language respected would do the same thing against a peer. Trainers
should encourage students to make friends with students from different ethnic backgrounds. The
participants on the whole demonstrated that the College experiences prepare the trainees to
mutual respect and tolerance. For example, DH4 testified that the practice of student diversity
management creates a better and safer learning environment for minority ethnic studentsin

cooperative learning activities.

Cooperative learning in an ethnically diverse classroom allows students to learn about
and respect one another's cultures. In applying cooperative learning in a highly ethnically
diverse classroom, the ethnic minority students feel freer, safer, have less |oneness, and
experience less group victimization because students by default consider diversity to be
normal (Interview with DH4 17/10/2022).
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In line with thisissue, Miller, and Sessions, (2005) find out that teaching about
tolerance, respect and acceptance of the differencesis critical to make the cooperative learning
to be effective and create positive learning environment. However, in the present study many
department heads extrapolated that the mutual respect should not be as a doctrine or canonized

as rigid, but it should be based on mutual love, respect, and acceptance of one other’s humanity.

The mutual respect and acceptance, in turn, creates foundation for acculturation and
welcoming atmosphere for student diversity.

4.6.2.3 Equal learning opportunity

The majority of participants agreed with the statement that cooperative learning strategies that
encourage students of different ethnicities to participate are likely to provide equal accessto
learning. One interviewee stated that: “trainers and instructors should ensure that all ethnic

students are equally motivated, inspired, and praised during their classroom participation”.

4.6.2.4 Promoting intellectual development and social inclusion

A closer look at the above table (4.21) reveal s some suggestions that managing student diversity
has a positive and direct relationship with the development of students' intellectual and social
skills. Regarding the importance of managing student diversity in putting cooperative learning in
place, DH8 explained the following:
In my view, on culture day, students from various ethnic backgrounds at our college have
the opportunity to celebrate their culture. Additionally, it provides students increasing
intellectual and social environment. Honestly speaking, | appreciate those instructors who

have not been accused of ethnocentrism and exclusion of outgroup trainees who differ

from their ethnicity (Interview with DH8, 16/10/2022)
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Managing the interactions of diverse ethnic peer groups also resultsin inclusive
classroom for applying cooperative learning. The term inclusive classroom refersto a
welcoming learning environment for students of various ethnicities that is characterized by social
acceptance of peer groups, positive peer relationships, intergroup harmony, and having caring
friends. Here, peer groups are small, self-selected groups of like-minded affiliates who interact
with one another on aregular basis. It has been suggested that students who learn in ethnically
diverse classrooms have fertile ground for learning new languages and developing intellectually.
According to asmall number of those interviewed in polytechnic colleges, well-managed student

diversity is apositive environment for intellectual and social development.

The magjority of participants agreed with the statement that "student diversity
management is the practice of developing socia skills in students through cooperative learning
processes." In support of this finding, Juvonen, Lessard, Rastogi, Schacter, and Smith, (2019),
discover that, though social inclusion does not guarantee that students perform better
academically, experiences of exclusion can undermine diverse students engagement and

performance.

4.6.2 .5 Experiencefor futurereal lifein serving a diver se community

The participants on the whole demonstrated that the practices of trainers to effectively
accommodate and serve diverse ethnic students in cooperative learning can help trainees be
ready for their future career-based service to diverse communities. Some felt that the
application of cooperative learning to diverse ethnic students hel ped trainees practice working
in diverse teams, while others considered that ethnic diversity in the instructional setting has an
adverse effect on the future careers of the trainees because they get back to their communities
with some bad habits they learned from peers. Asit has been known in cooperative learning
implementation, every student is responsible for his’/her own and his/her peers' learning.
Students also discover about their future that everyone is accountable for maintaining others

peace and security in a diverse society.
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Relating to the development of soft skills by trainees to serve a diverse community after
graduating in the future, DH11 suggested that, “I think, trainees who are studying in ethnically
diverse classrooms are learning how to collaborate and live together in the future ethnically
diverse communities that they are going to serve” (Interview DH11, 21/10/2022)

Much of the information gathered through interviews shows that trainees are learning
how to treat and serve diverse ethnic customers (clients), employees, and subordinates fairly in
their future working positions. In an inclusive classroom, students collaborate and make an effort
to build the cooperative skills that they can use to treat diverse ethnic customers (clients),
employees, and subordinates fairly in their future working positions. In an inclusive classroom,
students collaborate and make an effort to build the cooperative skills that they can usein the
future. Students learn how to involve community membersin their organization or instructional
activitiesin asimilar way they perform while implementing cooperative learning in adiverse

ethnic group of students.

While afew respondents contend that the current mindset has no predictive power
regarding interviewees future lives of community service, others agreed that pupils who practice
prejudice against ethnic minority students are teaching themselves to be biased and narrow-

minded in their future work lives.

Inline with previous studies by Gross and Maloney (2012), Students learn better in a
diverse educational setting. Encountering new concepts, values, and behaviors leads to thinking
in deeper, more complex, and more creative ways, rather than furthering past ideas and attitudes.
Experiencing diversity on campusis beneficial for all students. Students have more fulfilling

socia relationships and report more satisfaction and involvement with their college experience.

Furthermore, students experiencing diversity at TVET College prepare themselves for the
diversity they encounter the rest of their lives. Cooperative learning in diverse ethnic groupsto

recognize and accept people different from themselvesis very important in their world.
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According to prior study, pupils perform better in adiversified learning environment.
Instead of strengthening preexisting beliefs and attitudes, learning new ideas, values, and
behaviors encourages deeper, more intricate, and more fair thinking. All students benefit from
seeing diversity on campus. Students report more satisfying social interactions and higher levels

of engagement and satisfaction with their college experience.

Furthermore, the diversity that TVET college students meet helps them prepare for the
diversity they experience throughout their future life. It is crucial for diverse ethnic groups to
learn to work together to recognize and accept others who are different from themselves.
Supporting this finding, the quantitative results of this study showed that those students who are
going to be trainers are taught to accommodate diverse student population.

4.6.2.6 Improve academic achievement

Some participants reported that using cooperative learning in an ethnically diverse student group
reduces the achievement gap between students. DH: 15, forinstance, forwarded the following in
plain words, “That is an excellent question! Cooperative learning in a diverse classroom, in my
opinion, helps students minimize lengthy lectures and improve academic achievement” (DH15
interview, 21/10/2022).

Most interviewees said that managing student ethnic diversity in the classroom had a

significant influence on students academic success.

A similar pattern of results was obtained in the Williams and Hamm (2018) study, which
showed that trainees who learn with diverse peers perform better as compared with those who

learn in homogeneous groups.
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Table4.22: Transcription, key direct quotes from semi-structured interviews and Emerging themes (October 11-26/2022)

Questions DH 1 DH 3 DH7 DHS8 DH11 DH14 DH:16 Emerging
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4.7 Major challenges of students’ diversity management in applying cooperative learning

4.7.1 Out group superiority of majority ethnic group students

Trainers are expected to fairly manage trainee diversity and emotional intelligencein a
classroom that is becoming more diverse. Some VET trainers claimed that they struggle to
encourage ethnic diversity in their cooperative learning contexts because a small number of
trainees who identify as members of a minority ethnic group claim that members of the dominant
ethnic group ignore their presence in the group.

A category or group that trainees do not socially interact with in the classroom is referred
to as outgroup. The fact that groups convey their identities through their distinctive languages
and religions is one of the main characteristics of the in-out-group split in Southwest Ethiopian
poly technic Colleges. Thus, the researcher considers language and religion act as fundamental
barriers for the creation of social groups. Among the major challenges of managing student
diversity in arranging cooperative learning groups of diverse ethnic backgroundsis the broad
difference in pre-college academic performances. Regarding this matter, one of the department
heads, DH2, at Teppi Polytechnic College shared the following with me:

| heard about and realised that most students who come from South Omo can’t easily
interact in course work because of their poor learning competence. Hence, trainers
intentionally or unintentionally insult and belittle their ethnicity and birthplace by asking
discouraging questions like, "Are you Menit? Where are you from? (Interview with DH2,
11/10/2022)

Attending courses in such an irritating learning environment, where the rights of minority
students are not respected, makes it difficult for minority ethnic peers to endure the ideas of such
classmates. There were also some unfavourable remarks about the prejudice of a few trainers

towards trainees who belong to other ethnic groups. Additionally, trainees of minority ethnicities
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are traduced by their majority ethnic counterparts for participating in cooperative learning

groups.

4.7.2 Peer victimization

The magjority of participants agreed with the statement that peer discrimination is one of the
major challenges of managing student ethnic diversity during cooperative learning. Another
interviewee alluded to the notion of this action and explained that it is mainly done against the

ethnic minority students in cooperative group activities.

DH16 and DH17 forwarded that the students’ origin (residential background) and
ethnicity serve as tools for Peer victimization in the classroom. DH17 provided a short answer
to the question ‘what are the major challenges of students’ diversity management in applying cooperative
learning at your Polytechnic College classroom?’ “Sometimes aggressive behavior and discrimination
against the minority ethnic group of students impede outcomes of team work (Interview with
DH17, 26/10/2022). DH16 also suggested the following in his own words.

Students from urban areas and majority’s ethnic background assumed to have a higher
socia status, which may result in better academic performance which inturn wrongly
direct them to discriminate their peers come from deep inner rurals and shires and from
minority ethnic groups (interview with DH16 18/10/2022).

There have been some concerns that the academic success of the discriminating ethnic
minority students was aso negatively impacted by state peer victimization. The researcher has
confirmed from various interview sessions that the current study yields results consistent with
those of D'hondt, Maene, Vervaet, Houtte, and Stevens, (2021), found out that students of
minority ethnic descent are more likely to report ethnic discrimination by peers if the school
adopts a more multicultural policy or if there is a high concentration of students from non-

minority ethnic backgrounds.
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4.7.3 Homophily

The tendency of students to do cooperative group activities with student of similar ethnicity,
religion, or language is one of the major challenges of student diversity management. This
reminds me the expression, ‘birds of a feather flock together’. In the present study, the practices

of homophilic group formation are not consistent across research sites and sample classrooms.

Most department heads agree that ethnic-based federalism created out of the educational
organizations through political means has a detrimental effect on students ability to learn

collaboration since they have already internalized divisions rather than unity and cooperation.

A few of the interviewees suggested that some students form friendships and share seats
with students of similar ethnicities. In some classrooms, language was the reason for friend
selection in the classroom seating arrangements for a small number of participants. One
individual stated that *Students want to join a similar ethnic group because they feel insecure
with varying ethnic partner and want to flee discrimination. In support of this idea, another
participant commented that ‘students also prefer peers from the same ethnicity to obtain
psychosocial benefits because some unethical students segregate students from different

ethnicities after identity exploration.’

Homophly of diverse ethnic studentsin genera means the trainers become vigorousin-
group favoritism—that is, they prefer the ethnic group(s) they belong to more than any other.

Resear ch Question 5. How do trainers at Technical and Vocational Education and Training

institutions (TVETS) manage trainees’ ethno-structural, ethno-cultural and ethno-categorical
diversity?

145



. Table 4.23: Transcription, key direct quotes from semi-structured interviews and Emerging themes
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Howdoyou ' Beforesuggesting | During the group i Theapplication | | think the ethnic : Asingleway : Firstand v Inmyview, the | > Determine the
manage I waysto help discussion, to i of cooperative | divisions have 1 to manage i foremost, © trainer’s identity needs of students
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4.8 Ways of Managing Trainees’ Diversity in Applying Cooperative Learning
4.8.1 Diagnosing the needs of students of diver se ethnicities

The trainers attempting to manage student ethnic diversity while implementing cooperative
learning should keep in mind the needs of the trainees associated with their cultural backgrounds.
Accordingly, trainees who come from different ethnic backgrounds to the TVET College have
different social and educational needs.

The need to be equally recognized, acknowledged, and respected by their classmates and
teachersis included in the social needs of trainees. Williams and Hamm (2018) claim that ethnic
minorities in particular require diversity in the social network to be included. Regarding the
socia needs of various pupils, one responder said that when cooperative learning is used in a
classroom with diverse ethnic backgrounds, the trainers are expected to evaluate each group
member's progress.

Access to educational resources for kids from various ethnic backgrounds is an issue of
the educational needs. According to several respondents, the educational facilities—including
textbooks, libraries, playgrounds, project areas, and ICT rooms—should fairly serve the pupils.
In-depth interview findings typically showed two things.

First, some officias propose that the trainers assess the needs of minority ethnic pupilsin
order to properly and equally accommodate each student due to the complicated level of ethnic
diversity in the classrooms of the South West Ethiopian educational institutions. Children from
ethnic minorities experienced significant obstacles in their pre-college education (i.e., primary
and secondary education), and as a result, they performed poorly in college due to their weak
academic backgrounds. It must be noted that ethnic minority students should receive specific
supports in the TVET colleges when comparing our findings to those of earlier studies
(Gebremariam, 2019), it must be pointed out that ethnic minority students should be provided
specia supportsinthe TVET colleges.

Second, informants reported that some ethnic minority students want to maintain their

respect for their identity in some cases. The current findings are directly in line with previous
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findings (Davies, 2021) that explain how outgroup bias has a negative influence on cooperative

learning outcomes when implemented among diverse ethnic students.
4.8.2 Creating an inclusive lear ning environment

The mgority of participants agreed that today's education system is a highly demanding
inclusive environment for ethnically diverse trainers because it improves socia and
psychological adjustments for classroom cooperation. Furthermore, Nishina, Lewis, Bellmore,
and Witkow (2019) show that ethnic composition in the classroom is an indicator of a
welcoming learning environment. As a result, the greater the ethnic diversity in the classroom,
the more inclusive the learning environment for cooperative learning. It also encourages social

interactions among students.

According to the above table (4.22), some interviewees believe that inclusive classrooms
reduce discrimination against ethnic minority trainees by peers and teachers, while others
advocate for inclusive strategies to mix students of different ethnic backgrounds. It was aso
suggested that trainers use inclusive language on a regular basis so that al ethnic trainees can

understand every message conveyed in and out of the classroom.
4.8.3 Making your classroom moreinteractive

What is intriguing about the data in this table (4.22) is that interviewees stated unequivocally that
cross-ethnic group interaction is a fundamental component of cooperative learning in a diverse
ethnic group. Students from various ethnic backgrounds can interact and share ideas in

cooperative learning groups in interactive classrooms.

Overal, these findings are consistent with those reported by Loes, Culver, and Trolian
(2018), who found cross-group interaction of students to be a mediating variable between
collaborative learning implementation and student diversity openness (student diversity
management). The study's findings reveded that trainees access to collaborative learning

provided them with the opportunity to interact with peers from other ethnic groups.
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More broadly, these basic findings are consistent with research showing that
implementing cooperative learning in an active, heterogeneous, and interactive group is more
effective. One of the advantages of implementing cooperative learning in ethnicaly diverse
classrooms is that extensive lectures are reduced and, at best, replaced by interactive lectures. As
a result, trainees are advised to create cooperative group activities that facilitate interaction

among diverse ethnic students while implementing cooperative learning.
4.8.4 Reducing competitive learning among ethnic student groups

The application of cooperative learning, in its nature, requires cooperation rather than
competition and individualistic learning. Only a small number of respondents indicated that there
are some trainees who want to be more competitive than cooperative in learning and assessment
modes. The mgjority of participants agreed with the statement that most trainees are interested in
cooperative learning rather than competitive learning. When asked about why few students
prefer to learn individually and do not want to help their peers, the participants were unanimous
in their view that competitive learning consumes less time to perform and enables few students

to achieve high marks.

A number of studies depict that cooperative learning is more effective in interdependent
and heterogeneous groups than individualistic and competitive groups (Juvonen, Lessard,
Rastogi, Schacter, & Smith, 2019; Gritter, Meyer, Philipp, Stegmann, & van Dick, 2021). These
studies also depict that neither competitive nor individualistic learning is convenient for student
ethnic diversity management and social inclusion in the education system.
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4.8.5 Trainees of diverse ethnicities should be mixed together in the group

When asked about the efficacy of cooperative learning among mixed-ethnic trainees, one

interviewee stated:
When | assign a mixed-ethnicity team a group discussion or project, they
complete it together without regard for their ethnic backgrounds. However, when
we give students the freedom to choose a team based on their interests, they join
and are drawn to the same ethnic group of students. As a result, the group
becomes homogeneous, and the group workout results are most likely deficient.
However, in order to work cooperatively, all trainees must develop mutual trust,
respect, and acceptance.

Another interviewee argued that our
‘student should accept pluralism and work together not only for the sake of
accomplishing their classroom activities and projects, but, also they should
practice to cooperatively solve the problem they encounter throughout their

lives'.

Based on both quantitative results and interviewees’ expressions, we can conclude
that trainee diversity management is a major element of the application of cooperative
learning. It is possible to create a diverse ethnic trainee mix by encouraging cross-ethnic
friendships among students (Juvonen et a. 2019). Previous research also shows that
students' interest in working with diverse ethnic trainees leads to them liking the college
they join and performing better (Nishina et a., 2019). According to Williams and Hamm
(2018), the use of cooperative learning in an environment that effectively manages
trainees’ ethnic backgrounds leads to socia and cognitive devel opment.

4.8.6 Over coming ethnocentrism in the College

Managing stereotyping, disregarding differences and superiority of one's ethnicity in the

classroom is a very demanding responsibility of a cooperative learning instructor. In some cases,
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trainees choose their classmates based on their ethnicity, which leads to stereotypes of others.
According to a small number of those interviewed, trainees in some classrooms want to interact
with and form groups with their homogeneous ethnic peers. Only a few respondents extrapolated
that, in addition to peer discrimination, there is evidence of ethnic discrimination by instructors.
However, the mgjority of participants reject the explanation that the instructors engage in ethnic

discrimination.

The importance of tolerance and diversity management is highlighted because some
trainees show disrespect and intolerance towards ethnic groups other than their own. When asked
how ethnocentrism can be reduced in ethnic plural classrooms, participants agreed that cross-
ethnic interaction among trainees is a good solution in cooperative learning. According to
Adamu (2013), ethnic and religious student stereotyping decreases as students live together
longer and interact in instructional activities. As a result, as ethnocentrism increases, group
interaction decreases, this has a negative impact on the use of cooperative learning in ethnically
diverse classrooms. Trainers must be aware of the negative effects of student ethnocentrism.
According to Nishina, Lewis, Bellmore, and Witkow (2019), the application of cooperative
learning in well managed ethnically diverse classroom has been promoted as ‘21 century skills’

in which the practice of ethnocentrism is controlled in diverse ethnic classroom.

When the researcher asked about the state of managing ethnocentrism while using
cooperative learning in the TVET College, the majority of respondents said that educated people
practi se ethnocentrism more than less educated people. However, previous research has
produced two propositions on this issue. The first proposition describes how more educated
individuals and seniors in college are less ethnocentric in their interactions with diverse ethnic

trainees (Pettigrew and Tropp, 2011).

The second viewpoint, on the other hand, supports the responses of the current study
participants, namely that more educated people and senior trainees are more ethnocentric than
less educated and fresh college trainees. According to one of the participating department heads
(DH7):
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In most cases in our country, both in higher education organisations and in the political
arena, educated people are fighting for a given ethnicity not because they want to
sacrifice for that ethnicity in order to liberate and alleviate the problems of that ethnic
group, but because they first calculate their personal benefits, and then they begin to
fight for that ethnicity in the name of an activist or national politician. TVET College
administrators must manage ethnocentrism because some trainers and trainees consider
themselves political activists, which can permeate the instructional processes. You know,
nowadays, the ordinary community is not as disruptive to the lives of others (Interviewee
with DH7, October 23, 2022).

DH14 also expressed in plain words that since there is an indicator of ethnocentrism in our

College instructional processes, the trainers should curiously control cross-ethnic interactions.

Two factors, in my opinion, cause students to become ethnocentric during cooperative
learning processes. The first is a homogeneous neighbourhood where they grow up.
When trainees grow up in an ethnically homogeneous community, they may not realise
that there are other cultures and languages besides their own. And their worldview
becomes more limited. Smilarly, some students read books that primarily proclaim the
superiority of their ethnicity and want to listen to and discuss their ethnicity's patriotic
history (Interviewee with DH 14, October 12, 2022).

These findings are more consistent with local research findings, which explain how
University and College trainees and graduates engage in ethnocentrism, which disrupts
cooperative learning in ethnically diverse classrooms (Mekonnen, 2013; Dumessa and Roro,
2013 and Anteneh, 2012). As a result, in order to achieve effective learning outcomes through
the use of cooperative learning, trainers must effectively manage ethnic diversity without
disparaging one another's ethnic background. (i.e., acceptance, respect and recognition).
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4.8.7 Diversifying student cooper ative lear ning activity

It is critical to share instructional roles with members of a diverse group. On the one hand,
trainees have a strong sense of belonging. They, on the other hand, practice interdependence in
order to achieve cooperative teamwork. One respondent shared his personal experience while

assigning cooperative group work in the following manner:

| select a mature group member to be the team leader and facilitate sharing diverse roles
with each member of the group to perform on the entire activity and present the group's
common understandings. In general, | believe that the use of cooperative learning in
shared instructional roles among an ethnically diverse group of trainees results in active
participation and mutual understanding of the learning material. As a result, ethnic
minority trainees exercise their academic participation rights because a more
competitive classroom jeopardizes the rights of ethnically diverse trainees (Interviewee
with DH: 17, October 26, 2022).

The magjority of participants agreed with the statement that sharing activities among
diverse ethnic classrooms reduces ethnic discrimination and increases positive learning outcomes
such as test scores and enjoyment of college life. Furthermore, jigsaw cooperative learning
groups are recommended because they are simple to learn, easy to work with for teachers, and
can be combined with other training strategies. A similar pattern of results was obtained in the
Gorgonio, Silva, Vae, and Silva (2017) study, which looked at a diverse group of trainees in
terms of gender and ethnicity and discovered that they performed better academically and were

more creative and innovative.
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CHAPTER FIVE
5. SUMMARY, MAJOR FINDINGS, CONCLUSIONS AND RECOMMENDATIONS

5.1. SUMMARY

The main objective of this study was to investigate the link between student diversity
management and applying cooperative learning in Technical and Vocational Colleges of
Southwest Ethiopia People’s Region. To achieve this objective the following research questions

were formulated.

1. What are trainees and trainers’ perceptions on Student Diversity managaement in applying

cooperative learning in Technical and Vocational Education and Training colleges?

2. Isthere astatistically significant relationship between diversity management and
cooperative learning? To what extent is the student diversity management related to the

cooperative learning?

3. Isthere astatistically significant mediated path from student diversity management to

applying cooperative learning via student cross-group interaction?

4. What are the major challenges and prospects of classroom diversity and its management in
the implementation of cooperative learning in TVETSs of Southwest Ethiopia People’s

Region?

5. How do trainers at Technical and Vocational Education and Training institutions (TVETS)

manage trainees’ ethno-structural, ethno-cultural and ethno-categorical diversity?

To act in response to the above research questions, Mixed research methodol ogy and
mixed methods sequential explanatory design were employed for data collection, analysis and
interpretation. The questionnaires and in-depth interviews were used to collect data. The pilot
study was thoroughly carried out to check the validity and reliability of the instruments to

conduct the main study. Research ethical considerations were also carefully taken.

154



The first sub-section of the data presentation, analysis and interpretation chapter presents
the descriptive statistics of the sample and population demographics. This section discusses the
setting, general population, target population, and study sample. In the second sub-section, the
tests of hypotheses, normality, assumptions and p-value were performed and extrapolated. In the
third sub-section of the fourth chapter, the results and discussions were presented aligned with

the five research questions.
5.2 MAJOR FINDINGS

Based on the empirical results obtained from the subjects and analysed, the following major

findings were drawn in line with the respective research questions.

Trainees and Trainers’ Perceptions on Student Diversity managaement in applying

cooper ative learning in Technical and Vocational Education and Training colleges

According to the participants perspectivesin the current study, cooperative learning and student
diversity management work well together. As perceived by the research participants, effective
student diversity management has immense influence on the application of cooperative learning.
Both trainees and trainers have significant and positive perceptions towards the nexus between
the student diversity management and applying cooperative learning. Hence, the interaction
between student diversity management and the adoption of cooperative learning should therefore
be the subject of additional research. It is advisable to consider that, just asimportant as
managing students’ diversity, trainees should come across opportunities to work in diverse

groups.

Relationship between Diversity Management and Cooper ative L earning

The results of the study show that students’ diversity management significantly predicted
cooperative learning application, b = .668, t (639) = 26.315, p < .001. Students’ diversity
management also explained a significant proportion (52.10%) of variance in application of
cooperative learning, R*= .521, F (1, 635) = 692.502, p < .001. Students’ diversity management

has direct influence on the effectiveness of the cooperative learning application.
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Mediating Roles of Student Cross-Group | nteraction between Student Diver sity

Management and Cooperative L earning

Student cross group interaction found to be significantly mediating variable between the
diversity management and applying cooperative learning. The AMOS output, also portray that
the mediation between SDM and CL found to be partial intervention because various theories
suggest that effective student diversity management has strong and positive connection with
implementation of cooperative learning . The results of mediation analysis also depict that there
is multi-collinearity among the mediator variable (interaction), SDM and the CL which cannot be
avoided by the researcher and is found to be inevitable.

The Major Challenges and Prospects of Classroom Diversity and its Management in the

implementation of Cooperative L earning

From the short review of qualitative results, the following key findings were also emerged. The
qualitative results supported the quantitative findings on department heads' perspectives of
student diversity management when cooperative learning is used in the Polytechnic College
classrooms, indicating that most of them have positive opinions of it. These were identified by
the expressions highlighting positive life experiences, the ability to discuss lessons gained from

one's ethnicity, appreciation for diversity, and reduce microaggressions were used.

Together, the findings also support the following as maor advantages of managing
students' ethnic diversity in cooperative learning: lowering ethnic-based prejudice, fostering
mutual respect and acculturation, equal learning opportunities, enhancing intellectual and social
development, providing experience for future real-life serving diverse communities, reducing

extended lectures, and raising academic achievement.

However, even better results are achieved when using our algorithm on the opportunities
of student diversity management to apply cooperative learning; it also finds out such major
challenges as the group superiority of majority ethnic group students, peer victimisation, and
homophily.
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Ways of Managing Trainees’ Diversity in applying Cooperative Learnig

The qualitative results al'so found evidence for ways to manage trainees’ diversity in applying
cooperative learning at Polytechnic College (TVET) by suggesting diagnosing the social and
educational needs of students of diverse ethnicities; creating an inclusive learning environment;
making our classroom more interactive; reducing competitive learning among ethnic student
groups; teaching about the unity of diverse ethnic groups; students of diverse ethnicities should
be mixed together in the group; combating ethnocentrism in the college; and diversifying the

instructional roles for students from various ethnic backgrounds.
5.3 CONCLUSION

Student diversity management in applying cooperative learning in asocially and culturally
diverse educational setting has multiple benefits for the instructional processes of technical and
vocational colleges. The teaching and learning processes at technical and vocational institutions
found to be cooperative in away that enables different students to maximize learning outcomes,
enhance academic accomplishment, and devel op the interpersonal communication skills

necessary for teamwork.

Both trainees and trainers had good and practically approaching opinions on how
students' ethno-structural, ethno-cultural and ethno-categorical diversity is managed in the
application of cooperative learning. Cooperative learning has been found to work better in
diverse classrooms from an ethno-structural, ethno-cultural, and ethno-categorical perspective
than it does in monolithic groupings.

Thereisastatistically significant relationship, r (639) = .723, between the students’
diversity management and application of cooperative learning. Students’ diversity management
significantly predicted cooperative learning application. Moreover, the positive coefficients of
the independent variables (ESDM, ECULDM and ECATDM) affirm that it can significantly

predict the effectiveness of cooperative learning in adiverse classroom setting.
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This research has shown that cross-group interaction plays a mediating role between
student diversity management and applying cooperative learning. The tree factor structure
including ESDM, ECULDM and ECATEDM, of student diversity management is found to be
partialy intervened by the three factor variable, cross-group interaction, i.e., ethnic diversity
based interactions, linguistic diversity based interactions and religious diversity based
interactions. The results, on the other hand, showed that the cross-group interaction has
significant direct effect on the implementation of cooperative learning. According to the results,
it can also be concluded that the escal ating effective student diversity management increases the
effectiveness of the implementation of cooperative learning by enhancing cross-group

interaction.

Trainees and educational stakeholders of TVET Colleges have more positive perceptions
than negative perspectives towards student ethnic diversity management during the
implementation of cooperative learning. Overall, our results demonstrate a strong effect of
managing student ethnic diversity on the effectiveness of cooperative learning. Thisisan
important finding in the understanding of the classroom dynamicsis an opportunity for applying
cooperative learning that being achallenge. However, student ethnic diversity management is
not merely therapy for cooperative learning because there are some factors holding back its

efficacy.

5.4 IMPLICATIONSAND RECOMMENDATIONS
5.4.1IMPLICATIONS

The findings and model s discussed in this thesis offer knowledge regarding theory, application,
and further research. It has significantly advanced our understanding of how to support student
diversity and learning in higher education institutions. It serves as yet another example of how

diversity management and collaborative learning are rel ated.
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5.4.1.1 Theoretical implications

This study has implications for the provision of empirical evidence on how the research
guestions were answered in line with the conceptual framework formulated in the study. Asa
result, novice researchers and practitioners can learn how findings were linked back to the

conceptual framework developed in Chapter 2.

5.4.1.2 Practical implications

This paper provided Practical implications for the applications of new insights derived from the
dissertation to solve real and significant problemsin the area of classroom dynamics and its
leadership. These implications refer to how the results of the study can be applied in
professional practice.

5.4.1.3 Futureimplications

The findings of this study encourage further research utilizing an experimental research
methodology to determine if cooperative learning is more successfully implemented in relatively

homogeneous classrooms or well-managed diverse classroom groups.

5.4.2 RECOMMENDATIONS

The following recommendations were suggested based on the research findings and conclusions.

5.4.2.1 Recommendations for futureresearch

This study used a non-experimental research approach to show that there are statistically
significant links between student diversity management and the adoption of cooperative learning.
The researcher recommends a future study be conducted on the direct effect of student diversity
management on cross group interaction or cross-group interaction.
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The researcher suggests that future studies be carried out using experimental research, splitting
research participants into experimental and control groups, to examine student diversity in the
use of cooperative learning. Subsequently, athough the study was carried out in technical and
vocationa institutions, it can still be donein colleges, as well asin primary and secondary

schools.

5.4.2.2 Recommendationsfor future practice

Based on the results and findings of the present study the following recommendations were

suggested for future Practice.

1. Becausethe results of this study show a significant relationship between diversity
management and cooperative learning, teachers at Technical and Vocational Colleges should
carefully manage student diversity while implementing the cooperative learning strategy
inside and outside of the classroom.

2. Toaccommodate the diverse student body, technical and vocational colleges educational
administrators should provide inclusive and cooperative learning environments.

3. Student ethnic diversity within the learning environment more enriches the learning
opportunities than it impairs. Hence, technical and vocational college trainers should
organize and provide training to the college students on how they can cope with the diverse
student group to effectively learn cooperatively. The training should emphasize promoting
diversity in a cooperative learning environment.

4. Thefindings of the present study depict that cooperative learning among ethnically,
linguistically, and religiously diverse student groups results in better academic performance
and greater quality instruction. So, technical and vocational college students should be
encouraged to tolerate their peers’ differences by engaging in teamwork inside and outside of

the classroom.
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APPENDIX- A
Questionnaireto befilled by Trainees

Addis Ababa University

College of Education and Behavioral Studies

Department of Educational planning and M anagement

Questionnaireto befilled by Trainees

Background and Consent
Dear trainees,

The main purpose of this questionnaire is to collect data on the nexus between students’ diversity

management and cooperative learning in Technical and Vocational Education and Training

Institutions of Southwestern Ethiopia. Y ou are invited to participate in filling the inventory and

your participation is greatly appreciated. We trust that your responses reflect your objective view

of the issue under consideration. The information collected from you will be treated

confidentially. Please read and respond to each item that is applicable to you and feel freeto

include any suggestions that you believe would make the item/s easier to understand and respond

to. No individual will beidentified in any report. Participation in thisinventory is voluntary.

Completing this questionnaire will take approximately 45 minutes. If you agreeto fill the

guestionnaire, Please complete all items that are applicable to you.

Thank you in advance for your cooperation.

General Direction: Encircle the letter of your choice or fill in the blank spaces provided when necessary.

Part 1. Respondent Information

1. Gender a) Femae b) Male
2. Age a) 18- 21
b) 22- 25
C) Over 25
3. TVET Levd Level | b. Level Il c. Leve Il
d. Level IV e Level V
4. Write your ethnic background a) Kaffecho f) Konta
b) Bench g) Mezhengir
C) Shekacho h) Suri




d) Dawuro i) Mi’enit
€) Yem ]) other (Please specify)

5. How would you classify the a Rural b. Suburban c. Urban
community in which you spent most
of your life?

6. What frequency of interaction have With other With other With other
you had with other groupsin the ethnic group linguistic group | religious group
TVET institution?

a Always a Always a Always

b. Very often b. Very often | b. Very often
c. Often c. Often c. Often

d. Rarely d. Rarey d. Rarely

e. Never e. Never e. Never

7. Check all applicable areasregarding | a Classmates

(situations) in which you interact b. Dating field experiences
with other ethnic groups. C. Roommate student
d. Neighborhood group organizations
e. Hometown
f. Church /Mosque
0. Group work
h. other (Please specify)

Students’ Perceptions of TVETS Diversity Management Survey

Part 2. Instructions; Indicate how many of your instructors perform the act of the following

classroom diversity management by encircling your choice.



Almost all =5, Most of them =4, About half of them =3, Someofthem=2 None=1

A. Ethno- structural diversity Management

My instructors manage the following aspects of classroom Ethno- structural diversity.

1.1 Consider the ethnic diversity during the instruction.

1.2 Explicitly include students from diverse ethnic groups in the group works?

1.3 Interact with students of diverse ethnicities in an equitable manner inside of the classroom.

1.4 Interact with students of diverse ethnicities in an equitable manner outside of the classroom.

1.5 Consider ethnic diversity as an integral component of instruction.

B. Ethno-cultural diversity Management

2 My instructors manage the following aspects of classroom Ethno-cultural diversity.

2.1 Consider linguistic diversity as an integral component of instructiona systems.

2.2 Understand the unique needs of linguistically diverse learners.

2.3 Adapt instruction to the needs of linguistically diverse learners.

2.4 Help students of different languages work together inside of the classroom projects.

gl ] Al Ol
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2.5 Help students of different |languages work together outside of the classroom projects.

2.6 Communicate personal tolerance for religious diversity.

2.7 Consider religious diversity when designing instruction.

2.8 Understand legal issues regarding the expressions of religion during lecture.

2.9 Interact with students of al religions in equitable manner.

gl ] Al Ol
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C. Ethno- categorical diversity Management

3. My instructors manage the following aspects of classroom Ethno- categorical diversity.

3.1 Consider themselves as cultural beingsin order to respect the culture of their students.

3.2 In contrast to the deficit based thinking, my instructors see students’ culture as a classroom

resource.

3.3 They expect their students to maximize learning in diverse classroom.

3.4 Feel accountable for the long-term outcomes of students. My instructors possess a commitment




that extends beyond the classroom. An instructor who is accountable for the long-term

outcomes of students sees the larger context of their role.

3.5 See themselves as agents of change. Multicultural instructors feel both responsible for and

capable of bringing about educational change that will lead to equitable learning outcomes for

students.

Students’ Perceptions of classroom ethnic diversity

Part 3. Instructions; Indicate how strongly you agree or disagree with each of the following statements by

encircling your choice.

Strongly agree=5, Agree=4, Neutral =3, Disagree=2 Strongly Disagree=1

should include unplanned activities (e.g. Social events, meeting in shopping centers) or

phone conversations with colleagues whose religiondiffers from mine.

1.11 do not believeit isimportant to identify immediately the ethnic groups of my 5/4(3(2]|1
classmates.

1.2 | believe | am sometimes surprised when members of certain ethnic groups contributeto |54 (3|2 |1
particular College activities (e.g. bilingual students on the debate team).

1.3 1 believe that students are responsible for solving communication problems that are 5/4(3(2]|1
caused by ethnic identity.

1.4 1 believe ethnic minority students have equal opportunities as other studentsto learn 5/4(3(2|1
equally.

1.51 believe that there are times when ethnic statements should be ignored. 5/4(3(2]|1

1.6 | believe my interactions with different ethnic groups affect my learning. 514|132 ]|1

1.7 1 believe the instructional materials should reflect at least some diverse ethnic groups. 5/4(3(2]|1

2.1 1 believe my religion may be different from some other students those who school with 5/4(3(2]|1
me.

2.2 | believe | would prefer to work with students whose religions are diverse. 5 3121

2.3 1 believe | am comfortable to work with students who exhibit values or beliefsdifferent |54 |3 |2 |1
from my own.

2.41 believe other than the required College activities, my interactions with classmates 514|132 ]|1




2.5 | believe religious views of a diverse community should be included in the College’s

instructional materials.

2.6 believe that students are responsible for solving communication problems that are

caused by religious identity.

3.1 1 believe | would be comfortable in settings with students who speak a different language
than | do.

3.2 | believe that there are times when the use of non-formal language should be accepted.

3.3 1 believe | am aware of linguistic equity issues related to educational access.

3.4 1 believe classroom linguistic diversity is good to provide opportunities for students to
learn more languages non-formally.

3.51 believethat all students have equal opportunitiesto use their own language.

3.6 | believe one’s knowledge of a medium of instruction (instructional language) may affect

student’s performance.




4. Application of Cooperative L earning

Instructions; Indicate how strongly you agree or disagree with each of the following statements

by encircling your choice.

Strongly agree=5, Agree=4, Neutral =3, Disagree=2 Strongly Disagree=1

The members of my group have skills that complement each other.

The lecturer teaches us to properly manage in-group situations.

In most courses students receive the grades they deserve, no more, no less.

The lecturer helps usidentify and define the difficulties in group work.

g AW NP

During the lesson we have time to reflect on our ways of working in the group and how to

improve.
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In this subject the lecturer proposes activities which encourage individual reflection on

learning.

The lecturer provides us with guidelines to solve conflicts that might arise in the group.

In this subject, each group member has to make an effort in order to help the group achieve

their results.

N

=

Group members have different capabilities that facilitate the completion of the task.

10

. Inmost courses, one of the goalsisto learn how to engage with others.

11.

In most courses, we have the opportunity to share our opinions with group members.

12.

The better each group member carries out their task, the better the group’s grades will be.

13.

The lecturer provides us with tools for us to reflect on how we are working in the group.

14.

Aswe work, we receive feedback from the lecturer in order to improve.

15.

In most courses, the evaluation system isfair.

16.

In our group we have adiversity of views, which helpsusin our learning.

17.

In most courses, respect in group relationshipsis encouraged.

18.

Most courses allow me to interact with my fellow group members.

19.

In most courses, when we work in groups, we have to make sure that we all learn.

20.

In our group we assess the performance of each one of us and we provide guidelines for

improvement.

o o1 o o o1 o o o1 ol o o1 O
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21

. Thelecturer oversees group work aswe carry it out.

N

22

. If wework hard in the courses, we can achieve very good grades.

Vi




23

. Group members are diverse in anumber of ways, which enriches us.

24,

Most courses encourage us to freely express our points of view.

25

. Inthis subject, interaction with my fellow group membersis necessary in order to carry out
the task.

N

=

26

. When we work in groups our grades depend on how much all members have learnt.

27

. All the group members together, we identify which actions help the group and which don’t.

28

. During group work, the lecturer is available to answer our questions.

29

. Inthese lessons we all have the opportunity to achieve good results/grades if we put our

mindsto it.
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30.

Most courses create opportunities for usto interact with others.

31

. In most courses | need the help of my fellow group membersin order to fulfill the task.

32

. When we work in groups, each member has a task to contribute to.

33

. The lecturer intervenes when we need it in order to ensure that we make progressin our

group task.
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34

In most courses, the evaluation system for group work prevents skiving.

35.

In most courses, we exercise our social skills.

36.

When we work in groups, we can’t fulfill a task unless everybody contributes.

37.

The lecturer helps us determine the level of efficiency at which the group has performed.

38.

When we work in groups, we need the ideas of al of usin order to achieve success.

39.

The lecturer guides us and helps us with our group task.

40.

When we work in groups, we have to share materials or information in order to complete the
task.

ol o o o o o o
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41

. The lecturer motivates us to make progress in our group task.

IS

42

. The assessment system for this subject takes into account the individual contributions of each

team member to the group work.

43

. In most courses, we communicate and share information with fellow group members through

diverse media (face-to-face, online...).

44

. Theinstructors monitor the tasks fulfilled by the group members,

Vi




APPENDIX - B
Questionnaireto be Filled by Trainers
Addis Ababa University
College of Education and Behavioral Studies
Department of Educational planning and M anagement
Questionnaireto befilled by Instructors
Background and Consent
Dear trainers,
The main purpose of this questionnaire is to collect data on the nexus between the diversity
management and cooperative learning in Technical and Vocational Education and Training
Institutions of Southwestern Ethiopia. Y ou are invited to participate in filling the inventory and
your participation is greatly appreciated. | trust that your responses reflect your objective view of
the issue under consideration. The information collected from you will be treated confidentially.
Please read and respond to each item that is applicable to you and feel free to include any
suggestions that you believe would make the item/s easier to understand and respond to. No
individual will be identified in any report. Participation in thisinventory is voluntary.
Completing this questionnaire will take approximately 45 minutes. If you agreeto fill the

guestionnaire, Please complete all items that are applicable to you.

Thank you in advance for your cooperation

Part |. General Direction: Encircle the letter of your choice or fill in the blank spaces provided when

necessary.
Gender a Male b. Female

Work Experience a. 10 yearsand above b. 5-9 years c. 1-5years
Educationa Qualification | i. MA/MSc and above ii. BA/BSc iii. Diploma
Academic Rank i. Rank A li. Rank B iii. Rank A C

viii



Part 1. Students’ cross group interaction

1. Inyour view, what frequency of With other With other \With other
interaction have your trainees ) o o
ethnic group linguistic group | religious group
had with their peersin the
TVET ingtitution? a Always a Always a Always
b. Very often | b.Very often | b. Very often
c. Often c. Often f. Often
d. Rarely d. Rarely d. Rarely
e. Never e. Never e. Never

Part Il. TVET Instructors’ Diversity Management Survey

Directions; Please be sure to answer each item and encircle your choice by checking

Strongly agree=5, Agree=4, Neutral =3, Disagree=2 Strongly Disagree=1

A. Ethno- structural diversity Management

1. | manage the following aspects of my classroom Ethno- structural diversity.

1.1 Consider the ethnic diversity during the instruction.

1.2 Explicitly include students from diverse ethnic group in the coursework.

1.3 Interact with students of diverse ethnicities in an equitable manner inside of the classroom.

1.4 Interact with students of diverse ethnicities in an equitable manner outside of the classroom.

1.5 Consider ethnic diversity as an integral component of instruction.
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B. Ethno-cultural diversity Management

2. | manage the following aspects of my classroom Ethno-cultural diversity.

2.1 Consider linguistic diversity as an integral component of instructiona systems.

2.2 Understand the unique needs of linguistically diverse learners.

2.3 Adapt instruction to the needs of linguistically diverse learners.

2.4 Enable students of different languages work together in of the classroom projects.
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2.5 Enable students of different languages work together out of the classroom projects.

2.6 Communicate personal tolerance for religious diversity.

2.7 Consider religious diversity when designing instruction.

2.8 Understand legal issues regarding the expressions of religion during lecture.

2.9 Interact with students of al religions in inequitable manner.

o o) o1 o1
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C. Ethno- categorical diversity Management

3. | manage the following aspects of my classroom Ethno-categorical diversity.

3.1 1 consider myself as cultural being in order to recognize and appreciate the culture of my

students.

3.2 In contrast to the deficit based thinking, | see students and their community’s culture as a

classroom resource.

3.3 | believe that all students are capable of success. | expect my students to excel and their

circumstances are not used to explain lack of achievement.

3.4 | fedl accountable for the long-term outcomes of students. | possess a commitment that extends

beyond the classroom. | am accountable for the long-term outcomes of students see the larger

context of their role.

3.5 1 see myself as an agent of change. | feel both responsible for and capable of bringing about

educational change that will lead to equitable outcomes and experiences for students.




Part Il. TVET trainers’ perceptions of classroom diversity

Directions; Please be sure to answer each item and encircle your choice by checking;

Strongly agree=5, Agree=4, Neutral =3, Disagree=2 Strongly Disagree=1
Trainers’ Perceptions of classroom diversity 5 21
1.11 believeit isnot amust to identify immediately the ethnicity of the students | teach. 5 21
1.2 | believe | am sometimes surprised when members of certain ethnic groups contribute to 5 4/3/2 1
particular College activities (e.g. bilingual students on the debate team).
1.3 1 believe that students are responsible for solving communication problemsthat arecaused | 5| 4| 3| 2| 1
by ethnic identity.
1.4 1 believe ethnic minority students have equal opportunities as other studentsto learn 54/ 321
equally.
1.51 believe that there are times when ethnic statements should be ignored. 54/ 321
1.6 1 believe my interactions with different ethnic groups affect students’ learning. 5/4/3/2 1
1.7 | believe the instructional materials should reflect at least some different ethnic groups 5 4/3/2 1
2.1 1 believe my religion may be different from my students those who | teach. 54/ 321
2.2 1 believe | would prefer to teach students whose religions are diverse. 5 4/3/2 1
2.3 | believe | am comfortable with students who exhibit values or beliefs different from my 54/ 321
own.
2.41 believe other than the required College activities, my interactions with my studentsshould | 5/ 4| 3| 2 1
include unplanned activities (e.g. social events, meeting in shopping centers) or phone
conversations.
2.51 believe | would experience happiness when teaching whose religion is different fromeach | 5/ 4| 3| 2 1
other students and my own.
2.6 | believe that students are responsible for solving communication problems that are caused | 5/ 4| 3| 2/ 1
by religious identity.
3.11 believe | would be comfortable in teaching settings where students speak different 54/ 321
languages within a classroom.
3.2 | believe that there are times when the use of non formal language should be accepted. 54/ 321
3.3 | believe | am aware of linguistic equity issues related to educational access. 54/ 321
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3.4 1 believe classroom linguistic diversity is good to provide opportunities for studentsto learn

more languages non-formally.

3.51 believe that all students have equal opportunities to use their own language.

3.6 | believe one’s knowledge of a medium of instruction (instructional language) may affect

student’s performance.

Application of Cooperative L earning

Part I1. Directions; Please be sureto answer each item and encircle your choice by checking;

Almost always=5, Most often= 4, often=3, sometimes= 2or Never =1

The members of student group have abilities that complement each other.

| teach or train us to properly manage in-group situations.

In my courses students receive the grades they deserve, no more, no less.

| help students identify and define the difficulties in group work.

g A~ W e

During the lessons | give students time to reflect on our ways of working in the group and

how to improve.
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In my courses, | propose activities which encourage individual reflection on learning.

D

7. | provide us with guidelines to solve conflicts that might arise in the group.

®

In my courses, each group member has to make an effort in order to help the group achieve

their results.

N

=

9. Group members have different capabilities that facilitate the completion of the task.

10. In my courses, one of the goalsisto learn how to engage with others.

11. In my courses, we have the opportunity to share our opinions with group members.

12. The better each group member carries out their task, the better the group’s grades will be.

13. | provide us with tools for us to reflect on how we are working in the group.

14. Asstudents work, they receive feedback from the lecturer in order to improve.

15. In my courses, the evaluation system isfair.

16. In students group they have adiversity of views, which helps usin our learning.

17. In my courses, respect in group relationships is encouraged.

18. My courses allow students to interact with my fellow group members.

19. In my courses, when students work in groups, they have to make sure that we all learn.
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20. In students group they assess the performance of each one of them. 54|32 1

21. | oversee group work as students carry it out. 5/4/ 321

22. If students work hard in my courses, they can achieve very good grades. 5/4/ 321

23. Group members are diverse in anumber of ways, which enriches students. 54/3/2|1

24. My courses encourage students to freely express student’s points of view. 5/4/3|2|1

25. In my courses, interactions among group members is necessary in order to carry out the 54/3/ 2|1
task.

26. When students work in groups their grades depend on how much al members have learnt. 504/3/2|1

27. All the group members together, students identify which actions help the group and which 543/ 2|1

don’t.

28. During group work, I am available to answer students’ questions. 54/3/2|1

29. Inmy courses, all students have the opportunity to achieve good results/grades if they put 504321
their mindsto it.

30. My courses create opportunities for students to interact with each others. 54/3/2|1

31. Inmy courses, students need the help of their fellow group membersin order to fulfill the | 5] 4| 3| 2| 1
task.

32. When students work in groups, each member has atask to contribute to. 54/3/2|1

33. | intervene when students need it in order to ensure that they make progress in their group 5/4/ 321

task.

34. Inmy courses, the evaluation system for group work prevents skiving. 54/3/2|1

35. Inmy courses, students exercise their socia skills. 54/3/2|1

36. When students work in groups, they can’t fulfill a task unless everybody contributes. 5/4/3|2|1

37. | help students determine the level of efficiency at which the group has performed. 54/3/2|1

38. When students work in groups, they need the ideas of al of them in order to achieve 54/3/2|1
success.

39. | guide students and help them with their group task. 5/4/ 321

40. When students work in groups, they have to share materials or information in order to 54/3/2|1
compl ete the task.

41. | motivate students to make progress in their group task. 5/4/3/ 2|1

42. The assessment system for my courses takes into account the individual contributions of 54/ 3/ 2|1
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each team member to the group work.

43. In my courses, students communicate and share information with fellow group members
through diverse media (face-to-face, online...).

44. | monitor the tasks fulfilled by the group and each of the group members.
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APPENDIX-C
CONSENT FORM
Addis Ababa University

College of Education and Behavioral Studies
Department of Educational Policy and L eader ship

Background and Consent

Dear interviewee,

I'm Getachew Robo, a PhD candidate in the Department of Educational Planning and
Management at Addis Ababa University. Currently, I'm working on the title of the dissertation
“The Nexus between Diversity Management and Cooperative Learning in TVETs in the South-
West Ethiopian People’s Regional State’. This interview’s objective is to gather information to
support my dissertation. Y our college has been chosen as the study site for the research. A
formal letter from AAU has been used to tell the relevant management body of your college
about the study.

Y our participation in the interview and the information you provide will be essential to the
success of the study. Y our anonymity and privacy will be maintained indefinitely, and your reply
to the discussion will only be used for the study. So, feel free and provide your truthful
information to the discussion points. Y ou are free to choose not to answer any question about
which you do not feel at ease, and you are also free to refrain from participating in the study at

any point if you do not find it to your liking.

Thank you for your cooperation and time in advance!

| am willing to participate in the interview and for my interview to be digitally recorded.
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I nterview guiding questions

The guiding questions for educational leaders include personal data, campus diversity

experiences and teaching and learning processes.

111 Bio-data of educational leaders, students

Name .......ccoveevvveevevevne e e Department... e Position................
Academic rank...........................Ethnic background (optional).................. First language
(optional): ...................Religious affiliation (optional).................. work experience in
TVETS ...................Other work exXperiences..........c.ocevveniennnnnn.

Guiding questions

1. How do you perceive student diversity management in applying cooperative learning at your
Polytechnic College classroom?

2. What are the benefits of students’ ethnic diversity management in applying cooperative
learning at your Polytechnic College (classroom)?

3. How do you manage trainees’ diversity in applying cooperative learning at your Polytechnic
College (TVET)?

4. In your opinion, what are the major challenges of students’ diversity management in applying

cooperative learning at your Polytechnic College classroom?
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APPENDIX-D

The Scatter Plot Graphsdepicting Linear Correlation between thelVsand DVs
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APPENDIX- F

Amharic verisions of research tools

A20 hON frAcat
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The Nexus between Diversity Management and Cooperative Leaming in Technical and
Vocational Education and Training Institutions of Southwest Ethiopia People’s Region
(01o12PF avhhd A NHYrT haveC (diversity Management) A5 QN+ a0oic (cooperative
learning) aehhd fa THICL)
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@& WA
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The Nexus between Diversity Management and Cooperative Learning in Technical and
Vocational Education and Training Institutions of Southwest Ethiopia People’s Region
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Nexus between Diversity Management and Cooperative Learning in Technical
and Vocational Education and Training Institutions of Southwestern Ethiopia
(O1o16PTF avhhd A HYTH  heoeC  (diversity Management) AS  Qnet  aeoic
(cooperative learning) evhhA fA +HI?2)

@ +aFd
PHY  am@P PG 9A°1 (Ho6PTF avhhd CA®7 WY1 Navgs-t (diversity Management) ag

Ochét avoic (cooperative learning) evhhd fa@<7 +HIPS (tavAht ool AGPANA( 1@-::
QAP PCAL  Torte AP BNLFTA:: AaPm@Ee PTLAM-T PAT TA97LS  AOTTE AILTLPTY
ACIMT 17:: hCa® PU.0ALD- vl TAMLPrE SEm0P SUPSA:: AAHY AOhPTT eoihntAT
ameet M1t ARl TItne ALANID  ANTLOTPT  hPA% ATAPNAT  N97h0C
AT PN

OHY TST oovte LPLAYE AL Lov(lFA:: PHAFELPT 917k ON9°9° el (67°CF @t
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AFNCP NNIP AGAPANGAT::
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PPA comPP avawlf TLELPT

1.1 Nach® 7-a, -khth baE (Ehhs ov-f F9°VCTS »~AmS FR9°) 1eA o0

PP TT CNLON-TT1T ARTT havdC R8T Lavhhirkd-A?

1.2 NACN® 7°A, -k bAR (s ov-@ FPUCTHST ~amG TRI°) hea
O-0P PP TT P L-AA NN havdeC A8, T Lavahrk:dA?
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1.3 NACON® 7°A, -Ei'th bAE (-Bhshs ov- @ 9°UCTS ~2AmG 1T%9°) 1eA o0
P PTT NhC FNC AR NN hovdC R8T LaovptrkdA?

1.4 NACh® 7°A, -ELh b (Bhng ov-@ 9°UCTS ~2AmG 1R9°) PavTs e
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1.9 NCh® 7 A, En'h bAP ((BnLhs ovo-@ TVC TS ~AmS T29°) V-4t
oo™y (cooperative learning) 0P A L4 COAANGETT 0AC NN
A1 LavlA?
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Q18T LavlA?
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Abstract: Cooperative leaming is more effective in a well-managed classroom with diverse ethnic,
linguistic, and religious backgrounds. To that end, this study examined the state of applications
of cooperative learning and student diversity in polytechnic colleges in southwest Ethiopia. A
qualitative research methodology, specifically grounded theory design was employed to achieve the
research purpose. The empirical data was gathered from 20 educational officials through in-depth
interviews at sample polytechnic colleges. Student diversity found to have a significant influence on
how cooperative learning is implemented. It has also been found that the perception of department
heads towards diversity has a significant influence on the application of cooperative learning. The
study’s findings also showed that managing diversity among students and interacting with peers
within groups and from other groups has a positive influence on cooperative learning. In conclusion,
the application of coopcerative learning is affected by perceptional and structural factors of student
diversity. Thus, this research recommends further study to be conducted on the relationship between
diversity management and cooperative learning.

Keywords: diversity; cross-group interaction; cooperative learning; grounded theory

1. Introduction

Diversity management is a field that uses applied behavioral science methodology,
studies, and theory to manage institutional change and stability processes, supporting di-
versity in organizations and opposing discrimination based on ethnicity. language. religion.
gender, culture, and other human differences. It promotes values of respect for human
differences, social justice, and participation. The concept has been broadened beyond the
US and Western experiences throughout the world [1,2].

Studies have shown that the development of educational and social relationships
among students of different ethnic and lingnistic groups reduces prejudice among school
children. Student diversity management has a positive influence on students’ academic
and intellectual skills development, but the direct relationship between the two is not
universally accepted [3].

Ethnically diverse classrooms offer students cooperative learning and teachers in
flexible teaching strategies to manage varied backgrounds and create an interactive and
nurturing learning environment. Teachers can recognize the importance of students’ di-
versity 1n affecting cooperative learming (CL) by learming about their students” ethnic,
linguistic, and religious diversity and integrating CL methods and strategies into their
teaching repertoire. Ordu [1] demonstrated that students’ diversity affect their performance
positively when properly managed, but may cause alliances and affect students negatively
when not managed well.

Adamu [4] states that the presence of a diverse student population is perceived as an
advantage, as it provides an ideal opportunity to learn from each other’s culture, languages,
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Abstract

This study examined the state of diversity management and learning at Bonga College of
Teachers’ Education. The mixed research approach was employed in the collection, analysis
and interpretation of data. The participants of this study were 373 students and 150 instructors
which were selected through proportional stratified sampling, comprehensive sampling and
purposive sampling technigues. Instruments of data collection included guestionnaires, focus
group discussion, in-depth interview, and document analysis methods. Quantitative data
were analyzed by employing both descriptive and inferential statistics. Qualitative data were
analyzed and interpreted by incorporating personal reflections and insights separate from
descriptive notes and excerpts from subjects. This paper asserts that diversity has a bearing
on instruction. The results suggest that effective classroom diversity management is one of
the facilitating factors for effective college instruction. We recommend that stakeholders of the
Teachers’ Education College may well consider learners’ diversity in planning, implementing

and evaluating instruction in higher education institutions.

Keywords: Diversity; Diversity management; Diversity Awareness Inventory (DAl)

Introduction

Diverse student population refers to the
presence of students from different ethnic,
cultural or learming backgrounds regardless of
their proportional representation. This means
that the presence of even one student from
a different ethnic or cultural group contributes
to increased diversity on campus, and the
presence of a diverse student population
does not necessarily indicate the ethnic and

*Comespondence:arehobot@amail.com

religious composition on campus. The
presence of a diverse student population is
perceived as an advantage by most students
because a diverse student population provides
students with an ideal opportunity to learn from
each other’'s culture, languages, religions and
experiences and also to develop skills that are
important for their social lives (Abebaw, 2014).

Managing diversity relates to all the

processes addressing attitudes, methods
and skills in dealing with a diverse group
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