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Abstract

The present study explored the instructional methods used
by teachers of students with mental retardation in
Tanzania. The knowledge of instructional methods used by
these teachers is important for decision-making regarding
the content of pre-service a1 in-service teacher
trairing in Tanzania.

The purpose of the study was to develop an
observation instrument that could identify and evaluate
the instructional methods used by teachers of students
with mental retardation in Tanzania, evaluate its
validity for the Tanzanian context, and use the
observation instrument to identify instructional methods
used by teachers of children with mental retardation in
Tanzania. The observation instrument was developed on
the basis of effective instructional methods identified
in North American literature.

Five special education experts and five special
education teachers evaluated the observacion instrument’s
suitability for the Tanzanian context. The observation
instrument was used in a total of 44 observations, of 15
teachers from seven instructional programs for students
with mental retardation in Tanzania. A second observer
participated in nine of the observations to evaluate
inter-observer reliability of the observation instrument.

The results of the study indicated that Tanzanian
special education experts and teachers, in general,
thought that the observation instrument was appropriate
for the Tanzanian context. However, some suggestions for
improvements to the observation instrument were made. The
teacher observation data indicated that teachers of
students with mental retardation in Tanzania, in general,
used most of the assessed instructional methods

appropriately. The observation instrument was also



useful in identifying areas in which the teachers
observed needed prescriptive feedback and in-service
training.

To provide a robust test of reliability of the
instrument, and to assess the need for training in the
use of the instrument, a reliability test was conducted
by using an untrained and inexperienced observer
/evaluator - the "worst possible scenarijio" of
reliabkility. For some of the items the inter-observer
percent agreement was unacceptably low indicating the
need for observer training. The observer’s lack of
training in the use of the observation instrument and in
the use of observation procedures in general, may have
contributed to the low inter-observer percent agreement.
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CHAPTER I
LITERATURE REVIEW
Background of the Study

Special Education in Tanzania is very limited with
most services being provided by non-governmental
agencies. The first services for the disabled in
Tanzania were provided by religious organizations. For
example, the first school for the blind was estabiished
in 1950 by the Anglican church, while the first school
for the deaf was established in 1963 by the Roman
catholic Church (Institute of Education, 1984). Services
for persons having physical disabilities were founded by
the Salvation Army in 1967, and those for the mentally
retarded by the Tanzanian government in 1982. Early
childhood education of the mentally retarded and of
children with cerebral palsy was provided by the Society
for Mental Retardation and Cerebral Palsy with the help
of the Swedish Government. Muhimbili hospital, a
referral hospital, ran a rehabilitation centre for
school-age children hospitalized for extended lengths of
time (Ministry of Education, 1989).

The focus of the present study was exploration of
teaching methods used in the instruction of students with
mental retardation in Tanzania. The rest of this chapter
deals with: a) provision of special education services in
Tanzania; b) general instructional methods; c)
instruction of students with mental retardation; and 4d)
use of observation in teacher evaluation.

Special Education Policy

Tanzania does not have a documentad special
education policy. Any provision of special education is
based on the policy of Ujamaa (African socialism which
implies equality and caring for all) and the policy of
Universal Primary Education (UPE). Ujamaa policy

emphasizes, among other things, equality of all people

1
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and requires that all basic services, i.e., education and
health services, be provided to all Tanzanian citizens,
free-of~-charge. Universal Primary Education emphasizes
the right of all Tanzanian citizens to a free primary
education. The government of Tanzania only became
involved in education for the handicapped after the
services had been initiated by non-governmental
organizations for all categories of handicaps except
mental retardation. The government’s action was
initiated by demands for services made by the citizens
who had become aware of handicapping conditions and the
needs of children with handicaps. This awareness was
gained through activities that occurred during the United
Nations Year of Disabled Persons and the United Nations
Year of the Child (IYDP, 1979; Jamhuri ya Muungano wa
Tanzania, 1981; and Kisanji, 1981).

Current Status of Special Education Provision in Tanzania

The current situation in the provision of special
education in Tanzania is indicated in Table 1. The data
in Table 1 indicate that only 1,842 handicapped children
in Tanzania, of primary school level, are provided with
educational services. Only 110 handicapped students are
provided services at the secondary school level. Only 22
handicapped students are in institutions of higher
learning.

Students with physical handicaps attend regqular
secondary schools with no additional help. The number of
students in higher institutions of learning depends on
the number of students who qualify for entry into these
institutions. Table 2 indicates the varicus types of
facilities for persons with handicaps in Tanzania.

There are four types of facilities in Tanzania
through which special educational services for primary



Table 1

students at Various Levels of Education

Category Boys Girls Total

Primary School Level: Standard I-VII

Visual Impairment 360 224 584
Hearing Impairment 304 243 547
Mental Retardation 193 140 333
Physical Handicaps 167 181 348
Hospital School . o _30
Total 1024 788 1842

Secondary Education: Forms I-VI

Visual Impairment 11 15 26
Hearing Impairment 60 24 84
Total 71 39 110

Teacher Training College Students
Visual Impairment 19

University Students

Category Year I Year II Year III Total
Visual Impairment 1 1 1 3

Source: Ministry of Education (1989) Basic Information
About Special Education In Tanzania.



Table 2

Facilities for the Handicapped in Tanzania

Type cf School

Category Resident. Resident. Non-res. Non-res. Total
Special integ. special integ.
schools Units schools units
Visual
Impairment 3 18 - - z1
Hearing
Impairment 5 1 - 2 8
Physically
Handicapped 2 2 - - 4
Mentally
Retarded 4 1 1 17 23
Total 14 22 1 19 56

Source: Ministry of Education (1989) Basic Information

About Special Education In Tanzania.
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school age children are provided. These four types (with
their numbers indicated in parenthesis) are as follows,
a) residential special schools (14), ) residential
integrated special units (22), c) non-residential special
schools (1), and d) non-residential integrated special
units (19). In addition to the facilities shown on Table
2, four secondary schools offer education for the
visually handicapped. These schools usually have
boarding facilities. Two secondary schools specializing
in agricultural programs reserve five openings

each for students with hearing impairments.

One colliege of education, Mpwapwa College of
Education, has ten openings for pre-service teacher
training reserved each year for qualifying, visually
impaired students. Five more colleges are currently
offering training for visually impaired students to
become secondary school and adult education teachers.
Visually impaired students in these five colleges compete
for these positions with sighted graduates of form four.
Students with visual impairments are offered only minimal
specialized services while attending the college. The
University of Dar es Salaam also offers supporting
services to any visually impaired student qualifying for
admission.

In addition to visually impaired students, there was
one hearing impaired student between 1987 and 1989 at the
University of Dar es Salaam. There are a few physically
handicapped students at the university each year. No data
is available on the education of students with physical
handicaps at the secondary and post-secondary level as
these students do not receive any specialized supporting
services.

Vocational and rehabilitation services for
individuals with handicaps in Tanzania are limited. As

shown on Table 3, there are only six facilities providing



Table 3

Vocational Training Centres in Tanzania

Centre Car v___Duration Vocational Skills
Yombo 200 2 yrs Carpentry, shoe-
(for all making, tailoring,
handicaps) secretarial duties,
(1972) handicraft, poultry
keeping, and adult
education.
Manoleo 50 2-3 yrs Carpentry, weaving,
(for the agriculture, braille,
blind) reading and writing.
Masasi (for 70 2-3 yrs Agriculiture, poultry
the blind) keeping, carpentry,
and adult education.
Singida (for 50 2-3 yrs Adgriculture, weaving,
blind women) domestic science,
handicraft, braille,
reading and writing.
Igange (for 60 2 yrs Adult education and
hearing impaired) technical education.
Chang’ombe (for 10 2 yrs Adult education and

hearing impaired)

technical education.

Source:

Institute of Education (1984).

Development of

Special Education in Tanzania



vocational services for the handicapped in the whole of
Tanzania. The vocational training provided includes
secretarial training, carpentry, and various branches of
agricultural education. Five sheltered workshops serving
a small number of adults with handicaps are also
available (see table 4).

Employment Opportunities for Individuals with Handicaps

in Tanzania

Handicapped persons trained in the vocational
centres are assisted by regional rehabilitation officers
to settle either in wage paying or self-smployment
situations. While some of these persons are employed in
offices, industries and factories, others join the five
sheltered workshops available (see table 4). To ensure
against discrimipation of the handicapped in employment,
a bill was passed in 1982 stipulating that 2% of the
employees in each company must be trained haadicapped
persons. Most companies have less than two percent
employees with handicaps as most individuals with
handicaps lack the necessary training to cope with thne
demands of available jobs.

Factors Affecting Special Services for Individuals with

Handicaps

Incidence and_ Prevalence

One of the major problems facing individuals
responsible for the provision of special services for
persons with handicaps in Tanzania is the lack of
accurate incidence and prevalence figures. Accurate
figures are not available because of problems related to
criteria used for identification and the accessibility of
identification services. Table 5, shows Department of
Social Welfare prevalence estimates in 1980 (Institute of
Education, 1984). The current prevalence and incidence
of individuals with profound and severe handicaps is
expected to have increased due to better health services



Table 4
Workshops for Handicapped Persons

Workshop Capacity aActivities
Kinondoni
(Dar es Salaam) 6 Tailoring and knitting
Yombo
(Dar es Salaam) 9 Tricycle making
Mbevya 6 Tailoring
Mwanza 14 Tailoring
Tanga 10 Tailoring
Sources: Institute of Education, Development of Special

education in Tanzania

Ministry of Education, Basic Information About Special
Education In Tanzania; March 1989.



Tapie 5

Estimates of Prevalence of Handicaps in Tanzania

Cateqory* Prevalence
Blind 79,000
Deaf 51,000
Cripples 136,000
Lepers 170,000

Mentally Retarded 136,000

Total 572,000

* The categories used here are those used by the
Department of Social Welfare.

Source: Institute of Curriculum Develcpment, Development
of Special Education in Tanzania.
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leading to a reduced infant mortality rate, and an
increase in the prevalence of children with profound and
severe handicaps who survive at birth and live longer.
This situation is similar to that of Kenya as discussed
in UNESCO (1974). Recently, the United Nations estimated
the number of handicapped individuals in Tanzania to be
two million (Eklindh & Nchimbi, 1989). Of these two
million, 160,000 are school-age children. In spite of an
increase of special services for persons with handicaps
in the last decade, the services are very limited as
shown on Tables 1, 2, 3, and 4. Thus, only about 1% of
the school-age children needing special education
services are provided for. Furthermore, most special
services are designed for persons with mild and moderate
handicapping conditions. Thus, there is a great need for
services for children with severe, profound and/or
multiple handicaps.
Quality of Education
In addition to concerns about limited services

provided, the quality of the available special education
is also a matter of major consideration. This concern
relates primarily to the curriculum, the educational
materials used and the teaching methodology employed in
special education programs.
Cultural and Religious Factors

- Other factors having effects on the provision of
special education from the start are the cultural and
religious characteristics of the Tanzanian people.
Tanzania has a population of approximately 24 million,
composed of about 120 heterogeneous ethnic groups.
Although there are no written accounts of the treatment
of individuals with handicaps, oral history indicates
that most of these ethnic groups, though differing in
cultural practices, treated individuals with handicaps in

the same way. In the past, individuals with handicaps
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students with handicaps into the regular classroom is the
fact that some associations of people with handicaps are
resisting introduction of itinerant services which would
enable students to attend their neighbourhood schools and
live with their families. Feedback from some members of
the itinerant team, the first and only itinerant team in
Dar ea Salaam, indicates that itinerant teachers have had
problems convincing parents to retain their children at
home. The reason is that some families have been relying
on hand-outs from charitable organizations, the itinerant
program arrangement would make it more difficult for them
to provide food, clothing and transport for their
children.

Increased awareness of the nature of handicapping
conditions and of the needs of persons with handicaps,
particularly the needs of children, is evident through
the rapid increase in the number of articles about
disabled persons appearing in Tanzanian newspapers.

These articles feature, in dramatic manner, the services
currently provided and the discrepancy between these
services and ideal conditions. Politicians have also
demanded more services from the Tanzanian government
(Daily Nation, 1988, 1989).

The Tanzanian Government has reacted by establishinc
units in regular schools for persons having handicaps
(see Table 2). Most special education units are self-
contained classrooms within regular school compounds, and
are not integrated with the rest of the school. These
units usually provide services for children having visual
impairments or mental retardation. By 1989, the
government had established 18 units for the blind and 17
units for individuals with mental retardation. There
seems to be some integration of normal functioning
students with students having visual impairments but none
with children having mental retardation.



14
for persons with handicaps. The number of teachers with
special training is small (see Table 6).

There is a shortage of teacher training facilities for
special education teachers; only one college of education
is currently offering specialized training. The number
of students graduating from this college is also very
small. Until recently, only 15 teachers of the
handicapped graduated each year, five specializing in
mental retardation, five specializing in hearing
impairments, and five specializing in visual impairments.
Between 1976, when the program was initiated, and 1988,
176 teachers graduated from this special education
teacher training program. The program has currently been
expanded to offer 51 places for special education
teachers, 17 for each of the three specializations:
mental retardation, visual handicap, and hearing
impairment (Eklindh & Nchimbi, 1989 p.14). Although
there has been an increase in the supply of special
education teachers in the field, the number has not
increased fast enough to meet the demand. In addition to
a shortage of training facilities for special education
teachers in Tanzania, teachers of the handicapped find it
difficult to work in this field because of the shortage
of facilities providing special education. Thus, the
teachers are restricted to a few localities. For
instance, married, female, special education teachers may
not find a facility providing special education near
where their husbands reside. Thus, these teachers may be
forced by circumstances to revert to work in regular
education classrooms.

Another factor affecting the number and quality of
special education teachers is the lack of special
education courses at the University of Dar es Salaam.
This factor causes teachers interested in higher

education to change their specialization unless they are



Table 6

Teachers in Special Education

15

Programs for children with

Handicapped in Tanzania

Category Special Regular teacher Total
training training
Visual
impairment 68 - 68
Hearing
impairment 98 66 164
Mental
retardation 21 30 51
Physical
handicaps - 13 13
Total 187 109 295
Source: Ministry of Education (1989) Basic Information

About Special Education In Tanzania.
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among the very few who obtain scholarships to study
abroad. Regular classroom teachers with very limited
special education training have had to supplement the
teaching staff in special education programs for students
with handicaps.

The curriculum and the evaluation procedures used in
Tanzanian special education programs is also a concern as
it is in most third world countries (Baine, 1988;
O’Toole, 1989). The special education curriculum used in
Tanzania is the same as that used in regular schools,
with a few modifications (Institute of Education, 1984).
Most of the instructional and assessment instruments and
materials have been adopted from western countries
without adapting them to the local context.

The focus of the present study was on the
identification of the teaching methods used in the
instruction of students with mental retardation in
Tanzania. The following section reviews literature on

instructional methods.
Instructional Methods

Introduction

There are several steps in the instructional process
which precede instructional delivery and several steps
which follow instructional delivery. Lefrancois (1988)
identified important steps preceding instructional
delivery as a) establishing goals, b) determining
student readiness, c) selecting instructional strategies,
d) collecting required materials, and e) planning for
assessment and evaluation. He also identified the
important steps that follow instructional deliverv as a)
assessing effectiveness of teaching strategies, b)
determining extent to which instructional goals have been
met, and c) reevaluating student readiness. The current
study focused exclusively on the techniques of

instructional delivery, for example, presentation of
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process of selective perception of the stimuli reaching
sensory receptors. The short-term memory acts as short-
term storage. It is only through rehearsal that
information is retained long enough in the short-term
memory for encoding. Only information which is encoded
reaches the long-term memory. The long-term memory acts
as a structure for storing information for long
durations.

The process of learning cannot be assumed until
performance is evaluated. For performance to be
possible, learned information must be retrieved from
memory to assist individuals to act appropriately.
Material learned may be retrieved directly from the long-
term memory and passed directly to the response generator
or the information may be held in the short-term memory
if a combination of information is required before
performance. This information is eventually transferred
to the response generator and goes through the process of
response organization which determines the response to be
elicited. Performance leads to feedback which in turn
leads to reinforcement (Gagne, Briggs and Wager, 1988;
LeFrancois, 1988). The processes assumed to occur during
any single act of learning are: attention, selective
perception, rehearsal, semantic encoding, retrieval,
response organization, feedback, and executive control.

Gagne (1i938) identified the essentials of learning
imperative for identification of the processes which
cause slow learning. She also suggested ways of training
those processes which are teachable. The elements Gagne
identified as essential for effective learning are
discussed below under four categories.

1. Strategies of Selecting Attention
(a) Knowledge of learning goals affects
distribution of attention and intensity of
concentration (Reynolds, 1979).



(b)

(c)
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Individual differences in selective

attention to content in learning. There
is a developmental trend in the extent to
which learners use attention strategies
effectively, especially focusing
strategies. Brown (1978}, in a study of
information processing, found that younger
children were poor in identification of
important information in passages.
Individual differences in selective
attention to feedback. Gagne (1988)
found that students were more attentive to
feedback when they made mistakes, than
when the feedback involved only
reinforcement.

2. Encoding Strategies

Various encoding strategies are listed below.

{a)

(b)

(c)

Elaboration. Better elaborations and
retrieval cues lead to more efficient
encoding strategies. Deep processing,
such as comprehension, application and
synthesis of skills and processes,
produces better recall. Research
indicates that better learners generate
more and better elaborations.
Organization strategies. Organization
strategies affect effective encoding of
declarative knowledge. Organization
strategies include clustering items and
encoding spatial relationships.

study techniques and encoding strategies.
In research studies of the effect

upon recall of asking students to
summarize information mixed results have
been obtained. The importance of




20

cognitive processes, such as analysis and
application of concepts rather than just
superficial outlining or summarizing was
emphasized.
3. Cconditional Knowledge
Knowledge of when to use a given learning strategy
is essential for effective learning. There is a need for
students to know the purpose for learning specific
material in order to choose appropriate learning
strategies. Data on when development of criteria for
choosing appropriate learning strategies occurs is not
known as most studies on learning strategies have been at
high schoecl and college levels rather than at preschool
and elementary school levels.
4. Strateqy Effectiveness Monitoring

There is a need for monitoring the effectiveness of
learning strategies. Average and fast learners are more
efficient than are slow learners in monitoring their
strategies. Fast learners are better at focusing on
unlearned elements. Faster learners are more accurate in
determining whether more studying is needed.

One of the major ingredients for effective teaching
is conducting the instruction at levels appropriate to
the students. Factors necessary for deciding on the
appropriate levels of instruction to use are discussed
below.

Deciding on Levels of Instruction

To maximize the learning outcome, it is necessary to
decide upon the appropriate level and type of learning
and instruction. Taxonomies of learning and instructicn
are used to help teach#rs decide on the appropriate level
and type of instruction to use. A learning and
instruction taxonomy is a hierarchical classification
system. In most educational taxonomies, the organizing
principle is the complexity of student behaviour
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expected. Higher levels of taxonomies involve more
complex student behaviour which is built on lower levels
of the taxonomy. For example, if a student can perform a
pehaviour at level three of a taxonomy then he/she should
be able to perform at levels one and two, on which level
three is based.

Use of taxonomies in teaching. Taxonomies are

useful in many aspects of the instructional process. For
example, taxonomies can be used to determine learning
objectives, instructional strategies, and evaluation
questions and procedures. orlich, Harder, Callahan,
Kravas, Kauchak, Pendergrass, and Keogh (1985) identified
the usefulness of taxonomies as including the following:

a) they provide a range of objectives, adding
breadth and variety to a teacher’s repertoire
of objectives;

b) they help in sequencing objectives from simple
to complex;

c) they reinforce learning as lower level skills
are repeatedly reinforced during the process of
learning higher level skills;

d) they provide a learning model which can be
useful to students even outside the classroom;

e) they ensure instructional congruency by placing
objectives at specific levels, which helps the
teacher choose appropriate teaching strategies
and questions;

£) they can be used to design appropriate test
items congruent to the level used in the
teaching;

g) they provide a model for lesson and unit
planning by facilitating translation of ideas
into effective lessons;

h) they can be used to diagnose learning problems
by determining the levels at which students
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experience problems and educational experiances
necessary to remedy specific learning deficits;

i) they can be used to individualize instruction;
and Jj) they can be used to assist instructional

decision-making, for example, decisions on
where learning leads and how much time is
necessary for prerequisite skills.

Bloom’s taxonomy. Bloom’s taxonomy (Bloom, 1956,
1958) is one of the most commonly used classification
systems for the cognitive domain. His taxonomy is
hierarchical with six levels of learning. The six levels
of Bloom’s taxonomy, with the corresponding
characteristic students’ behaviours as discussed by
Wolery, Bailey, and Sugai (1988) and Orlich et al.,
(1985), are discussed below.

1. Knowledge is the lowest level of the taxonomy
which involves the students remembering, memorizing,
recognizing, and recalling information. The knowledge
level concerns the recall of specific information in the
form it was originally presented. Baine (1982)
identified three subcategories in the knowledge lievel as
(a) knowledge of specifics, (b) knowledge of ways and
means of dealing with specific facts, and (c) knowledge
of the universals and abstractions of a field. Knowledge
forms the basis of the other five levels cof Bloom’s
taxonomy. In spite of the importance of the knowledge
level of Bloom’s taxonomy for acquisition of high levels
of learning, it has been over-emphasized in regular
classrooms without sufficient emphasis being placed on
higher levels of the taxonomy. Therefore, teachers
should ensure that the knowledge taught will be
applicable at a later date (Mireau, 1985a).

2. Comprehension is a higher order of cognitive
functioning than is knowledge in Bloom’s taxonomy.

Comprehension involves students in interpreting,
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translating from one medium to anc*her, extrapolating and
describing in their own words. Comprehension, therefore,
requires sufficient understanding of the information to
be able to perform the transformations listed above. For
students to be able to handle material at the
comprehension level, students must have a knowledge base
from which they can draw the information they process.
Therefore, emphasis is placed on the transformation of
information to more understandable forms (Crocker,
Brokenshire, Boak, Fagan, & Ethel, 1980).

3. Application, the third level cf Bloom’s taxonomy

requires students to engage in problem-solving, and
applying information to produce some outcome.
Application requires the ability to recall, select, and
apply appropriate kxnowledge and skills to solve a novel
problem. Students must therefore, be able to process
information at the first two levels before they can
engage successfully in the application level (Crocker et
al., 1980).

4. BAnalysis involves students in subdividing and
reintegrating content and materials. Given unfamiliar
materials, students should be able to identify their
elements and their relationship, arrangement and
organization. Analysis includes the identification of
stated and unstated assumptions, dominant and subordinate
ideas, logical or illogical elements, facts from
inferences, relevance from irrelevance, cause and
effects, patterns, themes, philosophy, biases, and
techniques. It is, therefore, necessary for a student to
have skills involved in the first three levels of Bloom’s
Taxonomy before they can engage in analysis (Crocker et
al., 1980).

5. Synthesis, the second highest level of the
taxonomy involves creating a unique, original product

that may be in verbal or physical form. Synthesis,
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therefore, requires the use of pieces or parts of past
experience to produce a new, unique, original or creative
communication, plan or set of operations, and set of
abstract relations. Ability to analyze past experience
into pieces or parts is essential for the process of
synthesis to occur (Bloom, 1958, cited in Crocker, 1980)

. 6. Evaluation is the highest level of learning,
according to Bloom, and entails making value decisions
about issues, and resolving controversies or differences
of opinions. This level therefore involves Jjudging
something by internal or external evidence using given or
recalled criteria (Bloom, 1956).

Gagne’s hierarchy. Gagne and Driscoll (1988)

discussed five major categcries of learning outcomes.
These five categories cut across subject matter areas.
Following is a brief review of the categories.

1. Attitudes. As cited in Gagne and Driscoll
(1988), Gagne defined an attitude as "an acquired
internal state that influences the choice of personal
action toward some class of things, persons or events".
A wide range of attitudes can be identified as desirable
educational goals. In demonstrating the range of
attitudes involved, these authors identified three
classes of attitudes: (a) social interaction attitudes
include kindness to others; helpfulness and
thoughtfulness of others’ feelings, (b) positive
preference for certain kinds of activities such as
learning, classical music and science fiction books, and
(c) citizenship. For example, desirable attitudes may be
positive or negative. Desirable negative attitudes
include the dislike of narcotic drugs (Gagne & Driscoll,
1988) .

2. Motor skills. Motor skills are learned in

connection with common skills such as driving, playing

musical instruments, athletic and sports activities and a
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number of occupations. Most activities involve more than
just motor activities. For example, in driving a car, a
person needs knowiedge of the rules, and an attitude of
consideration for others in addition to the motor skills
to make a good driver (Gagne & Driscoll, 1988).

3. Verbal information. This information can ailso

be referred to as "declarative knowledge" or an
"organized body of knowledge that we acquire" ( Gagne &
Driscoll, 1988, p.44). Verbal knowledge can be acquired
through different means ranging from word of mouth to
radio and televisi:n. Gagne and Driscoll (1988)
identified verbal . :arning as being in four classes:
names, facts, principles, and generalizations. Verbal
information learning outcomes have to be stated in
proposition or sentence form.

4. Cognitive strategy. Cognitive strategies "refer
to the ways by which learners guide their attending,
learning, remembering, and thinking. One’s abilities to
engage in these self-monitoring, self-guiding activities
make possible executive control®" (Gagne & Driscoll, 1988,
p. 56). Cognitive strategies are important in education
because they lead the student in the development towards
becoming "self-learners" and "independent thinkers"
(Gagne & Driscoll, p. 56). Cognitive strategies are hard
to express because they refer to internal functioning of
a person as opposed to acting orn the environment as in
the intellectual outcomes discussed next (Gagne &
Driscoll, 1988).

5. Intellectual skills. Intellectual skills
outcomes involve "knowing how" as opposed to "knowing
what" in verbal information. Intellectual skills have
subordinate forms which are hierarchical in nature. The
lower leels are prerequisite to the higher levels. The
hierarchy of intellectual skills includes the following

levels, starting with the lowest level; a) basic forms of
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learning - associations and chains, b) discriminations,

c) concepts, d) rules, and e) higher-order rules (Gagne &
Driscoll, 1988).

In summary, taxonomies are very useful in
facilitating teachers’ decisions on the levels and types
of skills to test and teach. The use of taxonomic
hierarchies should, therefore, be taught to all teachers
in pre-training courses and reemphasized in in-service
training programns.

Instructional Process

According to E. Gagne (1985) strategies of effective
teaching include Management and instructional strategies.

1. Management strateqgies are strategies directed at
keeping students engaged with instructional materials.
Research in group management strategies indicates that
successful teachers seem to have instructional
characteristics not present in less effective teachers
(Emmer, Evertson, & Anderson, 1980; Orlich, Harder,
callahan, Kravas, Kauchak, Pendergrass, & Keogh, 1985;
Rosenshine & Stevens, 1986). Examples of research
findings are presented below.

In studies of effective and ineffectivc teachers,
observations were made from the beginning of the year.
Students ir. the sampled classes started out at the same
levels of achievement, however, by the end of the year,
students in classes of the more effective teachers were
more on-task and had higher achievement scores.
Effective teachers, usually expert teachers who had
taught for a while, were more organized from the first
day of class, spent more time teaching the students the
behaviourial norms of their classroom, and had more
efficient ways of checking homework. However,
ineffective teachers, who were usually beginning
teachers, were deficient in these skills. To facilitate

teaching of classroom behaviourial norms, a teacher
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should have a system of class management rules and
routines. Examples of classroom rules and management
include rules about when students can move around the
classroom and routines for transferring from one activity
to another. MacCannell and Young (1980) discussed the
important rules and routines in achieving effective class
management. In their observations, they found that
effective teachers a) used rules and routines to reduce
unnecessary interruptions, b) used a set of rules to move
the materials or children, c) noticed when rules or
routines are not working well and intervened, d) reminded
students of proper procedures when necessary, and e) used
class members to assist with the distribution of
materials. Emmer et al.(1980) found that a teacher’s
behaviour in the first few weeks of school deter.mined the
discipline and achievement in the classroom for the whole
year. The differences in the way ineffective and

effective teachers began the year are summarized as

follows.
Effective teachers Ineffective teachers
-7 re more organized. -Were less organized.
.d not allow interruption by ~Allowed interruptions
the parents or administration. by parents and
administration.
~Taught rules the first day of -Did not teach rules
class and persisted with the and those who taught
rules for the first few weeks. were ineffective,
i.e., used vague
rules.
-Gave assignments and name tags - Did not give
the first day. activities or name

tags on the first day.
2. Instructional strategies are directed at

facilitating learning in ways other than through

management. In addition to earlier findings, Emmer’s
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(1980) study showed that effective teachers differed from

ineffective teachers in their instructional strategies.
Effective teachers exhibited the following
characteristics; a) clarity of presentation, Db)
monitoring students for understanding of presented
materials, c) providing feedback, and d) using more
review time and Knowing where revi~ws were needed.

Orlich, Harder, Callahan, Kravas, Kauchak,
Pendergrass, and Keogh (1986) characterized successful
teachers as a) being well organized in planning, b)
communicating effectively with their students, and c)
having high expectations of their students.

Rosenshine and Stevens (1986) summarized their
findings of the instructional processes used by effective
teachers as follows.

Effective teachers:

a) begin a lesson with a short review of previous,

prerequisite learning;

b) begin a lesson with a short statement of goals;

c) present new material in small steps, with student
practice after each step;

d) give clear and detailed instructions and
explanations;

e) provide a high level of active practice for all
students;

f) ask a large number of questions: check for
student understanding, and obtain responses from
all students;

g) guide students during initial practice;

h) provide systematic feedback and corrections;

i) provide explicit instruction and practice for
seat-work exercises and, where necessary, monitor
students during seat-work. (Rosenshine & Stevens,
p-377)

Most of these behaviours are used by most teachers
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considered to be effective. These procedures, as
identified by Rosenshine and Stevens (1986), are most
applicable in teaching knowledge or skills that can be
taught in a step-by-step manner and teaching processes or
skills that students are expected to apply to new
problems or situations. These instructional procedures
are least applicable to unstructured subject matter, such
as in creative writing. In addition to identification of
characteristics important for effective teaching, several
models of effective instruction have been constructed.
Several of these models are discussed below.

Models of Effective Instruction

General Model of Effective Instruction

Rosenshine and Stevens’ (1986) model of effective
teaching has five stages. Stages of the effective
teaching model are not fixed but are adjustable according
to the subject matter taught and the age of students.

The time spent on each of the stages varies according to
the age of the children. For instance, in the lower
grades, amount of material presented at any one time is
small, with more time spent in guided student practice.
Higher grade level students are presented more materials
with decreased time for overt practice.

The five stages of Rosenshine and Steven’s model are
discussed below.

1. Review and check homework. This first stage of

the model includes the process of checking homework,
reteaching any materials not mastered from the previous
lesson, reviewing relevant learning, and reviewing
prerequisites for the concepts and skills to be taught.
Two purposes for daily review are (a) to provide
additional practice and over-learning of previously
learned material and (b) to allow teachers to provide
corrections and reteach material if necessary. Different

ways can be used in the review of the previous day’s work
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such as giving gquizzes at the beginning of class, asking
questions, and writing summaries.

2. Presentation of new content/skill. Presentation
of materials is a very important step in the
instructional process. It is important for teachers to
state the goals of the lesson, provide demonstration of
new materials, use examples, and check student
understanding before proceeding to the next point
(Rcsenshine & Stevens, 1986).

Demonstration of new skills and materials is an
essential aspect of the presentation. All teachers
demonstrate new skills and materials in most subject
areas. However, more effective teachers spend more time
in demonstration (Everston, Emmer, & Brophy, 1980).
Results of a study on time spent by teachers in
demonstration conducted by Good, Grouws, and Ebmeier
(1983) favoured spending at least 50% of the
instructional time in presentation and teacher guided
practice. When a large amount of time is used in
demonstration, the teacher can allow time for repetition
of ideas, multiple examples, and sufficient instruction
to allow students to complete their seat-work with
minimal problems.

Another important aspect of the presentation stage
is checking students’ understanding of the skills or
materials presented. The teacher monitors students’
understanding through asking guestions. Consistent
errors indicate inadequate presentation and suggest the
need for reteaching.

Rosenshine and Stevens (1986) identified four
aspects of clear presentations as follows: a) Clarity of
goals and main points including statement of goals -r
objectives of the presentaticn, focusing on one point at
a time, avoiding digression, and avoiding ambiguous

phrases and pronouns; b) Step-by~step presentation,
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consisting of presentation of material in small steps,
organizing and presenting the material so that one point
is mastered before the next point is given, giving
explicit step-by-step directions, and presentation of an
outline when the material is complex; <) Specific and
concrete procedures involve modelling the skill or
process, giving detailed and redundant explanations for
difficult points, and providing students with concrete
and varied examples; and d) Checking for students’
understanding involves making sure that the students
understand each point before moving on to the next point,
monitoring students comprehension through asking
questions, requiring students to summarize in their own
words what has been presented, and reteaching parts of
the presentation that students have difficulty
understanding.

Quality and design of the instructional materials
used in presentation have an impact on students’
understanding and therefore should be taken into account.
Although demonstration is common in many subject areas,
it is rare to find demonstration in comprehension skills
and higher level cognitive thinking. One also rarely
finds teachers demonstrating how to answer high level
cognitive questions although they frequently ask such
guestions.

3. Guided student practice and checking for
understanding. Guided student practice is essential in
the instruction process. Four features of this stage of
instruction are discussed here. iirst, frequent practice
is important as it leads to better achievement and
learning. Studies on effects of practice indicate that
effective teachers ask more questions than do less
effective teachers. Second, performance of a high

percentage of correct answers is important while
practising new material. Brophy (1980) recommended an
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80% success rate while practising new material while
others have suggested a 95% success rate during review.
Variables important for achieving automaticity are a)
teaching new materials step-by-step to lessen the
probability of errors and b) practising until
overlearning occurs. According to Chaplin, (1985)
overlearning can be defined as '"learning in which
practice goes beyond the criteria of learning" (p. 320).
Third, checking for understanding is important at this
stage so that correction and reteaching can be conducted
when necessary. It is important to ask many gquestion not
only of those who volunteer but also of non-volunteers to
check for understanding of all students. Asking if
students have any gquestions is an inappropriate method to
use since many students will not ask questions even when
they do not understand materials presented. Fourth, the
organization and conduct of practice is important. When
working with small groups in primary grades, it is
advisable to provide students with practice in ordered
turns as it eliminates waving of hands and other
behaviours intended to attract the teacher’s attention.
Although Mckenzie (1979) found student call-outs to be
negatively related to achievement gains among high
achieving students. Brophy and Everston (1976, cited in
Rosenshine & Stevens, 1986) found student call-outs to be
positively related to lower achieving students. Group
choral responding is a useful method of providing
teacher-led practice as it provides a greater opportunity
for practice. However, there is a need to have an
effective signal so that students can respond in U ..son.
4. Feedback, correctives and reteaching, if
necessary. Rosenshine and Stevens’ (1986) four types of
students’ responses to questions or task requirements are
discussed below. a) A response can be correct, quick and

firm; a teacher’s reaction should be to ask further
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questions in order to maintain the momentum or to give a
short affirmative statement and continue. b) A students’
response can be correct but hesitant. Teachers should
provide such students with a short statement of feedback
and further explanation of the process leading to the
correct response. c) If a student’s answer is incorrect
and careless, a teacher should correct the response and
move on. d) If a student’s response is incorrect due to
lack of knowledge of the facts or the process, which
usually occurs in the early stages of learning, the
teacher should give prompts or reteach the information or
skill. Peer tutoring is a recommended way of reteaching
the materials as peer tutoring benefits both the slow
learner and the tutor.

5. Independent student practice. Independent
practice is important for the integration of learning
(unitization) and automaticity (Samuels, 1981).
Independent practice is important for overlearning which
is critical for learning hierarchical material.
Hierarchical material is composed of tasks with
hierarchical elements which require the learning of
elements lower in the hierarchy in order to learn
materials higher in the hierarchy. Overlearning allows
the student to retain information which is subsequently
used in higher levels of learning. Independent practice
is usually conducted by having students do seat-work
independently.

6. Weekly and monthly reviews. These reviews are
essential for summative evaluation. Reviews will not be
discussed in detail as they are not a focus of the
present study.

Attention, Model, Prompt, Test Teaching Model

Baine’s (1988) modification of the "attention,
model, prompt, teaching model" developed by Becker,
Engelmann, and Thomas (1971]) can be used both for
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individual and group instruction. Baine (1988) discusses

the following steps used in the "attention, model,

prompt, and test teaching model" for group instruction:

(a) get individual or group attention,

(b) focus attention,

(c) model the task,

(d) repeat the model, as required,

(e) test and prompt,

(£) repeat test and prompt, as required, (fade

prompts) ,

(g) test without prompts, and

(h) reward or correct as appropriate.

The four stages of the attention, model, prompt,
and testing instructional model are discussed below.

1. Attention. It is necessary to gain and maintain
attention to critical aspects of instruction
throughout the instructional procedure. Verbal and
gestural prompts may be used to gain and focus
student attention. Attention may be enhanced by pre-
teaching students to pay attention to features that
will be important in the task that is to be taught.

2. Modelling. Once student attention has been gained,
the teacher models the task. Modelling involves
the teacher demonstrating the sequential steps in a
task and focusing student attention on critical
features of the performance. Tasks may be modelled
several times. The number of demonstrations
provided depends on th~ nature of the learners and
the task.

3. Prompts. Prompts (assistance) are used during the
early stages of instructioin to assist students to
perform tasks that they are not yet capable of
performing without assistance. Following
demonstrations of a task, teachers use prompts to
assist students to imitate the teacher’s
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demonstration. Prompts are repeated as often as

necessary with gradual fading of the prompts as the

students become more proficient in their
performance. Prompts are faded until students can
perform a task rapidly, consistently, and accurately
without the use of prompts (Baine, 1988). Four

types of commonly used prompts are discussed below.

(a) Verbal prompts: verbal prompting involves
giving additional instructions, emphasizing
important words, giving single word reminders,
pausing in speech to focus attention on
something, and leading (in which the teacher
leads the student in a verbal response
simultaneous with the student response).

(b) Gestural prompts: gestural prompts are
used if verbal prompts do not elicit the
desired responses and are usually paired with
verbal prompts. Gestural prompts involve
pointing, tapping, tracing, signalling, and
clapping to indicate to the student where,
when, and how to respond. Verbal prompts are
used either just prior to gestural prompts or
at the same time as gestural prompts. For
efficient use of gestural prompts, it is
important to gain student attention, use the
prompts consistently, be brief, and fade the
gestural prompts before fading the verbal
prompts.

(c) Modelling: modelling involves demonstration of
tasks by teachers exactly as they expect the
students to perform. Tasks must be
demonstrated slowly enough to provide students
enough time to see how each step in the
sequence is performed. If the task involves a
series of steps, the demonstration may be
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divided into parts. The student may learn to
imitate each part of a skill separately before
the whole skiil is performed. Modelling prompts
are faded through the use of gestural and
verbal prompts.

Physical prompts: there are four different
levels of physical prompts. The use cf full
physical prompts involves the teachex
physically moving the student through the
motions required to complete the task. The
second level involves reduction over several
trials, of the amount of physical guidance
given to the student. Students are provided
assistance only for the parts of the task in
which they need help. Mext, the teacher may
shadow or have her\his hands follow the motions
of the task without touching the students.

Finally, the teacher gradually fades physical
prompts.

Students should be rewarded for proper performance

to increase and maintain their motivation. Many

handiczpped individuals, especially those with mental

retardation, have great difficulties in performing most

tasks and therefore are rarely rewarded. Therefore, it

is essential for teachers to reward students for

successful task performance. Five types of rewards which

can be used with students are discussed below (Baine,

1988).
(a)

Descriptive praise: this is praise followed by
an explanation of why students deserve praise.
Descriptive praise should be provided both for
performance and effort. For example, if a
student is working quietly for an extended
period of time, the teacher may say to

him\her, "I like the way you are working
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(c)

(d)

(e)
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quietly." Baine (1988) recommended this type
of reward be used together with the other three
types of rewards listed.

Social praise: social praise involves actions
such as smiling, nodding, shaking a student’s
hand, and putting a hand on a student’s
shoulder. Social praise should be paired with
a description of the specific behaviour being
rewarded.

Social privileges: when students have
performed well or worked hard, they may be
rewarded with social privileges. These
privileges may include visiting with the
teacher, and playing with a favourite item.

As in social praise discussed above, teachers
should ensure that students know wnich specific
behaviours are being rewarded.

Food_ rewards: when other rewards are not
effective, food rewards may be used. Food
rewards are not recommended as they are not
natural in many situations. Such rewards
should, therefore, be used only when nothing
else is producing the desired behaviour and
should be paired with an explanation of the
specific behaviour being rewarded.

Token rewards: token rewards are a useful way

of ensuring that rewards given to students have
reinforcing value for the students. Tokens are
given each time the teacher would like to give
students rewards such as social privileges but
cannot because it would cause disruptions to
the learning activity. Descriptive praise
should be given each time a token is given and
students should have a choice as to what they
would like to exchange for their tokens.
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Teachers should have a wide variety of rewards
available for exchange for the tokens. Rewards
used in exchange for the tokens must be things
that are not easily accessible to the students.
Another model of instructional delivery referred to
as the instructional events model is presented in Gagne,
Briggs, and Wager (19288). This instructional delivery
model is discussed next.
Gagne, Briggs, and Wager’s Instructional Events Model
Gagne, Briggs, and Wager (1988) described nine
instructional events critical for the learning process to

occur succassf.llvy. Events of instruction must be
deliberately zrranged in most cases. The nine
instructional ~vents identified by Gagne, Briggs, and
Wager (1388g) are discussed below.

1. Gaining attention. Student attention may be

gained either through the use of stimulus change, for

example, using a moving display, or by gaining student
interest, for example, by asking questions. It is easier
to gain and maintain the attention of a student in
individualized instruction than in group instruction,
because it may require the use of different methods of
gaining and maintaining attention due to individual

differences.

2. Informing learners of objectives. It is crucial

for learners to know the type and level of performance
to be used as an indication that learning has occurred.
Students must, therefore, be told explicitly in a
language that they understand, what is expected of them.
Stating objectives helps students to know when they have
learned what the teacher had intended them to learn as
well as keeping the teacher on target.

3. Stimulating recall of prerequisite learning. New

learning involves a combination of old learning in new

ways. It is, therefore, crucial for students to access
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relevant, previously learned materials before new ideas
are introcduced. Learning is facilitated if previous
relevant learning can be accessed guickly and without
much effort Teachers can facilitate student recall of
relevant, previous learning by asking them recall or
recognition questions on the topic.

4. Presentation of stimulus material. Stimuli to be

learned must be communicated in the form that will be
expected for performance. If a teacher neglects to
present stimuli in the appropriate media, a skill
different from the objective may be learned. For
example, if the teacher’s goal is responding to verbal
instruction, using printed materials during the
instruction process would not be appropriate. Stimuli
presented may have emphasized features that determine
selective perception. It is crucial when teaching
concepts and rules to present a variety of examples to
facilitate learning.

5. Providing learning guidance. Learning guidance
involves the use of communications {e.g., the use of
questions and prompts) which lead students to discover
the answers to a question for themselves. The aim of
this process is leading students to discover the
information for themselves rather than supplying students
with the correct answer. The amount of hinting or
prompting, for example, verbal and physical prompts,
depends on the kind of learners and the task or material
being learned.

6. Eliciting performance. At this stage, students
demonstrate their first performance of a task after
learning. Students should be presented with the same
stimuli as were used in the initial learning process
before they are presented with different but similar new

stimuli used to generalize their learning.
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7. Providing feedback about performance correctness.
Although in many instances feedback is provided
automatically, many tasks involved in school learning do
not provide automatic fezedback. Teachers must,
therefore, provide feedback for students about
correctness of performance.

8. Assessing the performance. Teachers need to
assess students’ performance repeatedly to raise the
reliability and validity of their observations. The
purpose is to gain an accurate assessment of student
learning. Assessment of performance may be conducted
informally as well as formally.

9. Enhancing retention and transfer. Learning must
occur in a meaningful context to enhance retention. The

information learned should be embedded in a context which
provides cues for retrieval. For example, students who
are learning to dress and undress should be taught at an

appropriate time. Appropriate time to teach drecssing

skills would be removing boots, coats, mitt.-- - =3 hats
as the students enter the classroom in wi: .-~ . and
putting this clothing back on when it is z.. . m0 go home
in the afternoon. For enhancement cf *. - =2r,

performance of a newly learned skill shouia be required
in different contexts such as learning to feed oneself in
school, at home and in a restaurant.

The last model of effective instruction discussed in
this section is a model of instructional sequencing
presented by Baine (1982).

Baine’s Four Phases of Instructional Sequencing in a
Single lLesson.

Baine (1982), when discussing sequencing of
instruction in a single lesson, identified four phases:
teaching, practice, generalization, and maintenance.
These four phases are incorporated in lesson design.

Each of the four phases is discussed below.
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Phase 1: Rehearsal and pre-training. Phase one

incorporates rehearsal and pre-training in preparation
for acquisition of new skills. 1In this phase, a teacher
teaches readiness skills, helps focus attention and
motivates students. The phase may involve a few seconds,
a whole day field trip, a film, or an experiment to
provide an experience to which students can relate.
During rehearsal, there is a review of previously learned
skills which are components or prerequisites to the
skills to be learned or which are necessary for making
discriminations in later learning. Readiness skills such
as sitting, listening to the teacher, attending to
materials and recalling skills preregquisite to the next
skill are practised and reinforced until the desired
level is reached. Rehearsal is usually short in duration
although it depends on the nature of the task and the
learner. Intermittent verbal reinforcement is used in
rehearsal as well as in all the other phases of Baine’s
instructional sequenc g model. The reinforcement and
pace of instruction in the four phases vary according to
the purpose of each phase. The pace also varies
according to the nature of the task.

Pre-training involves advance training of one or
more responses in preparaticn for major skills training
later in the lesson. An example of its use is when there
is a difficult Stimulus-Response 1link or when a new
object label for later discrimination training is taught
as an introduction. The pace of a pre-training session
is slower than that of a rehearsal.

Phase 2: Acquisition and generalization. This phase

involves acquisition and generalization of skills or
processes. Acquisition consist of learning new S-R
links, chains, concepts, rules, and/or problem solving.
In this phase, it is important for the teacher to give

assistance to minimize errors and maximize learning. The
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assistance is then faded as the new skill is mastered.

In the past, there was an assumption that newly
learned skills automatically transferred to different
environments (generalization). This view has, however,
changed and it is now recommended that specific
techniques for generalization be included in instruction,
especially when one is teaching handicapped students. As
Baine (1982) put it, "The purpose of generalization
training is to teach the learner to use a newly acquired
response under conditions that differ in non-essential
ways from those of the instructional environment” (p 81).

Phase 3: Maintenance. This phase is concerned with
the ability of the learner to maintain an acceptable rate
and style of reshonse under normal conditions following
the termination of instruction. Maintenance is trained
by requiring rehearsal of a response after successfully
longer periods of time.

Phase 4: Review. This phase includes a review of

responses learned earlier in the same lesson. This is the
assessment of short-term maintenance.
Use of Questions in Instruction

The importance of questioning as an aspect of
instruction and learning has been expressed in the
literature (F:i-ager, 1986; Orlich et al., 1985;
Stowitschek, 1984). Frager, Orlich, and their colleagues
also found that effective use of questioning by teachers
and students was closely related to success of
educational goals. In spite of disagreement among
educators and researchers on the ways in which guestions
should and are used in the classroom, there are some
benefits of appropriate use of questioning which are
agreed on. The commonly accepted benefits of the use of
questions include: a) development of higher level
thinking skills; b) improvement of learning from texts;
c) verifying the learning process; d) motivating
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students; and e) aiding teachers in planning lessons
(Frager, 198¢6€)

Thus, questioning is a very important part of
instructional delivery.

Question Classification Systems

The presence of many differing views about the
ways questions are used and should be used in classrooms
has led to the development of a large number of
strategies. Following is a discussion of well known
question classification systems as presented by Frager
(1986) , under four categories. The first class includes
hierarchical systems which are non-context bound. An
example of this classification system is Huskin’s (1972),
questioning strategies and techniques evaluation
instrument. This instrument was intended to provide
teachers and students with an instrument for improving
their question asking skills. The gquestioning instrument
uses Bloom’s taxonomy and the idea of question function.
The question functions discussed include (a) centering
(centering students’ thinking on a point), (b) expanding
(raising thinking to higher level) (c) distributing
(working with data), and (4) ordering (classroom
management) .

The second classification type is the context-bound
hierarchical question classification system. An example
of this approach is the system used by Guszak (1967) for
reading groups, developed through studies of guestions
used by teachers. Like Frager, he also formulated a
hierarchy from studies of basal readers closely
resembling Bloom’s taxonomy. His categories included
recognition, recall, translation, conjecture,
explanation, and evaluation. The third type of guestion
classification system is a non-context-bound
non-hierarchical question classification system. An

example of this classification is Hyman’s (1979)
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strategic questioning. This system is based on the
method used for verification of "truth claim" of response
to a question. Hyman’s categories include a)
definitions, b) facts, c) relationship between facts, 4)
opinions, and e) justification of opinions. These five
categories are viewed as interacting with a) inductive
and deductive approaches, b) response clues like yes\no,
or selection type question construction, and c)
production type.

The fourth type of question classification system
includes context-bound, non-hierarchical guestion

classification systems. An example of this type is
Clement’s (1961) system for art teacher/student
questioning. This :'lassification has 10 distinct and

easily identifiable categories based on when the question
occurs in a lesson. Some of the categories are past
experience questior:=~, planning questions, opening
questions, and process recall gquestions.
Deciding on Use of Questions

Questions are widely used at all levels of classroom
instruction. For example, Gall (1970) found that
elementary school teachers used an average of 348
guestions per day while Clegg (1971) found that secondary
school teachers used an average of 395 questions per day.
The type of question used tended to be at the lower
levels of Bloom’s taxonomy. For example, Hunkins and
Davis (1966) found that fifth grade textbook questions
were 87% knowledge level questions, 9% comprehension
level questions and 4% application level questions. Of
the 732 questions analyzed there were no analysis
questions; only one question required synthesis, while
only two questions were at the evaluation level.

Classification of questions helps teachers evaluate
the cognitive or affective level of the questions used.

This information allows teachers to adjust to the
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students’ developmental level.

Guidelines for Using Questions

As questions are widely used in regular cl srooms,

it is essential to look at some of the recommendations

found in the literature for guestion use. Stowitschek

(1984) provided the following guidelines to improve

teacher guestioning.

1.
2.

10.

11.

12.

i3.

Ask one question at a time.

Wait for a response. Allow enough time for
students to formulate their answers.

Correct student errors consistently and
immediately.

Praise frequently and give positive feedback
when student responses are correct.

Evaluate the questions. Are they properly
worded? Are terms used within the student’s
vocabulary?

State questions as clearly and concisely as
possible.

aAvoid random questioning. Plan when and with
whom questions are to be used.

Avoid rephrasing question as a matter of
course. Rephrase questions in response to
student errors or misinterpretation only.

Do not rely exclusively on questions requiring
only "yes" or "no" answers.

challenge students’ correct answers on
occasion.

Do not limit instructional objectives to recall
and memory questions if the aim is problem-
solving.

Use age-appropriate language wh=n questioning
adolescents and adults.

Ask questions that are specific, relevant, and
directly related to the curriculum and
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instructional materials being used.

14. Make the objective of the question clear to the

student. (Stowitschek, 1984)

These guidelines seem to be representative of the
important points about the use of questions made by
various authors, such as Frager (1986); Orlich, et. al.
(1985); and Stowitschek (1984).

In addition, Orlich, (1985) has identified the
following as teacher appropriate-questioning behaviours.
First, teachers should use appropriate question framing
behaviour. A teacher should ask a question, pause, then
call on a student to answer. This teacher behaviour
ensures that all students attend since the teacher can
call on any of the students. The pause after a question
or the "wait time" gives students time to prepare their
responses to questions. Waiting time is important for
all questions and particularly for taxonomically higher
level questions. A pause also gives the teacher time to
read the nonverbal cues made by students. For example,
the students may show confusionr if the question is not
well understood. Rowe (1974) found that teachers tended
to be impatient especially with weaker students. Rowe
also found that pausing after a student’s reply produced
longer responses and more student questions.

The manner in which teachers respond to students’
replies is important in determining students’ subsequent
behaviour in volunteering information. A student who
receives a negative response may refrain from responding
in class. Such teacher reaction to a student’s response
may have a ripple effect. Orlich, et al. (1985)
recommended that teachers use positive prompts to elicit
complete answers from students who supply incomplete
answers and to elicit answers from those who do not
reply. Orlich and colleagues recommended that teachers

should be cautious and positive while handling incorrect



47

responses. Alternatives for handling incorrect responses
in a positive or neutral manner include rephrasing the
question or asking a similar question that is less
difficult.

Oorlich and colleagues also discussed the importance
of promoting multiple responses. Questions which require
multiple responses are usually divergent or evaluation
questions. Such questions promote student-student
interaction and force students to pay attention to all
replies. Another issue identified as important in
classroom questioning is encouragement of non-volunteers
to respond to questions. Many classrooms have a group of
students who always volunteer. Teachers should make an
effort to break this practice by maintaining a positive
approach towards non-volunteers, and, at times, teachers
may give these students a guestion beforehand to prepare
them for participation. Orlich and colleagues warn
against the use of qguestions as punishment.

In addition to identifying appropriately used
questions by teachers, Orlich and colleagues also
jdentified teacher behaviours which may interfere with
smooth verbal interaction in the classroom. These
behaviours are listed below:

1. repeating questions;

2. repeating all student responses;

3. answering the question;

4. not allowing a student to complete a long

response;

5. not attending to the responding student; and

6. always selecting the same student respondents

(Orlich et al., 1985).

In summary, the use of appropriate level gquestions
and questioning procedures plays a significant role in
effective teaching. Appropriate guestioning procedures
and the use of appropriate level guestions do not come
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automatically to a teacher but have to be learned.

Another important factor in instructional delivery
is the differentiation between group and individualized
instruction. The use of group instruction is discussed
next as most of the programs to be studied use this mode
of instruction.

Use of Group Instruction

Group instruction is most suitable when the
responses required are verbal. However, even in cases
where physical responses are required, group instruction
may be used. The size of the group is usually contingent
on the ability of the teachers and the pupils to comply
with the conditions previously discussed. The size of
groups in special education group instruction is usually
between 2 and 12 students. For example, Tanzanian,
segregated, special education classes hold a maximum of
10 handicapped students while a maximum of five
handicapped students are placed in each integrated class.
Since all the students are the responsibility of a single
teacher, group instruction is widely used.
Advantages of Group Instruction (Baine, 1982, 1988;
Gagne, 1388) are discussed below.

1. Some types of skills are learned as fast in group
instruction as they are in individualized
instruction.

2. Choral responding allows easy and rapid

identification of individual difficulties, through
failure to respond or incorrect responding.

3. Each student receives more practice opportunities
through choral responses as compared to
individualized instruction.

4. Group instructicn is more economical kecause the
teacher deals with more students.

5. Students who acquire skills earlier may be used as

models for those who need assistance. This
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procedure provides more practice for the slower
students and reinforcement for the model.

6. Group instruction also facilitates the teacher in
focusing on appropriate pehaviour rather than on
paying attention to incorrect behaviour which may
reinforce the behaviour. For example, a teacher may
praise a child in th~ group who is displaying an
appropriate behaviour and direct other students’
attention to him/her while ignoring inappropriate
behaviour.
conditions necessary for group instruction include:

a) possibility of delivering instruction within a

relatively small area in which performance can be

continuously monitored; Db) ability to provide appropriate
assessment, feedback, reinforcement, assistance and
correction guickly and effectively; and (c) students must
be able to perform in unison so that an evaluation of
each child’s performance is possible.

summary of Literature Review on Instructional Delivery

A review of the literature on instructional delivery
indicates that there is a wide variety of instructional
models applicable tc :::aching handicapped individuals.
Certain aspects of tire instructional process seem
universally accepted as essentials because they were
found in most of the models of instruction. Following
are the common aspects of the instructional process.

The introductory stage involves preparing a learner
for the lesson. This phase involves pre~teaching of some
important aspect of the material to be presented,
reviewing of prerequisites, focusing attention nf the
students on the lesson to follow, stating the purpose of
the lesson and motivating students tc learn the skill or
material to be taught. For example, in teaching children
to feed themselves using spoons, teachers may teach the
children to scoop the food into the spoons, and the hand
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movement to the mouth separately before teaching the
whole skill. For focusing attention and motivating
students, teachers could use natural events in the
community, such as birth of a calf, hatching of chicken
eggs or germinating of millet (used in making local brew
in some areas of Tanzania) to stimulate students’
interest and focus attention on the important aspects of
the lesson to be taught. Different media such as
diagrams, film strips, and pictures may also be used to
maintain students’ attention throughout a lesson.

The second stage is an input stage in which the
teacher presents new skills or material to students.
Important aspects of this phase are the way or method and
the amount, level, and order of the material presented.
For example, the amount of material presented to younger
students and other students with short attention spans
should be much less than that presented to older
students. Taxonomically, the level of material presented
should be appropriate to the mental capability of the
students. Students with high mental capability can cope
with information and tasks which are in the higher level
of Bloom’s taxonomy (analysis, synthesis and evaluation)
while students with low mental capability may only be
able to cope with information and tasks at the lower
levels of tha taxonomy (knowledge, comprehension and
application). Knowledge and skills should ke presented
at the lower level of the taxonomy kefore they are
presented at higher levels. It is a2lso essentiai for
students to be able to perform tasks at lower levels of
the taxonomy bhefore information and tasks of higher
levels of the taxonomy are presented if students are to
gain understanding of the higher level information.
Thus, aprpropriate sequencing of presentation of
information and tasks is essential for meaningful

learning. Teachers also need to use a variety of
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instructional methods such as demonstration, lecture,
media, discussion, field trips and visits, and games, to
maintain student motivation. Other important factors
which affect the input of material are the clarity of
presentation, which may be affected by factors such as a
teachers’ voice and language, and the enthusiasm of the
teacher.

Teachers also need to present information in a way
that ensures the use of encoding strategies which
maximize maintenance of the information and tasks taught.
Important enccding strategies include the provision of
petter elaborations and retrieval cues io students.
Students must also be provided with conditional knowledge
so that they can decide on the appropriate time to use
strategies and information taught. Conditional knowledge
is the knowledge of conditions under which specific
learning strategies should be used. In addition,
students need tc pe taught ways of menitecring the
effectiveness of the strategies they use and ways of
adapting them to new situatiocns. For example, if
students have learned to solve two-digit addition
problems, they should be taught to monitor how often they
correctly solve problems, using the strategy taught and
adjusting the strategy used if it does not produce
correct answers most of the tisme. If a strategy proves
to be effective, the students should be helped to
discover other situations under which the strategy can be
used and to use the strategy in such situations.

The third important aspect of a lesson is the
continuous monitoring of effectiveness of instruction and
evaluation of whether the material presented has been
mastered and maintained by the students. Teachers may
use questions to monitor student understanding of the
material presented. The type of questions asked should

reflect the objective of the lesson and be at an
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appropriate intellectual level. This means that the
teacher’s questions can be easily used to identify
her\his objective for teaching the lesson and that
questions presented to students with low intellectual
capability should require low intellectual processing
while those questions presented to students with high
intellectual capability should require high intellectual
processing. Teachers should also deal with students’
responses in a manner which promotes positive interaction
patterns in a classroom. For example, a teacher can ask
other students to react to an answer provided by one of
the students. Each student contributing should give a
reason for his/her evaluation of the answer. Teachers in
this way can help students develop positive communization
among themselves. Monitoring student performance helps
teachers make decisions as to whether to continue to the
next stage or to repeat the lesson in whole or part.

Guided practice is impertant for maintenance of
skills or material taught. Teachers use prompts and
feedback to elicit appropriate behavicur from students.
To effectively conduct guided practice, teachers should
use appropriate gquestioning techniques, such as
distributing questions among all students giving an
opportunity to those who are too shy to raise their
hands, asking questions at different levels of Bioom’s
taxonomy, and giving students time to think about
answers.

Another important aspect which affects instructional
delivery is classroom management skills of teachers.
Teachers’ classroom management techniques include using
classroom ruies and routines and methods of responding to
misbehaviour in the classroom. Classroom rules include
such rules as: students should not take other students
personal property without pricr consent of the owner,

while classroom routines include how materials to be used
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in a lesson are distributed, and how students are to
jeave and enter classrooms before and after recess. The
presence of rules and routines which are well understood
by the students ard which teachers enforce, reduces
distractions (affecting students or the instructional
process) during instructional delivery. 1In addition to
the presence of rules and routines, the way teachers
react to misbehaviour determines its effects on
instructional delivery. For example, teachers may decide
to make low-key responses to students’ misbehaviour in
order not to draw other students’ attention which would
distract instruction. Some low-key teacher behaviours
include eye-contact with the misbehaving student, use of
facial expression to show dissatisfaction to the
misbehaving student, use of gestures, pausing mid-
sentence tc draw the students’ attention, moving close to
the student, touching the student, and minimal verbal
responses can be used to make the student aware that the
teacher is conscious of the misbehaviour. If a students’
misbehaviour is causing distraction, such misbehaviour
should be stopped quickly without over-dwelling on it.
Reduction of distractions to the instructional delivery
process facilitates efficient use of instructional time.
Presented next is a list of essential aspects of
effective instructional delivery identified from the
literature on general instructional procedures.

Essential Aspects of Effective Instructional Deliverv

1. Gain and maintain student attention, for example
through the use of interesting media.

2. Review related, previously learned information
(through asking questions, quizzes, and summary) .

3. Reteach parts of previous lessons identified as
necessary through activities carried out in #2
above.

4. Provide motivation for learning skills or
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information by:

a)

b)
c)

making statements that predict students will
enjoy the lesson,

promising external rewards, and

reminding students about later requirements
such as tests.

State the goals of instruction. Goals should be

stated at the beginning of the lesson, with a clear

statement of what the lesson will accomplish and

what

students are expected to learn.

Demonstrate or model the skills to be learned or the

use of materials to be used (the amount of time

used

in demonstration, number of repetition, and use

of multiple examples are important facutors).

Elicit performance (use prompts to elicit

performance from students. Types of prompts used,

such

as physiceael gestural, and verbal prompts, and

the fading of prompts are important for learning).

Check student understanding through gquestiouns

(important aspects include questioning techniques

used,

level of guestions on Bloom’s taxonomy as well

as how teachers frame guestions).

Reteach information or skills if necessary, for

example, when students make consistent errors.

Ensure clarity of presentation, for example,

a) focus on one point at a time,

b) avoid digression,

c) avoid ambiguous phrases and pronouns,

d) step-by-step presentation, and

e) present information in the form in which

performance is expected.

Provide guided practice:

a) provide frequent practice (evidenced by the

number of gquestions asked by teachers),

b) require a high percentage of correct answers (to
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13.

14.

help students achieve automaticity),

c) practice until over-learning occurs,

d) ask questions of all students,

e) use chcoral group responses, and

f) use ordered turns in guided practice for small
groups.

Provide appropriate feedback and, corrections to

student responses:

a) for a correct, quick, firm student response,
teachers should give a gquick affirmation and
continue;

b) for a correct but hesitant student response,
teacher should give short statement of feedback
and further explanationj;

c) for an incorrect but careless student response,
teacher should provide correct response and
continue with the lesson; and

d) for an incorrect student response due to lack of
xnowledge of facts or of the process, teachers
should use prompts and reteach.

Use of reinforcement and rewards:

a) types of rewards used,

(1) descriptive praise,
(ii) social praise,
(1iii) social privileges,
(iv) food rewards, and
(v) token rewards.

b) Reinforcement schedule used;
(1) continuous reinforcement,
(ii) fixed interval,

(iii) variable interval,
(iv) fixed ratio, and
(v) variable ratio.
Use of context of instruction which enhances

retention and transfer (a variety of relevant
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environments should be used for instruction to
enhance retention and transfer).

15. Independent practice should be provided; such
practice should be relevant and aimed at over-
learning which leads to automaticity of skills and
maintenance.

16. Classroom management is important. The following
aspects of classroom management are important:

a) presence of rules and routines which are well
understcod by students,

b) presence of consequences for non-compliance to
rules and routines, and

c) teachers’ consistent monitoring of rules and
routines and the consequences for non-compliance.

Instruction of Children with Mental Retardaticn

The major population of focus in this study is

teachers of children with mental retardation. To be able

to evaluate instructional methods used by these teachers,

it is essential to identify the common characteristics of
students with mental retardation and the instructional
practices appropriate for them. The following section
discusses the educational characteristics of mentally
retarded students and their instructional requirements.
Conceptualization of Mental Retardation

There are two views of mental retardation which
affect the type of treatment a2nd education that persons
with mental retardation receive. These two views, the
qualitative and guantitative views of mental retardation,
are discussed below.

1. The quantitative view of mental retardation looks at
children with mental retardation as being essentially the
same as non-retarded persons in development (Zigler,
1973). The only difference between the two groups is
that those with mental retardation are slower in

development. This view of mental retarcdation has led to
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the use of the label "developmentally delayed" for this
population. Thus, instructional procedures for the
average child are considered to be applicable to children
with mental retardation if used at a lower rate. Taking
this view exclusively has the dangsr of believing that
the only change in instructional delivery for mentally
retarded students is to present information or skills at
a slower rate. Presenting regular education materials to
students with mental retardation at a slower rate and
repeating them without other modifications does not work,
which leads to the need to use different techniques.
Luftig (1987) supported this statement by asserting that
individuals with mental retardation require specialized
learning environments with specialized materials and
seguences.

2. The qualitative view of individuals with mental
retardation is that they are "radically and functionally
different" from intellectually average children (Luftig,
1987 p.8). Hence, since the difference between children
with mental retardation and non-handicapped children is
viewed as being more than a quantitative difference,
instructional processes which work for one group cannot
work for the other (Borkowski & Wanschura, 1974; Campione
& Brown, 1977; Ellis, 1979).

Therefore, the quantitative view of mental
retardation may lead to services which are inappropriate
for students with mental retardation if gualitative
differences which exist between these handicapped
students and the non-handicapped students are ignored.
Taking an exclusively qualitative view of mental
retardation may lead to inappropriate services for
students with mental retardation if the similarities
between such handicapped and non-handicapped students are
ignored. An exciusively qualitative view may also lead

to segregation of students with mental retardation. Due
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to the essentially harmful effects of using any one of
these two views exclusively, Luftig (1987) advocated an
eclectic approach for teachers of childr=sn with mental
retardation. Thus, teachers should realize that although
children with mental retardation are similar to non-
retarded children in many aspects, they demonstrate
significant deficits in the way they process, organize,
learn, and remember information (Campione & Brown, 1977;
Ellis, 1979). Special education should, therefore,
involve more than slowing down instruction.

According to Luftig (1987) children with mental
retardation have unique learning characteristics. These
characteristics are described in the discussion that
follows.

Learning Characteristics of Retarded Learners

1. Difficulty in learning is one of the most obvious

characteristics of retarded learners. They learn at a
significantly lower rate than do intellectually average
students. The lower rate of learning may be attributed
to their learning and memory characteristics. Problems
in learning and memory may be explained by attentional
deficits. Research has shown that retarded learners as a
group have a) a narrower breadth of attention, meaning
that they do not attend to as many stimuli as do average
learners (Zeaman & House, 1979), and b) they do not
differentiate relevant and irrelevant task dimensions
(Lovaas, cited in Luftig, 1987). This implies that
instruction for retarded learners needs to be planned to
minimize the stimuli by removing all irrelevant stimuli
and through helping students identify and focus on
relevant aspects of tasks.

2. Learning and spontaneous use of learning

strategies. Retarded learners are poor in learning and
using learning strategies. Students with mental

retardation possess both mediational and productive
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deficiencies (Flavell & Wellman, 1977). Having a
mediational deficiency means that a child has not learned
proper strategies for acquiring information, while having
a production deficiency implies that the child has
learned strategies for acquiring information but cannot
use the strategies spontaneously. The term strategies
means procedures used in processing pieces of information
and solving problems (Luftig, 1987). Strategies are used
to organize information to be learned to facilitate
learning and retrieval of this information later when
need arises. This implies that educators of retarded
learners have to actively teach these students to
organize information for easier learning and retrieval.
3. Memory. Retarded learners perform peoorly on
memory tasks (Brown, Campione, Bray, & Wilcox, 1973;
Butterfield & Ferretti, 1985). Luftig (1987) suggested
that memory deficits in mentally retarded students might
not be due to lack of biological equipment needed to
remember, but rather to lack of requisite memory
strategies needed to remember effectively since most
deficits in memory of the mentally retarded respond to
training. For example, retarded learners do not seem
spontaneously to rehearse, cluster items in categories,
or recognize patterns of items to be remembered. However,
when given training, they develop the skills needed and
improve in memory tasks. This improvement implies that
teachers of retarded learners need to build in activities
for training retarded students to rehearse, to categorize
items and to recognize items to enhance their memory.

4. Generalization and transfer of learned

information and skills is a problem for most individuals
with mental retardation. They need to be helped to see
similarity and differences between two problem situations
and to generalize learned knowledge and skills to new

problems. Teachers of retarded students should,
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therefore, provide training of generalization and
transfer of skills\information, and provide situations in
which students can practice these skills.

5. Language problems are frsquent among individuals
with mental retardation. This prevalence of language
problems in the mentally retarded is unfortunate because
of the crucial role language plays in cognitive
development (Piaget, 1952; Piaget & Inheider, 1969).
Children with mental retardation are deficient in
sentence complexity, length of speech, sound
discrimination and the number of nouns in their
vocabulary. Dale and Cole (1988) found that direct
instruction, which uses highly structured presentation of
material with frequent responses and reinforcement, led
to gains on early language development and basic language
concept tests. In addition, they found that mediated
learning programs, which relied on students’ intrinsic
motivation to promote cognitive competence, led to
greater verbal and memory scale gains and increased
length of utterance. Direct teaching and mediated
learning practices should be used to improve students’
language. The prevalence of language problems among
students with mental retardation implies that their
teachers have to use very simple language and short
sentences to facilitate students’ understanding during
instructional delivery.

Information Processing of Individuals with Mental
Retardation

A general model of how irnformation is processed was
discussed previously. In this section, the differences
between the information processing of individuals with
mental retardation and intellectually normal functioning
persons is described and the implications for instruction
of children with mental retardation are discussed.

The first stage in information processing involves
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input of stimuli to be processed. Input of information

is normally through the five senses. However, in

instructional situations, the use of visual and auditory
input modes is prominent. The prevalence of sensory
impairments is higher among individuals with mental
retardation than it is in the general population

(Bensberg & Sigelman, 1976) which may compound problems

of mentally retarded students (Lloyd, 1973). However,

individuals with mental retardation do not differ in
iconic and echoic memory. Iconic memory is the first
visual impression of a stimuli on the eye, which lasts
for only a few seconds, while echoic memory is the
corresponding brief auditory sensation in one’s ear.

The next stage of information processing involves
the central processor. This stage involves the
processing of information which was acquired in the input
stage. This stage determines what information will be
learned since selection of information to be retained for
further processing occurs here. This stage is also
central to what will be remembered and what will be
discarded. Effective learning requires that individuals
discard irrelevant materials and process relevant ones.
As mentioned earlier, retarded learners have problems
identifying relevant and irrelevant stimuli. Luftig
(1987) identified the following four behaviours which
teachers\students must engage in to ensure relevant
information is processed by retarded learners (initially
discussed by Zeaman and House, 1963, 1979).

1. A student must maintain a sufficient level of
arousal in order to attend to stimuli. If arousal
level is too low the student will not attend to
stimuli, while if arousal is too high the student
will be too excited to maintain attention for long
enough on a stimulus to learn.

2. The performer must scan the entire field of
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available stimuli, decide upon the relevant stimuli,
and attend to these stimuli.

3. In addition, the performer must constantly make
decisions about what constitutes relevant stimuli,
and attend to different sets of stimuli as relevancy
dimensions change.

4. Also attention must be maintained over extended
periods of time (Luftig, 1987).

Children with mental retardation tend to focus on
interesting but irrelevant information. Therefore, since
they have problems with selective attention, teachers
should a) highlight important information and present it
in salient ways, and b) remove or reduce irrelevant
materials and information. Three techniques for
directing attention towards important information
suggested by Zeaman and House (1963, 1379) are listed
below.

1. Reward attention to relevant information while
selectively not rewarding attention to unimportant
information.

2. Try to make relevant information novel and
interesting. Present the materials in a variety of
highly interesting ways and restrict it to short
durations as children tend to get bored after about
ten minutes.

3. As you plan the lesson, decide on the most relevant
aspects of the lesson and present them as forcefully
as possible while keeping distracting and irrelevant
aspects to a minimum. Most of the important
information should be presented at the beginning of
the lesson when attention is highest.

The next step in information processing involves the
storage of information in the short-term memory. The
short-term memory, also known as working memory and

primary memory, has two limitations. First, it can only
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take a maximum of seven to nine pieces of information at
a time and secondly, the information is retained for only
30 seconds in which time it has to be processed or it is
forgotten. For information to be retained longer in the
short-term memory, it has to be rehearsed at which time
it is learned and placed in long-term memory.

Children with mental retardation tend to have
problems both in organizing chunks of information for
recall, and in rehearsing information. These children,
in most cases, do not organize information but try to
remember it in the ferm in which it is presented. This
tendency restricts the amount of information they can
remember. Students with mental retardation do not
typically rehearse materials. However, when taught how
to organize information categorically, their tendency to
spontaneously organize materials and rehearse, and short-
term memory performance increases significantly
(Baumeiser & Brooks, 1981).

Luftig (1987) has identified a number of techniques
which may improve short-—term memory. The techniques are
listed below.

1. Present materials categorically. Categories used
should be meaningful and relevant to the students.
2. Practice and drill material in categorical learning.

Categorical learning is learning that involves

categories of items. This practice and drill should

include having students group and categorize items.

3. Encourage and require students to recall information
categorically.
4. Encourage students to rehearse the information. For

example, students should be encouraged by being
provided with information and an opportunity to
rehearse it.

5. Allow students to manipulate objects physically into
possible categories.



The next step in information processing is the
learning process which invoeolves learning and retention of
the materials processed in short-ta2rm memory. Gagne
(1977) identified eight different types and levels of
learning: a) signal learning, b) stimulus-response
learning, c) chaining, 4) verbal associations, e)
discriminacion learning, £f! concept learning, g) rule
learning, and h) problem-solving.

Individuals with mild and moderate mental
retardation have no problem learning levels a) to 4d) of
Gagne’s hierarchy but have great difficult learning
levels e) to h) (Cherkes-Julkowski, Gertner, &
Norlander, 1985). Therefore, educators should include
levels e) to h) of Gagne’s hierarchy in the curriculum
and avoid overuse of the first four levels (a to 4) at
the expense of the highest four levels (e to h). To
ensure that children with mental retardation are provided
with the discrimination learning, concept formation, rule
learning, and problem-solving experience, they should
initiate the instructional strategies listed below.

1. Focus on the central dimensions of concepts. Since
concepts contain attributes, some of which are
critical and others that are not, teachcrs of
children having mental retardation must organize and
highlight critical aspects of concepts.

2. Adijust to changes in crucial attributes as a
function of the situation. For example, emphasize
the most relevant aspect of a concept for the
context in which it is being used.

3. Use concrete examples. Since most individuals with
mental retardation can only cope with information at
the concrete level, which involves what they
experience through their five senses (Ginsburg &
Opper, 1969), it is imperative to present concepts
as concretely as possible.



4. Teach the concepts needed to learn new rules.
meachers need to ensure that students understand the
concepts in a rule before they present the rule to
students with mental retardation. For example, for
students to cope with a rule that all the materials
not being used in the lesson should be ptaced on the
right hand corner of their desks, they have to have
the concept of the "right hand", tcorner", and

"desk" in their repertoire (Luftig, 1987).

In addition to Gagne’s types of learning, operant
and observational learning are other types of learning
affecting instruction of students with mental
retardation. Cperart and observational learning and their
applicatiorn to instruction of rete -ded learners are
discussed next.

Rewarded responses are increased oOr strengthened
while those not rewarded are weakened and extinguishea
(Skinrer, 1920). Luitig (1987) suggested that teachers
should keep in mind some practical appliications oxi
operant conditioning. These practical applicaticns are
listed below.

1. Use pcsitive reinforcement to strengchen desirable
pehaviour while at the same time ignoring
inappropriate behaviour.

2. Use a planred schedule of reinforcement. This means
that a teacher decides on the type of reinforcement
as well az conditions under which reinforcement will
pe given. Teach=rs should plan the schedule of
reinforcement to be used in every instructional
situation anéd adhere to it. Schedules of
reinforcement include continuous (reinforcement
after every correct response), fixed ratio
(reinforcement after a fixed number of respcnses) ,
variable ratic (vary number of responses before

reinforcement), fixed interval (students are
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reinforced after a fixed amount of time, e.g., every
five minutes) and variable interval reinforcement
(students are reinforced on a variable time basis,
e.g., the reinforcement may be provided after 1, 3,
6, 2 minutes, providing on the average one
reinforcement every three minutes).

Reinforcement should come after the desired
behaviour, not before. If the reinforcement comes
before, students have no reason to engage in the
behaviour.

In the beginning of a behaviour modification
program, reinforcement must follow immediately
after the behaviour. This type of reinforcement
leads to the pairing of the reinforcement with the
behaviour leading to strengthened behaviour.

Use a programmed systematic approach to
reinforcement, which involves setting bkehavioral
objectives which are reinforced with each
approximation.

Reinfcrce even slight approximations of the desired
goal behaviour, instead of waiting for perfection
before reinforcing. Teachers should reinforce
successive approximations {Luftig, 1987).

Observational learning is the type of learning in

which skills or behaviours are acquired by imitation of

behaviour of others (Bandura, 1969, 1977, 1978).

Observational learning produces learning after watching a

model exhibit the behaviour and imitating the model’s

actions. Observational learning is essential when skilis

have to be performed correctly on the first trial. Four

processes necessary for su~cessful observational learning
are listed below.

1.

Attentional procasses. The model must gain the

attention of the iearner and interest the learner

enou 'h to cause the learner to selectively focus on
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the actions while not attending to other stimuli.

2. Retention processes. The learner processes the

model’s behaviour and remerbers it using rehearsal
strategies. Rehearsal strategies are ways used to
practice and remember what has been observed, for
example, describing ocut loud a model’s acticiis.

3. Motor production processes. The learner overtly

imitates the behaviour of the model and receives
feedback on the accuracy of the imitation attempt.

4. Motivational processes. If the student receives

reinfc.cerent for imitation of behaviour the

rvobar:ility of imitating behaviour increases.

Chilaren having mental retardation are typically
sensitive to models (tend to imitacse models more than do
intellectually normal children) and often rely on
external cues. These children, therefore, are good
candidaies for observational learning (Turnure, Larsen, &

Thurlow, 1976). Guidelines for increasing the

probability of students with mental retardation learning

from observation learning are presented below.

1. The model has to gain the attention of the
learner Novelty and variety are attributes of a
good model.

2. The model should possess high status with the
lecarner. A high-status model is a model who is
held, by the learner, in a position of importance
and thus whose behaviour is desirable.

3. If a model who is viewed as a high status individual
displays an inappropriate behaviour it will be
imitated. Therefore, teachers should ensure that
high status models exhibit desirable behaviour.

4. Teachers should help learners interpret the
benaviour observed since a strong component of
observation lesarning is memory and retention.

Teachers can help students interpret what they have



observed through discussion of modelled behaviour

immediately after observation. For example,

teachers can discuss, with adolescent students with
mental retardation, the steps involved in preparing
bananas for cooking after they observe a local
housewife preparing bananas for cooking.

5. Teachers should give individuals time to practice
what they have observed.

6. Teachers should convey to the students the
importance of continuing with performance of
modelled behaviour. Students will not continue to
perform modelled behaviour unless they have a reason
for doing so. Provide positive reinforcement and
teach learners to self-reinforce for appropriately
modelled behaviour.

The different types of learning, such as
observational and operant learning should be used where
appropriate to provide variety in methodology and more
effective instructioen.

Long-term memory: After information is learned, it
is essential to retain it and be able to retrieve it when
recessary. Retarded learners have problems in organizing
material in the long-term memory for retrieval (Bray,
1985; Spitz, 1973). Therefore, teachers need to help
these learners crganize the information learned for more
efficient retrieval from the long-term memory.

Guidelines for teachers in helping students with mental

retardation organize information for retrieval from long-

term memory are presented below (Luftig, 1987).

1. A repetition of 50% (50% repetition is used to
refer to repeating problems or tasks twice on a
single practice period on a work-sheet) is suggested
for optimal organization, learning and memory as
repetition of presented materials influences

organization and learning. For example in providing
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practice with 50% repetition on decoding functional
words, the following list can be used:
stop, go, danger, poison, danger, go, stop,
poison.
Prompting, underlining, or other highlighting should
be used to aid organization of information for long-
term memory. For example, in helping students to
learn new words in a paragraph, such words can be
underlined or highlighted.
Change as few characteristics of the presented
stimuli at a time as possible. For example, the
first letter in the following words can be changed
in learning

Kiswahili spelling " paka," "taka," "saka," wzaka,"
and "daka". These words mean "cat" or "paint,"
"want" or "“garbage,' "search," "tithe," and "cat.n®
respectively.

Simultaneous visual and auditory presentation seems
to facilitate organization and learning. For
example, teachers should show a labelled object cor
picture of the object while sounding words.
Information presented must be meaningful and
relevant for the learners to aid recall. Students
should be presented with information which is
relevant to the context in which they live. For
example, information about the types of bananas
grown in the Kilimanjaro region and their varied
uses would be meaningful and relevant to students in
that region. Such informaticn would alsoc be
recalled easily since it is useful in their everyday
life.

Give direct assistance in arranging in chunks
categorically organizing of material to the
learners. For example teachers should show students

how the information they are presenting can be
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categorized for recall. For example when regquired
to recall the following list of items;
table, shirt, chair, bananas, kanga, bed, yams,
arrowroot, and dress,
the students can be given practice in categorizing
them into;

a) Furniture: table, bed and chair.

b) Food: bananas, yams, and arrowroot.

c) Clothing: shirt, kanga and dress.

Allow opportunity to practice memory strategies such
as rehearsal. Teachers should provide feedback and
pcsitive reinforcement when students display
appropriate use of strategies.

Over-learning and frequent use of skills\information
is essential to remembering. Teachers should
provide activities which provide students with
opport:-1ity to use skills and information previously
learned aind stored in the long—-term memory;
otherwise such information, if not used for extended
lengths of time, will nct be remembered wh qceled.
(Luftig, 1987)

In summary, studerts with mental retardation possess

characteristics which make it difficult for them to

learn, retain and retrieve information. These problems

can,

ho-ever, be reduced by use of effective

instructional strategies. The literature on

instructional characteristics of students with mental

retardation indicates that the aspects of effective

instruction idencified earlier are applicable to

instruction of students with wental retardaticrn.

llowever, a greater emphasis has to be placed on a)

attention gaining and retention techniques, b)

organization of materi-ls presented to facilitate

retention and retrieval, c) metacognitive strategies

which help students to learn how and when to use
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strategies spontaneously, and the importance of rehearsal
to retain materials in working memory long enough to
process 1it.

Essential Aspects of Instructional Delivery to Students
with Mental Retardation

Specific aspects of instruction essential in the
instructional delivery of students with mental
retardation are listed below.

1. Teachers should control stimuli presented to

students with mental retardation to accommodate

their narrow breadth of attention, e.g., through

r.  :sentation of skills or information in small

steps.

:eachers should control stimuli presented to

eliminate irrelevant dimensions of tasks as students

with mental retardation have difficulties

distinguishing relevant from irrelevant aspects I

information or tasks.

3. Teachers should provide instruction on strategies
for acquiring information.

4. Teachers should teach conditions under which each
learning strategy should be used.

5. Teachers should provide accivities which will
enhance acquisition of skills or information. For
example, for eacn ‘tem taught teachers should
provide students with training on how to rehearse,
to categorize items and to recognize patterns.

6. Teachers of students with mental retardation should
make explicit the similarities and differences
between situations to facilitate transfer and
generalization, e.g., through constantly using
previously learned information and showing their
students similarities and differences to novel

situation.

7. Teachers should use simple, short sentences in
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instruction and clear enunciation as well as
identifying the nouns in their students’ vocabulary
so that the ncuns can be used. These are important
aspects of instruction of students with mental
retardation bzcause of the prevalence of language
problems in this population.

8. Important aspects of material presented should be
highlighte. while reducing irrelevant information.

S. Teachers should reward attention.

10. Important aspects cof information or tasks should e

presented in novel and highly interesting ways.
11. Teachers should pra2sent the moust important
information at the beginning of the lesson when
attention is highest.
12. Information and skills should be presented

categorically to facilitate memory.

13. Practice or drill information categorically.
14. Teachers should reguire studoents to remember in
categories.
15. Provide students with concrete categorization
“periences.
16. Teachers should provide different types of learning:
a) Gagne’s types of learning in Baine {1982) :
(i) signal learning,
(11) stimulus-response learning,

(iii; chaining,

(iv) verbal associlations,
(v) discrimination learning,
(vi) concept lear: ing,

(vii) rule learning, z..a
(viii) problem-solving.
b) Observation lesrning:
(i) present appropriate models, e.g., high
status models;

(ii) teachers should discuss modelled behaviour
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and help studerts interpret it;

(iii) Teachers should emphasize to the students
the importance of continuing to maintain
modelled behaviour.

c) Operant conditioning:

(i) important to use positive reinforcement,
(ii) use a planned schedule of reinforcement,
(iii)continuous reinforcement,

(iv) fixed and variable ratio reinforcement,

(v) fixed and variable interval,

(vi) initially reinforce immediately after
behaviour as this leads pairing of
behaviour with the reinforcement, and

(vii) reinforce small approximation if

necessary.

The following aspects of instruction are essential

in the instruction of students with mental

retardation due to prevalence of problems with long

term memory.

a)

b)

c)

e)

f)

Provide 50% repetition (meaning information or
tasks are presented twice on a single practice
period on a work-sheet)

Prompting, underlining, or other highlighting
should be used to aid organization of
information for long-term memory.

Cchange as few characteristics of the presented
stimuli ¢t a time as possible.

Simultaneous visual and auditory presentation
seems to facilitate organization and learning.
Informatioii presented must be meaningful and
relevant for the learners to aid recall.
students should be presented with information
which is relevant to the context in which they

live.

Give direct assistance in chunking and
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categorically organizing of material to the
learners. For example, teachers should show
students how the information they are
presenting can be categorized for recall.
Allow opportunity to practice memory strategies
such as rehearsal and provide feedback and
positive reinforcewant when students display
appropriate use o0i strategies.

Teachers should provide students with
opportunity to use skills and informatior
previously learned and stored in the lo:.
memory, otherwise such infcrmation if not
for =2xtended lengths of time will not be
remembered when needed (Luftig, 1987).

The lists of essential aspects of instructional

delivery identified through liter:ature review of general

instructional delivery practices (see pp. 53-56) and the

instructional delivery practices of students with mental
retardation (see pp. 71-74) were used in the construction

of the special education instructional delivery

observation instrument (see Appendix & and B).

In the present study, classroom cpbservations were

conducted

in the evaluation of teachers’ instructional

delivery procedures. Literature on the use of classroom

observation for teacher evaluaticn i1s reviewed in the

next Section.

Classroom Observation for Teacher Evaluation

Afte-

Lt e identification of the essential components

of instructional delivery, it was important to review

appropriate teacher evaluation procedures before

constructing the observation instrument to be used in the

current study. The focus of teacher evaluations and the
evaluation methods have changed over time due to the

change in

purpose of conducting evaluation (Mireau,

i1985a; Travers, 1981l). For example, learning was



75

initially viewed as the responsibility of students, while
teachers’ responsibilities were viewed as the management
of the classroom environment. With time, change occurred
in which teachers became responsible for student learning
to the point where teachers got promotion and pay
according to students end-of-year performance (Travers,
1981) .

Historically, teacher evaluation has changed from
being totally subjective to the evaluation of student
performance and most recently to the assessment of
teac -er characteristics using more objective teacher
evaluation methods. Observation methods are used widely
in teacher evaluation and were used in the present study.

Observation is a common everyday event. However, it
is necessary to use more than casual observation if one
is interested in the use of observation ior compilation
of data to be used for research and decision-making.
Observation for teacher evaluation has to be conducted
systematically.

The following discussion focuses on the general
characteristics of observational research, the use of
observation methods in teacher evaiuation and commocn
errors in these procedures. The next section focuses
specifically on the characteristics, uses, advantages and
guidelines for the use of specific observation metihods
used in the present study.

Use of Observation Methods for Teacher Evaluation

There are several steps necessary for any type of
teacher observation. The fcllowing steps have been
identified by Cartwright and Cartwright (1984) as
essential in any observation.

First, the purpose of the observation has to be
determined. An observation conducted without knowledge
of the purpose may yield data which is useless as it may

focus on irrelevant material and omit essential aspects
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of events. The observer, therefore, has to be well
informed about the purpose of the observation and the
record keeping practices. The purpose of the observation
determires what is observed, where the observation
occurs, when it occurs, and how it is recorded
(Cartwright & Cartwright, 1984; Evertson & Green, 1986).
It is, therefore, important to have a well defined
purpose right from the beginning of any observation
exercise.

Second, it is crucial to determine the type of
record to be used. The type of recording used must be
matched with the purpose of the olservation to be
appropriate for the intended purpose. In general, the
more time spent in the preparation of an observation
instrument the less time will be required in the analysis
of the data (Cartwright & Cartwright, 1984).

Svstems of Recording and Storing Observational Data

A large number of systems for the categorization of

observational data collection instruments are available
~he literature. For example, Rosenshine (1971)

+wentified a categorization system based on the amount of
observer inference required with the use of the
instrument. He defined two categories, a) a low
inference category including checklists and other systems
using counting in recording and b) a high inference
category using rating systems requiring observer
judgements. Evertson and Green (1986) also identified
four broad categories of recording and storing data.
These categories are discussed in more detail below.

1. Cateqory systems. Category systems including

categorical data, checklists and rating scales are closed
systems and deal with preset categories. These systems
are appropriate for recording samples of behaviours,
events and processes that occur within a given time. 1In

category systems selected behaviours are coded on a
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specially prepared form using tallies, numeric
representations, and ratings. These systems are used
with the goal of studying a wide range of classrooms to
obtain normative data. to identify laws of teaching and
to generalize across cases. Category systems are most
appropriate when individual variations are not of
interest to the researcher (Evertson & Green, 1986) .

2. Descriptive systems include structured

descriptive analysis systens which may have preset
categories but are open to zdditions. In descriptive
systems, meaning is viewed as context specific.
Behaviours prior to the observations are taken into
account and the observations are conducted in the natural
settings with natural boundaries. Having natural
poundaries for behaviours implies that they are performed
as they would be in the normally acceptable manner in the
natural setting. Selected behaviours are recorded using
verbal symbols. For example, if in an English speaking
community, normal conversational English would be used
for recording observations. Recorcs may include multiple
aspects of the behaviours and consider broad sagments of
the events. Descriptive systems may be used with
videotape or audiotapes. The goal in the use of
descriptive systems is to obtain detailed descriptions
which can be used to generate generalizations (Cartwright
& Cartwright, 1984; Evertson & Green, 1986) . For example,
detaiied descriptions of language used by students with
mental retardation may be used to make generalizations as
to what words or parts of speech are easily acquired by
individuals with mental retardation.

3. Narrative systems are usually open systems with

no preset categories such as specimen records, diaries,
and ane-dotal records. Narrative systems are used to
sample behaviours that occur within naturally occurring

poundaries. The me~hod of recording used is rocording of
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broad segments of events orally or in written form. The
language used to record the observation is everyday
language. The goal in the use of narrative systems is to

understand a specific case and to compare findings across
cases.

4. Technologi 3l _records are also open systems with
no preset categoriuv:: ..ch as still pictures, videotapes,
and audiotapes. ¢ ~aerest to those using these systems
are samples of Ier .. .ours and events which occur within a
given time or in ' ,iven event. Technological records

include records «f all behaviours and events that are
recordable by camera or microphone. The researcher can
make the focus .ither wide or narrow according to his\her
biases. The major goal in the use of technological
systems is to obtain a permanent record of events,
freezing the event in time for later analysis.

Sources of Error in Observational Research

Although observational research can never be totally
objective and free of error, there are a large number of
sources of error which a researcher can avoid through
conscious effort. Evertson and Green (1986) have
provided a detailed list of possible errors in the use of
observational research in teacher evaluation. The errors
they discussed are presented below.

1. Central tendency is the tendency of a rater in

rating scales to rate all items and individuals
in the middle of the rating scale. Such a
rater avoids the use of extrem= ends of a scale
even when such ratings represert the most
appropriate rating.

2. ILLeniency or dgenerosity errors involve a rater

who always rates items higher than they should
be rateAd.

3. Primacy or recency effect. An observer’s first

impressions may affect his/her ratings of a
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teacher’s competence.

Logical errors are observer errors in

judgement based on an observer’s personal
theoretical, experiential, or commitment
inclination.

Failure to acknowledge self involves the

failure to recognize the role played by the
Observer. The observer’s biases influence what
is perceived, where the observation occurs and
how and what is recorded.

Classification of observations. Although

wide categories permit quantification of
behaviours or events, they may lead to loss of
fine distinctions.

Generalizations of unique behaviours may occur

incorrectly if an unrepresentative sample is
used. An unrepresentative sample can lead to
false conclusions or incorrect classification
of people and events.

Nested interests or values of the observer

Observational data may be value-laden or
distorted due to personal bias.

Failure to consider the perspective of the
observer may lead to unvalidated factors,
processes or variables being identified.

Unrepresentative sampling of behaviours may

Cause wrong conclusions. If general, group
behaviours which are infrequent or inconsistent
are unrepresented, wrong conclusions may be
reached.

Reactions of the observed. Awareness that one

is being observed may lead to a change in
behaviour, thus, not eliciting normal
behaviours in the sitnation.
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Failure to account for the situation or content

such as considering situation ‘A’ as equivalent
to situation ‘B’ when they are not functional
equivalents may lead to incorrect conclusions.
Poorly designed observatiocnal systems may cause
problems of validity and reliability.

Lack of consideration of speed of the relevant

action. Errors in conclusion may occur due to
omission of crucial features of the observed
phenomena due to the fast pace of classroom
activities.

Lack of consideration for simultaneity of

relevant actions. More that one action or
message may be sent at once or a message may
have multiple functions. If there is failure
to record the simultaneity of these events

incorrect conclusions may be arrived at.

Lack of consideration of the goal-directed
nature of human activity. One may reach the

conclusion that a behaviour lacks stability if
he/she fails to consider the purposes which the
behaviours may have.

Failure to insure against observer drift.

Observers change over the time of observation
which may lead to change in criteria for rating
or categorization (Evertson & Green, 1986
p.183).

Mireau (1985a) gave some tips for classrcom

observation for the purpose of data collection. He
advised that an observer should, a) choose a sitting
position from which he/she can observe all the activities
of interest, b) be as unobtrusive as possible to avoid
distracting students or the teacher, c) gather data
fervently to ensure he/she gets all the necessary
information, and Q) stay for the whole lesson.
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Checklists, rating scales, and anecdotal records,
the specific observation instruments used in the present
study, are discussed in greater detail below.

Checklists

Checklists contain preset categories in which only
specified behaviours are recorded; hence, not all
behaviours are recorded. Checklists are essentially a
—lassroom observation system used as events unfold.
Checklists are amenable to recording smaller units of
behaviour which require low inference. Observations
recorded through the use of checklists can be either time
Oor event based. When tallies are used the number is not
necessarily related to the length of the observation
period. Hence, checklists provide an efficient way of
recording presence or absence of behaviour during an
Observation period. Checklists are usually composed of a
list of statements of behaviours expected during an
observation. Therefore, appropriate use. of checklists
occurs when the behaviours to be exhibited are known and
when there is no need to know the frequency (Cartwright &
Cartwright, 1984; Chase, 1978; Evertson & Green, 1986).
Checklists have the advantage of facilitating rapid
recording of a great number of behaviours. The
statements on the checklist should be in the order that
they are expected to occur or, if that is not possible,
they should be arranged in alphabetical order to
facilitate fast recording. Another advantage of
checklists is that essential behaviours cannot be
forgotten since behaviour is identified and written down
ahead of time. Behaviourial objectives of a study, when
clearly written, can easily be converted to statements in
a checklist, rendering the development of checklists easy
(Cartwright & Cartwright, 1984).

Guidelines for Use of Checklists

In spite of the fact that these guidelines were
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written for observation of students in a classroom, the
following apply for any use of checklists (Chase, 1978).

1. Identify objectives to be evaluatad.

2. Construct a list of clearly observable
behaviours that will be evidence of having
achieved the= objective.

3. The list developed should include the most
common mistakes or negative behaviours if
clearly identifiable.

4. Arrange items on the checklist in the order in
which they are likely to be observed.

5. Provide a simple marking process, with
instructions on its use. For example,
sequential events may be marked by numbering
each step in the sequence as it is observed
while other items may only require noting their
presence or absence (Chase, 1978, - 159-161).

Rating Scales

Rating scales, similar to checklists, are used with

preset categories and when the behaviours to be exhibited
are known in advance. However, rating scales go beyond
checklists by requiring judgement of the frequency and
quality of specific behaviour characteristics. Rating
sScales are normally used at the end of an observation
period to summarize cumulative direct observations and do
not have to be completed in the observational setting.
In the use of rating scales, time is irrelevant except
for the time between observation and assessment which
should be short to avoid forgetting. Rating scales are
amenable to high inference constructs such as teacher
warmth, and require the observer to be detached enough
from the action to have time for making judgement
(Cartwright & Cartwright, 1984; Evertson & Green, 1986) .

The advantages of rating scales in recording



813

observation data include a) direct observation of
specific and clearly stated dimensions of behaviour, b)
common ground for comparing individuals on similar
behaviours and c) potential use by many people at the
same time to rate the same individuals on the same
behaviours and thus facilitate inter-rater reliability
(Cartwright & cCartwright, 1984).

Cartwright and Cartwright (1984) also discussed, in
detail, the steps in developing rating scales. They
identified two major components necessary for developing
rating scales as a) a list of the dimensions of behaviour
to be rated and b) the scales that will be used in
rating. The authors also identified four types of rating
discussed below.

1. Constant alternatives scales. These types of
scales use the same set of alterratives to rate
every dimension of the behaviour of interest.
Constant alternatives may take different forms
of descriptors. For example, "always,
sometimes, and never" or "good, fair, and
poor," or numerical rating such as the use of
5~1 for a continuum of behaviour, from seldom
to always or poor to excellent.

2. Changing alternative scales. These scales use
different sets of alternatives to rate
different dimensions of the same behaviour.

3. Numerical rating scales. These are also a type
of constant alternative scale. An observer
circles or checks the number representing the
degree to which a behaviour is present.

4., Simple graphic rating scales are scales in
which a line is drawn with points along the
line identified. An observer can make a mark
anywhere along the line. If the descriptors
used to identify the points on the line are the
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same, this type of scale can be a type of
constant alternative scale (Chase, 1978).
Guidelines for Rating_ Scales

Chase (1978) provided guidelines on the use of
rating scales for observations of students. Some of
these guidelines apply to teacher evaluation observation.

1. Rating statements must be composed of
observable outcomes.

2. Rating scales should contain both positive and
negative statements.

3. Steps across the rating continuum should
represent changes in quality in a single
dimensionr only.

4. Definitions of the scale continuum should be in
as objective terms as possible.

5. Rating scales should reflect the most essentiail
elements of a task, and hence be kept short
(Chase, 1978, pp.165-166).

Anecdotal Records

Anecdotal records or critical incident reports are
records of anecdotes or a brief account of some event
that happened. Anecdotes recorded should be of
behaviours relevant to the objective of the observation
and should be factual description of the incidents that
have been observed. Clear, concise language should be
used to record the anecdote as soon as possible after it
has been observed. Any interpretation or judgements
should be delayed until an appropriate time to avoid
errors resulting from observer bias. Anecdotal records
are usually made by a person in the setting who is in a
position to observe directly and should be used for
unanticipated behaviours, incidents or events. Very
minimal preplanning is possible in the use of anecdotal
records for observation: therefore, a lot of work is
required in interpretation of the data (Cartwright &
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Cartwright, 1984; Evertson & Green, 1986).
Guidelines for Anecdotal Records

Chase, (1978) also identified the guidelines for
anecdotal records as listed below.

1. Plan ahead what behaviours will be observed.

2. Limit anecdotes to descriptions of the actual
events that occurred.

3. Record events as soon as possible after they
have been observed.

4. Limit one anecdote to one specific event.

5. Record both negative and positive incidents of

the relevant behaviours (Chase, 1978, PpP-169-
170).

In summary, the use of observation in teacher
evaluation research was discussed. Advantages and
sources of error in observation research were outlined.
Three types of observational instruments used in the
present study, rating scale, checklist, and anecdotal
data were discussed in detail and guidelines important in
their use listed. 1In constructing and using the
observation instrument in the current study the following
essentials of observation research were considered.

1. First, it is important to determine the purpose
of the observation instrument. 1In the current
study the purpose was the exploration of
instructional methods used by teachers in
programs for students with mental retardation
in Tanzania.

2. Second, determination of the type of recording
system appropriate for the data to be observed
was essential. The checklist, rating scale,
and anecdotal data were identified as the most
appropriate recording system for the data in
this study. Use of low inference as well as
high inference instruments was preferred,
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providing objectivity while providing the
chance of evaluating the behaviours observed.
Use of technological records, audio cassette,
was preferred to provide a permanent verbal
record of teacher classroom behaviour which
would be available later for scrutiny if
necessary.

3. Third, the seventeen sources of error in
observational research, identified by Evertson
and Green (198€) (see pages 78-80 of the
thesis) were considered and avoided through the
use of an objective, operationally defined
observational guide. In the conducting the
observation these sources of errors were

consciously avoided.

4. Fourth, the observer should be as unobtrusive
as possible while conducting the obse:vation.
The observer in this study was seated at a
position where she could observe all class
activities without moving around.

S. The guidelines identified for the use of each
of the three observational recording systems
are also essential and were considered in the
construction and the use of the instrument in
recording observaticnal data.

In this section, a literature review on methods of
observation with special emphasis on the instruments used
in the current study was presented.

In this chapter, a literature review on instruction,
particularly the components of effective instruction, and
methods of observation with special emphasis on the
instruments used in the current study was presented.

The next chapter presents the research problems focused
on in the current study.



CHAPTER II
STATEMENT OF THE PROBLEM
Statement of the Problem

Supervision of instructional procedures and
improvement of teachers’ instructional skills have been
identified as a priority by the Supervisory section of
the Ministry of Education in Tanzania. lowever, the
instructional skills possessed by special education
teachers are rarely evaluated. Area Education
Si'pervisors are responsible for supervision of both
+<gfular and special schools. However, only a few
Tii@ssroom obssrv.:Tions are conducted due to shortage of
supervisors. 7wl {iassroom observations are conducted
by indiwviduals without special training in education of
students with handicaps. Msengi (1985) emphasized the
important role special education supervisors in the
Tanzanian educational system can play in improving the
quality of teaching, particularly for handicapped
students in regular classrooms. Due to the scarcity of
evaluation of teacher in special education programs,
there are few records of instructional procedures used by
teachers in special education programs in Tanzania.
Therefore, it is impossible to evaluate whether effective
instructional procedures, as identified through studies
of teaching in developed countries, are being applied in
special education programs in Tanzania. Thus, there is
need for exploratory research to identify the
instructional skills utilized by teachers in special
education programs in Tanzania. In addition, there is
also a need to determine whether the instructional skills
identified as essential in developed countries are also
considered to be essential by special education experts
and teachers in Tanzania. The individuals considered as
special education specialists or experts in the present
study are the lecturers teaching courses in special

87
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education at the University of Dar es Salaam, special
education curriculum developers at the Institute of
Curriculum Development in DAr es Salaam, and the
personnel in charge of special education programs for
students with mental retardation at the Ministry of
Education head office in Dar es Salaam. Special
education teachers in the present study include any
person actively involved as a teacher in special
education programs in Tanzania for at least two years
regardless of professional qualifications.
Purpose of the Study

The purpose of this study was a) to develop an
observation instrument appropriate for identification of
instructional delivery practices in special education
programmes in Tanzania, and b) to use the observation
instrument developed in identification of the
instructional delivery practices of teachers in special
education programs in Tanzania. The observation focused
primarily on group instructional processes used in
special education programs in Tanzanian schools. Input
of Tanzanian special education specialists and teachers
was sought regarding the appropriateness of the
observation instrument that had been developed.
Research Questions

The following research questions were used to guide

the study.

1. Do special education specialists in Tanzania
think that the same methods of effective
instruction, as presented on the instruments,
are suitable for both Tanzania and North
America?

2. Alternatively, do the specialists recommend
addition, subtraction, or modification of the
observation checklist items to adapt the
Western based observation checklist to the
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Tanzanian context?
Do teachers of students with mental retardation
in special education classrooms in Tanzania
thirk that the same methods of effective
instruction are suitable for both Tanzania and
North America?
Alternatively, do the teachers recommend
addition, subtraction, or modification of the
observation checklist items to adapt the
Western based observation checklist to the
Tanzanian context?
Do teachers of students with mental retardation
in special education classrooms in Tanzania use
appropriate instructional methods based on and
adapted to the Tanzanian context by special
education specialists, and special education
teachers of students with mental retardation?
Does the okservational instrument identify
specific areas of instruction requiring
improvement? That is, does it indicate the
need for in-service training of several
teachers and/or the need for prescriptive
feedback to specific teachers?
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CHAPTER III
METHODOLOGY
Sample

The sample fcr this study included fifteen teachers
from seven programs in Tanzania providing special
education services to students with mental retardation.
As indicated in Table 7, five teachers were drawn from
two residential special schocl programs, Mtoni special
school and Bethlehem school, for students with mental
retardation. Eight teachers were drawn from four special
education units providing educational programs for
individuals with mental retardation in Tanzania. Two
teachers were drawn from the only totally non-residential
special school in Tanzania, Sinza Rehabilitation and
Education Centre.

The teachers included in the sample for the
observation using the developed instrument had varying
amounts and types of teacher training and experience.
Table 8 shows the teachers’ training and their experience
both in the regqular classroom and in special programs for
students with mental retardation.

Condition of classrooms and availability of teaching
materials in the classrooms observed. The facilities and

the teaching aids available in the observed programs
varied greatly according to the type of program. The
three special schools had better facilities than did the
special units. All three programs were housed in new,
well maintained buildings which were wheelchair
accessible although only the day-school had students with
severe physical handicaps. The two special schools which
were residential had excellent residential facilities and
personnel to care for the students.

The special education units were housed in the
regular school establishments and had much poorer
facilities than did the special schools.
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Table 7
Category, Name of School and Number of Teachers in the
Sample
Category Name of school Numbey of
teachers in
the sample
Residential Mtoni
special school. Bethlehem 3
Non-Residential Uhuru special
special units. unit (Dar es Salaam)
Wailes special unit
Kisarawe special unit
Uhuru special
unit (Arusha) 1

Non-Residential
special school.

Total

Sinza Maalum
(Rehabilitation and
& Education centre)

G
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Table 8
Training and Experience of Observed Teachers

Teacher Teacher Regular class Special class
ID Training Experience Experience
a CSE=* 5 7
b CSE 10 3.6
o] E&C of MR* 0] 5
d E&C of MR 0 5
e DSE=* 6 4
f RT* 14 2.3
g DSE 8 2
h RTT* 6 5
i DSE 6 2
3 RT 25 2
k RT 9 2.7
1 CSE 8 4
m DSE 8 6
n DSE 11 3
o RT 19 4

Regular class experience: Range= 0 to 25 yrs Mean= 8.87
Special class teaching experience: Range= 2 to 7
Mean=3.84

Abbreviations

»C.:i: Certificate in special education from outside
Tanzania. These were mainly taken in Finland.

*E&C of MR: Education and care of the Mentally Retarded.
A course taXen by two Catholic sisters who were
previously nurses.

*DSE: Diploma in Special Education from Tabora Teachers
college

*RTT: Regular and Technical Teacher Training

*RT: Regular Teacher Training




Some of the rooms in which the ur'.s were run had no
doors or windows but iron bars to keep intruders out.
However, these bars did not keep out wind, dust and
sometimes rain which could ruin wall displays. All the
observed programs had desks for each student, a table and
chair for the teacher, and cupboards with locks for
storage of teaching materials. The teachers had a
variety of teaching materials available for both
students’ and teachers’ use. All teachers also had a
small number of students (average class size 4.7
students). In addition, all the teachers had aides to
assist them. Consequently, special education programs
for students with mental retardation had better
facilities, more teaching aids, and a much lower teacher
pupil ratio than Aid the regular classes in Tanzania.
These programs also had teachers’ aides who were not
available in regular school programs. The students in the
observed classrooms varied greatly in age and mental
capacity. Table 9 shows the number of students in the
classes, students age range and intellectual functioning.
Procedure

First, the teachers in the sample were selected.
After grouping teachers according to the educational
program in which they taught, random sampling was used to
select the teachers in the sample and five teachers to
provide feedback on the obsarvational instrument
constructed for use in the present study. To avoid
inclusion of inexperienced teachers, only teachers who
had been teaching students with mental retardation for
two years or longer were included in the sample. Random
selection of teachers to participate in the observations
was made from a list of names of all the eligible
teachers in each special education program providing
educational services for students with mental
retardation.
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Table 9
Number of Students, Age Range, and Intellectual Functioning
of Students in the Observed Classes

Teacher Lesson Number of Age of
ID Number Students Students
Low High
1 1-2 7 10 15
3 6 10 15
2 1,2,3 5,6,8 15 20
3 1-3 7 15 25
4 1&3 9 6 17
2 12 6 17
5 1 4 9 13
2 11 9 21
3 3 10 14
6 1-2 4 S 21
3 3 S 21
7 1 3 12 i6 -
2-3 2 12 16
8 1 5 6 10*
2 5 6 12%*
3 9 12 17
9 1,2,3 8,13,9 7 13%
10 1-2 8 11 17
3 6 13 17
11 1,2,3 6,7,5 10 14*
12 1-2 5 10 1%
13 1-3 8 7 13*
14 1-3 6 12 18
15 1,2, 6,5, 2 16
3 7 5 12+
Average class size = 4.73

* Indicates classes having students with severe mental
retardation. All other classes had students with either mild
(educable) or moderate (trainable) mental retardation.
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Second, five teachers, one from each of the special
education programs offe ing services to students with
mental retardation, were selected to provide feedback on
the observational instrument. The same procedure was used
for the selection of teachers in the observation sample
and the selection of teachers to evaluate the observation
instrument.

Third, five Tanzanian special education specialists
were selected on the basis of involvement with special
education for students with mental retardation to provide
feedback on the suitability of the evaluation instrument.
These specialists selected included two lecturers
teaching courses in special education at the University
of Dar es Salaam, one special education curriculum
developer at the Institute of Curriculum Development in
Dar es Salaam (currently the only special education
curriculum developer in the country), and two personnel
in charge of special education programs for students with
mental retardation at the Ministry of Education head
cffice in Dar es Salaam.

Fourth, copies of the observation instruments were
distributed to the special education teachers and experts
selected to evaluate them. While distributing the
instruments, appointments for the interviews were made.
Special education teachers and experts evaluated whether
or not the items on the evaluation instrument were
relevant for use in Tanzanian special education programs
for studern.s with mental retardation, if essential
aspects of instructional delivery in Tanzania were
missing from the instrument, and whether items on the
instrument should be modified.

Fifth, interviews with the special education
specialists were conducted. These interviews were used to
discuss specialists’ evaluation of items on the

instructional observation instrument. The reason for
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their comments on each of the items on the observation
instrument was sought and discussed.

Sixth, teacher observations were conducted. The
observation instrument was used in the evaluation of the
instructional methods used by teachers of students with
mental retardation in Tanzania. All the lessons observed
were recorded on audio-cassette tapes and corresponding
anecdotal records of physical aspects of each lesson were
made. The information gathered was later transcribed
onto the observation checklist. The observation
instrument utilized three types of observational
techniques. First, a checklist of the essential teacher
behaviours for effective instruction was used to
determine whether these behaviours were evident in tne
teaching procedures of teachers in special education
programs for students with mental retardation in
Tanzania. Second, rating items on aspects of the
teaching behaviours were used to determine the degree to
which these qualities existed. Last, anecdotal data
recorded teacher instructional behaviours that had not
been rated on the observation instrument. (For more
details refer to appendix A, a blank copy of the
observation instrument; and appendix B, for a completed
copy of the observation instrument).

Of the fifteen special education teachers in the
sample, fourteen were observed three times each while one
teacher was observed twice (a total of 44 teacher
observations). Each of the observations was conducted
during a full unit of instruction which varied from ten
minutes to one hour in duration.

A research assistant was involved in the third
observation session for nine of the teachers. The
research assistant conducted one observation for each of
the nine teachers and transcribed audio~-tapes and his
anecdotal records onto the observation instrument to
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determine inter-rater reliability.

This study was a field analysis of the instructional
methods used by Tanzanian special education teachers of
students with mental retardation.

Data Analysis

Analysis of data from the use of the observation
instrument was conducted in the following manner.

1. Data on the evaluation of the observation

instrument by special education specialists were

evaluated according to percentage and types of items
special education specialists:

a) agreed upon as essential,

b) viewed as requiring modification,

c) viewed as inappropriate for the Tanzanian
context,

3) added to the observational instrument, and

e} the agreement between the evaluation of the

special education experts.

2. Data gathered from teacher interviews about
their evaluation of the observational instrument
were analyzed in the same manner as in a. to e.,
above. In addition, the amount and type of agreement
between the data obtained from the special education
teachers and that gained from the special education
specialists were analyzed.

3. Teacher observaticn data were analyzed as
follows.
a) Individual teacher protocols were evaluated to

identify a pattern in the absence of specific
instructional behaviours that would have been
appropriate to particular instructional
circumstances. This information may be used to
provide prarticular teachers with prescriptive
- remedial feedback.

b) The percentage was calculated of teachers
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failing to exhibit a pattern of specific
instructional behaviour that would have been
appropriate in particular instructional
circumstances. This information may be used to
identify the need for prescriptive remedial in-
service to a group of teachers.

c) The average amount of time used for the
administration and interpretation of the
observation instrument and the information
derived from the observations related to
individual and groups of teachers needs for
training was evaluated to determine the cost
effectiveness of the observation instrument.

d) Data recorded during the observation by the
special education specialist were compared to
data recorded by the researcher to determine
inter-observer reliability.

Limitations of the Study

1.

Due to the length of the instrument and the
diversity of the items included, it was not possible
to count the frequernicy of the occurrence of each of
the instructional behaviours observed. However, the
frequency of occurrence of related groups of items
was rated. For example, the teachers,; use of all
the methods of motivating and gaining students
attention was rated.

The sample included teachers from szeven out of the
23 programs which provided education for students
with mental retardation. In addition, the schools
observed were drawn from three administrative and
geographic regions with the majority coming from

Dar es Salaam. All the programs observed were in
urban centres. Due to ecological diversity of the
regions, the same study conducted in other regions
may have produced quite different results.
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All the observation sessions were planned in advance
and all of the teachers participating were informed
in advance of the observation times. Thus, the
teachers may have used effective instructional
methods during the observation intervals, but may
not characteristically have used the same methods.
In addition, the "on stage effect" (Agnew & Pyke,
1987), that is displaying one’s best behaviour

when aware of being under observation, restricts the
researcher from making any generalization about the
tezachers’ use of effective instructional methods
during their everyday teaching.

Since only teachers of students with mental
retardation were included in the sample these
findings cannot be generaiized to all teachers of
students with handicaps in Tanzania.

Analysis of the results of the study in relation to
the subject matter taught, teacher experience,
teacher training, and the type of program is not
possible due to the limited size of the sample.

The focus of this study was limited to an analysis
of the instructional methods used and was not
concerned with the appropriateness of the content of
instruction and the quality of teaching materials
used in the observed lessons.

The observations were limited to lessons in the
classroom setting and, thus, failed to include other
situations in which the students were taught. For
example, no analysis was conducted of home-based
instruction which was carried out on Fridays by
teachers in some of the observed programs. Another
example is that of teaching students eating skills
and cleaning skills at the time and setting in which

the events naturally occur.
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Most of the teachers in the programs for students
with mental retardation could not meet the selection
criteria of the sample as they had less than two
Yyears of experience teaching in these programs. The
limited amount of teaching experience results from
the fact that most programs for students with mental
retardation have only been recently established.
Furthermore, teachers often go for special training
after teaching for a short while. The fact that only
a few teachers had the experience set as the
criteria restricted the generalizability of the
findings of the current study.



CHAPTER IV
RESULTS

The present study had two purposes: a) to have special
education experts and teachers evaluate appropriateness for the
Tanzanian context of an observation instrument developed from a
review of effective instruction techniques used in North America,
and b) to use the observation instrument to collect exploratory
data on the instructional methods used by teachers in special
education programs for students with mental retardation in
Tanzania.

The results of the study are discussed in two sections. In
secticon one, results of the evaluation of the observation
instrument by special education experts and teachers are
presented. In section two results of “he observation of teachers

is presented.

Evaluation of the Observation Instrument

Special education experts and teachers in Tanzania were
asked to evaluate the appropriateness of the observation
instrument for the Tanzanian context.

Evaluation of the Observation Instrument by the Special Educatign
Experts
The term "special education expert or specialist" in this

study refers to individuals in decision-making positions related
to academic aspects of special education in Tanzania. This term
includes administrators in the Special Education Section of the
Ministry of Education, special education curriculum developers
from the Institute of Curriculum Development, and lecturers in
special education at the University of Dar es Salaam and Tabora
Teachers’ College.
Sample

Observation instruments were distributed to two University
of Dar es Salaam lecturers, one curriculum developer from the
Institute of cCurriculum Development and three personnel in
administrative positions in the Special Education Section of the
Ministry of Education. Feedback from the evaluation of the

101
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observation instrument by the special education experts was
gathered through written comments and interviews. An additional
instrument was sent to Taborra Teachers’ College, the only College
in Tanzania offering special education training for teachers of
students with mental retardation. One tutor in mental
retardation in Tabora college was requested to sent his written
review to the researcher.

Written reviews and interviews were conducted for the
Special Education Curriculum Developer and the two University of
Dar es Salaam Lecturers. Written review was received from one
tutor in wental retardation in Tabora College. Unfortunately,
because ci tight schedules, none of the administrators at the
Special Education Section of the Ministry of Education was
available for the evaluation of the observation instrument.
However, one University of Dar es Salaam lecturer, currently
studying in the United States of America, was able to provide
written evaluation of the instrument. This response made a total
of five specialists evaluating the observation instrument.

The following instructions and questions were attached to
the observation instrument distributed to special education
specialists and classroom teachers.

"Instructions: The observation instrument given to you is
intended for special education specialists and teachers of
students with mental retardation. This instrument was
constructed from aspects of instruction identified as essential
for instruction in North America. The purpose of this study is
to construct an observation instrument and determine its
appropriateness for the Tanzanian context. Please take time to
evaluate each item and section for its appropriateness. Please
identify items that are a) ambiguous, b) applicable to Tanzania
but missing from this instrument, c) not applicable to Tanzania,
and d) need modification to better suit Tanzania. Please be
prepared to discuss each of the changes you recommend. Your
recommendations will be used to modify this instrument before its
use with the teachers of students having mental retardation."
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The followir ‘ur questions were given to the reviewers for
their written comments and for the interviews:

1. What items on this observation instrument do you
view as needing modification to be appropriate for
the Tanzanian context? Please give reasons for
your comments.

2. Are there any items on the observation instrument
which are inappropriate for the Tanzanian context
which should be left out? Why are they
inappropriate?

3. What aspects of instructional delivery relevant to
Tanzanian context need to be added to the
observation instrument? Give reasons for your view.

4. Does the observation instrument contain any
terminology which may not be understood by some
people who might be called upon to administer it?

Evaluation of the Observation Instrument by the Experts

Four of the five experts indicated that they viewed the
instrument as comprehensive and relevant to the Tanzanian
context. Therefore, their comments centred on the structure of
the observation instrument. For the first three questions asked:
a) whether the observation instrument requires medifications, b)
additions, or c) deletions, one reviewer found the instrument
appropriate while the other three concentrated on modifications
to the structure of the instrument rather than to the content.
For example, one reviewer suggested that an example in section
one should be left out as it might be confusing to users who may
look for the specific behaviours described in the example rather
than look for a class of behaviours of which the example provided
was only one instancz. The example described the following class
setting: '"sStudents are seated in a circle in front of the
teacher, the teacher is reading from a book in which singular and
plural nouns are mentioned on one page, on the opposite page are
pictures of singular and plural objects corresponding to those
mentioned on the other page. The teacher reads the passage, then
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shows the pictures to the students and randomly asks one of them
to point to the appropriate singular or plural object(s)." In
the absence of training in the use of the observation instrument,
the problem described by the reviewer may occur. The reviewer
pointed to the need either to a) modify the example to indicate
more clearly that the example represented a class of behaviours,
or b) the need to provide training to everyone using the
instrument.

The fifth expert made the following comments in response to
the three questions.

Question 1. This reviewer felt that media, {(part II,
section B, Number 1, method d), was not appropriate for special
schocls and special education units serving students with mental
retardation. The reason for this comment was that these
facilities did not have access to "filmstrips, projectors,
slides, tapes and recorders."

Question 2. This reviewer felt that the use of audio-taping
of the observations should be removed from this instrument as
schools and units in Tanzania cannot afford such equipment.
However, as only the observer needs to use audio-taping, he/she
can take the tape from school to school.

Question 3. This reviewer felt that an item on the
techniques teachers used to encourage students to answer
questions should be added to the observation instrument. The

reviewer felt that "answering teachers’ questions and
participation in class discussion/conversation increases the
ability of students to articulate, verbalize and hence develop
speech." Such an item is viewed as important because "most of
the mentally retarded children are reluctant to speak or give
answers" even when they know the answer. According to this
reviewer such behaviour can be attributed to students’ "shyness,
speech disorders, fear of failure and/or unwillingness."

on the fourth question asked of the reviewers, one reviewer
felt that the language used in the instrument was, in general,
difficult for the people who might be called to use it. This
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reviewer recommended translation of the observation instrument
into Kiswahili. The other reviewers felt that the language was

appropriate as long as only trained school supervisors were
called upon to use it.

The Agreement Between Special Education Experts

In general, special education experts agreed that the

instrument was applicable to the Tanzanian context. Three
specialists concentrated on structural changes in the observation
instrument. One expert had one comment on modification of the

language used, while the other reviewers had three
recommendations, one for modification, one for addition, and one
for subtraction. In summary, there was general agreement on the
applicability of the observation for programs in Tanzania.
However, the four recommendations for change were made by only
one expert each. For various reasons discussed later, no
modifications were made to the observation instrument.

Special Education Teachers’ Evaluations of the Observation
Instrument

In this phase of the research, special education teachers
evaluated the observation instrument’s suitability for use in the
Tanzanian context.

Special education teachers included in the evaluation of the
Observation instrument were teachers who had special tiraining in
mental retardation, in addition to two or more years of teaching
experience in programs for students with mental retardation.

The observation instrument was distributed to five teachers
who met the criteria. The set of instructions and questions
given to the experts (see page 103-104) was also given to the
teachers in the sample. Written reviews of the observation
instrument were obtained from all five teachers. Following is a
discussion of their review.

Summary of the Evaluation of the Observation Instrument by
Special Education Teachers of Students with Mental Retardation

One teacher felt that the instrument was appropriate and

therefore, did not give any suggestions in response to the first
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three guestions. However, this teacher made recommendations in
response to the fourth question. These recommendations are
discussed below. Another teacher expressed the view that the
observation instrument was not suitable for the observation of
teachers in programs for students with mental retardation. The
reason given for this view was that most of the teachers in these
programs have not had special training. The teacher also
suggested changes necessary in the instrument. The followinyg is
the evaluation of the teachers according to the guiding questions
provided to them.

Question one. One teacha2r felt that in the introduction of
the lesson, review of previously learned material through quizzes
(Part II, Section A, Nusber 2, Method b) should be mddified to
include oral questions. The reason behind the suggestion was
that written quizzes are often inappropriate for students vith
mental retardation. Another teacher felt that the method of using
prepared hand-outs (Part II, Section B, Number 1, Method c) was
inappropriate as it was too expensive to produce prepared hand-
outs. This same teachz2r felt that part II, section F, Number 2,
which dealt with teachers’ reaction to inattention and
misbehaviour needs modification. The reviewer felt that
"teachers must react very negatively" to inappropriate behaviour
to "shape a child’s behaviour towards correct behaviour." This
reviewer remarked that igroring behaviour, which is referred to
as "letting the child do what he wants" will lead the child to
behave in ways *“hat are unacceptable to society. This comment
may indicate cultural differences in the Tanzanian and western
societies in their approach to controlling inappropriate
behaviour.

Question two. One teacher felt that the item on homework
was linappropriate because of the students’ functional level
(students in most special education programs for students with
mental retardation function at the moderate to severe levels and
would not usually have homework). This teacher also viewed
homework as inappropriatce as most students in the observed
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programs come from home backgrounds where parents may not have
the ability or the time to help students with homework. 1In
addition, the teacher felt that the item on lectures was not
appropriate due to the students’ low level of functioning, =.g

teachers do not lecture to students having moderate to severe

-7

intellectual functioning. The reviewer suggested that these two
items should be removed from the observation instrument. Another
reviewer noted that many schools offering services for students
with mental retardation do not have access to audio-taping

equipment, thus, its use in the observation procedure was not

thought to be feasible. The use of audiotapes was seen as not
feasible due to financial constraints.
Question three. One teacher felt that short stories,

proverbs, and riddles (Swahili: hadithi, methali, na vitendawili)
should be added to the instrument as these methods are regularly
used in Tanzania. These methods were thought to be important
because they help train students’ memories while at the same time
pass on cultural values. Another teacher thought that itens
evaluating appropriateness of the content of the lesson for the
culture should be included in the observation instrument. These
questions would evaluate whether the content presented in every
lesson was appropriate to the cultural background of the
students. This analysis would include an evaluation of the
students cultural values. Yet another teacher viewed the
inclusion of items which evaluate the extent to which students
are taught in the situation in which the activity normally occurs
should be included.

Question four. Four of the five teachers felt that the
language used in the instrument was not hard to understand.
However, one of these reviewers felt that teachers who have not
had any special training may not be able to understand some of
the terminology. This reviewer did not specify the specific
terminology which might be difficult to understand in the written
review and since no interviews were held this information is
could not be obtained. The fifth teacher identified use of the
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word "instrument" as being hard to understand in the observation
instrument.
The Agreement Between Special Education Teachers

The teachers thought that the observation instrument was
applicable in general. As a group, the teachers made nine
reccmmendations for change. Of these nine comments, each was
only made by on2 teacher. Thus there was no agreement on the
evaluation of the teachers.
Comparison of the Teachers and the Experts Review of the

Observation Instrument

Both the experts and the teachers agreed that the
observation instrument was applicable to the Tanzanian context.
Moreover, there were two incidents of agreement between teachers
and experts. The subtraction of one item (Part II, Section B,
Method d4) dealing with media and the use of audio-taping were
suggested by one teacher and one expert. It was not possible to
carry out any statistical analysis because recommendations for
changes were very few. However, it is apparent that the teachers
made more recommendations for change than did the experts.

No changes were made in the instrument hefore its use in
classroom observation because most of the feedback was received
after the rese. rcher had embarked on the observations. However,
suggestions for recommended modification are reviewed in the
discussion chapter.

Results of Teacher Observations Using the Observation Instrument

Pattern of Individual and Group Data from the Observation

Instrument

In the following discussion, the numbers reported in the
tables that follow represent the number of lessons in which
specific teaching methods were observed or the number of lessons
in which a rating was obtained. For the individual data, all
teachers except teacher 12 were observed in three lessons.
Teacher 12 was observed twice. Thus, in Table 10.1(a) the number
2 for teacher 1 in column (b) indicates that the teacher
mentioned skills to be learned ("mentioned skills") in 2 of the
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(Method a) Predicts enjoyment. On this item (see column a in

Table 10.1(a)) a teacher makes a statement predicting that the
students will enjoy themselves during the lesson. An example of
this behaviour is when teacher 11 made a statement that the
lesson involved drawing and colouring flowers which would be fun
to do. Only two teachers, 11 and 13, made statements to the
effect that students would enjoy themselves during the lessons.
Teachers 11 and 13 each made statements in only one of the three
lessons observed for each teacher. Therefore, teachers predicted
enjoyment to motivate students in only 2/44 of the lessons
observed, 4.6% of the observations made. However, as is
frequently done in Tanzania, the teachers often began their
lessons with songs which the students knew and enjoyed. This
activity may have been motivating and may have implied that the
lesson would be enjoyable.

(Method b) Mentions information or skills to be learned. See
Table 10.1(a), coiumn (b). Teacher 3 illustrated the use of this
method by stating that the students were going to learn the names

and uses of the equipment in a woodwork workshop. The same
teacher in a physical education lesson told the students they
were going to learn how to start a 100 meter race. Only three of
the fifteen teachers observed, 8, 10, and 12, did not mention the
information or skills toc be learned in any of the three
observaticns. Four teachers, 3, 6, 7, and 13, mentioned the
information or skill to be learned in each of the three (3/3)
lessons observed; four teachers, 1, 4, 14, and 15, mentioned the
skills in 2/3 of their lessons; while four teachers, 2, 5, 9, and
11, mentioned the skills to be learned in only 173 of the lessons
observed. 1In total, mentioning the information or skills to be
learned was observed in 24/44 of the lessons observed, 54.6% of
the observations made.

(Method c¢) Promises reward. See Table 10.1(a), column (c).
In this method the teachers promised students external rewards
for good attention or work. An example of such promises was that

made by teacher 11. This teacher promised students that they
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Table 10.1(a)
Frequency of Teaching Methods

Section A: Lesson Introduction
Number 1: Attempts to Motivate and Gain Attention

Method (a) (b) (c) (d) (e)
Predicts Mentions Promises Reminds Media
enjoyment skills reward criteria

Teacher

1* 2

2 1 2
3 3

4 2 1
5 1 1 1
6 3

7 3

8 1
9 1 1
10 1 1
11 1 1 2
12 1
13 1 3

14 2 1
15 2

Total 2 24 5 0 8

Percent 4.6 54.6 11.4 0 18.2

* All teachers were observed in three lessons except

teacher 12 who was observed in two lessons.

Note: The figures refer to the number of lessons in

which the instructional technique was observed.
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could carse their work home to their parents at the end of
the school term, if they produced good work. The
researcher noticed that the promise of reward discussed
above was very motivating for students in a residential
special school. Only four teachers, 5, 10, 11, and 14,
promised external rewards to their students. Teacher 11,
promised rewards in 2/3 lessons, while the other three
teachers promised rewards in only 1/3 of the lessons
observed. In summary, promising reward for participation
in the lesson was exhibited in 5/44 lessons observed,
11.4% of the observations made.

(Method d) Reminds of criteria. See Table 10.1(a),
column (d). This method involved teachers reminding
students about later requirements, such as, tests based
on the lesson. No teacher exhibited this behaviour in
any of the lessons observed.

(Method e) Uses media. See Table 10.1 (a), column
(e). This section of the instrument refers to all

teaching tools used by teachers in the instructional
process. This is in accordance with Oates (1971)
definition, "the term instructional media generally
refers to all teaching tcols used by teachers." Thus, use
of media includes a wide variety of items, for example,
drawings, real objects, and films. An instance of use of
media is that of teacher 2 who used a collection of items
which go together, e.g., a letter and a file, and a
padlock and a key. The teacher drew students’ attention
to the items and had the students name these items before
starting the matching activity. This teacher used media
to motivate students in 2/3 lessons observed. Six
teachers, 4, 5, 8, 9, 10, and 12, used media to motivate
students in 1/3 lessons observed. The other eight
teachers did not use media to motivate students. 1In
summary, teachers used media to motivate students in 8/44
of the lessons observed, 18.2% of the observations made.
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Table 10.1(b)
Freguency of Teaching Behaviours
Section A: Lesson Introduction

Number 1: Attempts to Motivate and Gain Attention

Method (£) ! (9)
Other | Rating
: 1 2 3 4
' Never Rarely Sometimes Always
1
1
Teacher '
1 1 ! 3
|
2 1 ! 1 2
[}
[}
3 | 1 2
t
!
4 i 3
[}
]
5 2 ! 1 1 1
)
1
6 1 | 1 2
]
|
7 1 : 1 1 1
|
!
8 2 ! 1 1 1
[}
]
) 1 ! 1 1 1
}
|
10* 2 : 1 1
]
]
11 1 ! 3
3
]
12 1 : 1 1
]
}
13 1 : 2 1
I
1
14 ! 1 2
1
i
15 1 ! 1 2
1
|
Total 15 ! 3 5 17 18
Percent 34.1 ' 6.8 11.4 38.6 40.9
Rating
1 Never uses method when required
2 Rarely uses method when required
3 Sometimes uses method when required
4 Always uses method when required
5 Rating item not applicable for the lesson

* Teacher 10 started one lesson without using any of the
methods but it was appropriate for the communication lesson.
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were used in very few lessons observed. Although
students involved in all the lessons observed appeared to
be motivated and the teachers gained students’ attention
easily, teacners in this group may benefit from an in-
service course on the use of the methods a to e to
motivate and gain students’ attention. Such training
could equip teachers with a greater knowledge and
competence in the use of these methods and perhaps add
variety to their lessons and further enhance motivation
and attention.
Number 2: Review of related materials previously learned
Table 10.2(a & b), indicate the number of lessons in
which each of the 15 teachers reviewed related materials
taught in earlier lessons. Each of the three methods of
reviewing previously learned materials is discussed

below.

(Method a) Questions. See Table 10.2 (a), column
(a). Each teacher’s use of guestions to review related
materials, previously learned was observed. For example,

teaclter 7 in an art lesson asked students to name and
identify previously learned items that were to be used in
the lesson she was about to teach. All teachers except
teacher 10 used questions to review related material in
one or more of their lessons. Teachers 4, 7, and 14 used
questions to review related material in all three lessons
observed, while teachers 1, 2, 3, 5, 8, 9, and 11 used
questions in 2/3 of their lessons observed. Teacher 12
used questions in all 2/2 of the lessons clhserved.
Teachers 6, 13, and 15 used questions in 1/3 of their
lessons in which use of questions was appropriate. Use
of questioning to review related material was observed in
28/44 lessons observed, 63.6% of the observations made.

(Method b) Quizzes. See Table 10.2 (a), column (b).
This method involved teachers giving students written or
oral quizzes to review related material previously
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learned. None of the teachers exhibited this teaching
behaviour in any of the lessons observed.
(Method c) Summary. See Table 10.2 (a), column (c).

Teacher 7 illustrated the use of a summary to review
related material previously learned in a health education
lesson. In this lesson, the teacher summarised what the
class had discussed previously about their routine in the
morning before going to school. The teacher’s summary
led to questions on the importance of brushing one’s
teeth after every meal and eventually to teaching
students how to brush their teeth. Teachers 7 and 13
used summaries in 1/3 of their lessons. Use of summaries
to review related material was observed in 2/44 of the
lessons observed, 4.5% of the observations made. Most
teachers at the end of a lesson elicited a sunmary of
important points of previously learned material through
the use of well planned questions; however, the teachers
used summaries of previously learned material at the
beginning of only 2/44 of the lessons observed.

(d) Not observed. See Table 10.2 (a), column (d4d).
In this column, the frequency was recorded of the number
of lessons observed in which related materials was not
reviewed when such a review would have been applicable.
Teachers 2 and 9 did not review related previously
learned material in 1/3 of their lessons in which review
would have been applicable. Thus, there was no summary
in 2/44 of the lessons observed, 4.5% of the observations
made when it would have been appropriate.

(e) Not applicable. See Table 10.2 (a), column (e).
These were lessons in which related material previously
learned was not reviewed and in which a review was not
applicable. For example, in a physical education lesson
which involved song games taught by tealhner 15, review of
related material would not have been applicable.



Table 10.2(a)

Frequency of Teaching Behaviours
Section A: Lesson Introduction
Number 2: Review of Related Material

Method (a) (b) (c) (d) (e)
Questions quizzes Summary Not Not
observed applic-
able
Teacher
1* 2 1
2 2 1
3 2 1
4 3
5 2 1
6 1 2
7 3 1
8 2 1
9 2 1
10 3
11 2 1
12 2
13 1 1 1
14 3
15 1 2
Total 28 0 2 2 13
Percent 63.6 0 4.6 4.6 29.6
Note: The figures refer to the number of lessons in

which the instructional technique was observed
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* All teachers were observed in three lessons except

teacher 12 who was observed in two lessons.
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Teachers 1, 3, 5, 8, 11, and 13 did not review related
material in 1/3 of their lessons because it was not
applicable. Teachers 6 and 15 did not review previously
learned materials in 2/3 of their lessons in which review
was not applicable. Teacher 10 did not review related
material in 3/3 lessons observed as it was not
applicable. Review of related material was not
applicable in 13/44 lessons, 29.6% of the observations
made. Thus, teachers did not provide a review in these
13 lessons observed. Most of the lessons observed in
which review of related materials previously learned
would not have been applicable were communication
lessons. 1In these lessons, students’ oral expression was
more important than was memory of knowledge previously
learned.

(f) other methods. See Table 10.2(b), column (f).
No other methods of review of related materials were
observed in any of the lessons observed.

(g) Rating teachers’ review of related material
previously learned. See Table 10.2 (b), column (g), 1,

2, 3, 4. Teachers were rated on their use of questions,

quizzes, and summaries to review related material
previously learned. Teacher 9 got a rating of 1 in 1/3
of the lessons observed, implying no instructional
behaviour geared towards review of related material
previously learned was observed although it would have
been applicable. Teacher 6 in 1/3 of the lessons
observed rarely reviewed related material previously
learned, consequently being assigned a rating of 2. a
rating of 3 was assigned to 8 lessons, while 19 lessons
observed got a rating of 4. Therefore, 2/44 of the
lessons observed, 4.5% of the observations made had an
unsatisfactory rating (ratings of 1 or 2); 27/44 of the
lesson, 61.4% of the observations made, had satisfactory
rating (ratings of 3 or 4); while 15/44 of the lessons
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Table 10.2(b)

Frequency of Teaching Behaviours
Section A: Lesson Introduction

Number 2: Review of Related Material
t

Method (f) (@)

1
i
Otherg Rating
E 1 2 3 4 5
! Never Rarely Sometimes Always Not Appli-
E cable
Teacher E
1 E 1 2
2 § 1 1 1
3 ; 2 1
4 § 1 2
5 E 1 1
6 g 1 2
7 g 1 2
8 E 2 1
9 % 1 2
g 3
11 é 2 1
12 E 1 1 1
13 5 1 1 1
14 | 3
15 é 1 2
Total o E 1 1 8 19 15
Percent Y E 2.3 2.3 18.2 43.2 34.1
* All teachers were observed in three lessons except

teacher 12 who was cbserved in two lessons.
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observed were not rated as review of related msterial
previously learned was not applicable.

Summary. Questions were used to review related
previously learned material in 63.6% of the observations
made. Quizzes were not used in any of the lessuns
observed, whereas summcries were used to review related
mater.al previously learned in 2/44 of the lesson. Most
teachers considered written quizzes to be inappropriate
for students with low intellectual functioning in the
programs for students with mental retardation in

Tanzania. Related previously learned materials were
reviewed when applicable in all but 2/44 of the lessons
observed, 4.5% of the observations made. Hence, an in-

service course in the review of related material is not
required as teachers displayed appropriate behaviour in
42/44 of the lessons observed, 95.5% of the observations
made.

Number 3: Pre-teaches parts of skill\knowledge to be

taught later

Table 10.3, indicates the number of lessons observed
in which the teachers pre-taught skills\knowledge to be
learned later in the lessons to be taught.

(a) Observed. See Table 10.3, column (a). This
item involved pre-teaching of skills/knowledge to be
learned later in the lesson. Pre-teaching

skills/knowledge in the introductory phase of the lessons
was not observed in any of the lessons observed.

(b) Not Observed. Table 10.3, column (b), records
the number of instances when pre-teaching of skill\
knowledge was not observed when it would have been
applicable. For example, teacher 3 in a lesson designed
to teach students to recognize which coins were "worth
more", could have taught students the concept of "greater
than" in numbers before engaging them in working with
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Table 10.3
Frequency of Teaching Behaviours

Section A: Lesson Introduction
Number 3: Pre—-teaches Parts of Skills
Item (a) (b) (c) (4)
Observed Not Not Other
observed applicable
Teacher
1 3
2 1 2
3 1 2
4 3
5} 3

)}
W

7 1 2
8 1 2
9 3
i0 3
11 3
12 1 1
13 1 2
14 3
15 3
Total 0 6 38 o
Percent o 13.6 86.4 ]
* All teachers were observed in three lessons except

teacher 12 who was observed in two lessons.
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money. Teachers 2, 3, 7, 8, 12, and 13, in 1/3 of their
lessons, did not pre-teach skills when it would have
been applicable. Thus, pre—teaching parts of
skills/knowledge to be learned later was not observed in
6/44 lessons, 13.6% of the observations made in which it
would have been applicable. In the remainder of the
38/44 lessons observed, 86.36% of the observations made,
pre-teaching of skills would not have been applicable.

(Method c) Not Applicable. Table 10.3, column (c),
records the number of lessons observed in which pre—
teaching of parts of skills\knowledge was not applicable.
For example, in communication lessons where the major
purpose of the lesson is to allow students to
spontaneously respond to questions and express
themselves, pre-teaching of the skills would not have
been suitable. For teachers 1, 4, S5, 6, 9, 10, 11, 14,
and 15, pre-teaching skills would not have been
appropriate in any of their lessons (3/3), while for
teachers 2, 3, 7, 8, and 13, pre-teaching would not have
been applicable in 2/3 of their lessons. For teacher 12
pre—teaching would not have been applicable in 1/2 of the
lessons observed. Therefore, pre~teaching of parts of
skills\knowledge would not have been applicable in 38/44
lessons observed, 86.4% of the observations made.

(Method d) Other. See Table 10.3, column (d). This
includes any other observations made in relation to the
teachers’ use of pre-teaching parts of skill\knowledge to

be used later in the lessons. No other observations were
made.
Summary. Pre-teaching parts of skills/knowledge to

be learned later was not observed in any of the 44
lessons. 1In 13.6% of the observation made, pre—teaching
of skills/knowledge to be learned later was not observed
although it would have been applicable. This method
would not have been applicable in the rest of the lessons
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observed (86.4% of the observations made). In-service
training in the use pre-teaching as a method of
instruction may be beneficial to teachers in this group.
Number 4: Statement of purpose of the lesson.

Table 10.4 indicates the frequency with which (a)
teachers shared the purpose of their lessons with their
students, (b) teachers specified objectives of their
lessons, (c) the researcher made “other observations and
comments" about teachers’ statements of the purpose of
the lesson, (d) the researcher found statement of purpose
or specifying objectives of the lesson not to be
applicable, and (e) the researcher’s rating of teachers’
statement of goals of the lesson.

(Method a) Shares purpose of the lesson. See Table
10.4, column (a). In this method the teachers shared the
purpose of the lesson with their students. For example,
teacher 10 in a communication lesson shared with the
students that they were going té6 narrate what the
students had done over a long holiday weekend recently
celebrated. Teachers 3 and 15 shared the purpose of the

lesson in all three lessons observed. Teachers 1, 2, 4,
~ %, and 11 shared the purpose of the lesson in 2/3 of
T lessons, while teachers 7, 9, 10, and 14 shared the

purpose of their lessons in 1/3 of the lessons observed.
Two teachers 8, and 12 did not share the purpose of the
instruction in any of the lessons observed. Thus,
sharing the purpose of instruction was observed in 26/44
of the lessons, 59.1% of the observations made.

(Method b) sSpecifies objectives. See Table 10.4,
column (b). An example of specifying objectives of the
lesson is that of teacher 14, who in a lesson in writing,
specified the consonants the students were going to learn
how to write. Teacher 13 specified objectives in all 3/3
lessons observed. Teachers 3, 4, 6, 7, 9, 11, and 14
specified objectives of the lessons in 2/3 of the lessons
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Table 10.4

Frequency of Teaching Behaviours
Section A: Lesson Introduction
Number 4: Statement of the Purpose

Method  (a) (b) (c) |
Shares Specifies Other | Rating
purpose object- ! 1 2 3 4
ives i Never Rarely Some- Always
E times
Teacher i
1 2 i 1 2
2 2 1 g 2 1
3 3 2 ; 1 2
4 2 2 § 1 2
5 2 1 i 1 1 1
6 2 2 i 1 1 1
7 1 2 g 1 1 1
e T
9 1 2 E 3
10 3 i 1 2
11 2 2 g 1 2
12 i 2
13 2 3 E 3
14 1 2 E 1 P
15 3 g 2 1
Total 286 19 1 g 14 1 11 18
Percent 59.1 43.2 2.3 E 31.8 2.3 25 40.9

* All teachers were observed in three lessons except
teacher 12 who was observed in two lessons.
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observed. Teachers 2 and 5 specified objectives in only
1/3 of the lessons while teachers 1, 8, 10, 12, and 15
did not specify the objectives in any of the lessons
observed. Specifying objectives in terms of what
students are expected to learn was observed in 19/44 of
the lessons, 43.2% of the observations made.

(c) Other observations and comments. See Table

10.4, column (c). In this item, other observations and
comments on the teachers’ efforts to make students aware
of the purpose of the lesson were recorded. For example,
the researcher observed that teacher 8 began one lesson
with no statement of purpose or specifying objectives of
the lessons. Teacher 15 announced the game they were to
play just as they were about to play 1.. The purpose of
the lesson instructed by teacher 15 was to perform
physical exercises to enhance students’ physical
development. Thus, teachers 8 and 15 had "other
observations and comments" made about their statement of
the purpose of the lesson in 1/3 of their lessons.
Therefore, other observations and comments were made in
2/44 lessons observed, 4.5% of the observations made.

(d) Not Applicable. See Table 10.4, column (d).
There was no lesson in which a statement of the purpcse
of the lesson was not applicable.

(e) Rating. See Table 10.4, column (e). In this
item, teachers were rated on the frequency with which
they made known to the students the purpose of
instruction. Teachers usually made students aware of the
purpose of lesson when required (rating of 4), in 18/44
of the lessons observed, 40.9% of the observations made.
In 11/44 lessons observed, 25% of the observations made,
teachers sometimes made students aware of the purpose of
instruction (rating of 3). Teachers did not make the
students aware of the purpose of the lesson when it was
necessary in 14/44 of the lessons cbserved, 31.8% of the



127

observations made. Thus, 29/44 of the lessons observed
were rated as satisfactory, whereas 15/44 of the lessons
observed were r: ted as unsatisfactory.

Summary. Most teachers made their students aware of
the purpose of the lesson, however, there were 31.8% of
the observations made in which teachers did not make
statement of the purpose of the lesson and thus were
given a rating of 1. An in-service course on the
statement of the purpose of the lesson would be
advantageous to this group of teachers.

Data Analysis (Sections B to F)

In Sections B to F of the observation instrument, a
record has been made of the number of observations in
which teachers did not employ instructional methods that
would have been appropriate in the situations observed.
The number and type of instructional behaviours that the
teachers failed to exhibit when they would have been
appropriate, 'has been analyzed to determine a) the need
for prescriptive remedial feedback, to specific teachers,
and b) the need for more general training for all of the
teachers in the group observed. An analysis has also
been made of teaching methods which were (a) observed and
applicable for the lesson, (b) not observed and not
applicable for the lesson, and (c) not observed and
applicable for the lesson.

The data on instructional methods used in the lessons
observed is presented in the same order as in the
corresponding sections on the observation instrument.

Section B: Presentation of New Materials

Tables 11.1 (a, b, ¢, d, & e) to 11.5 indicate the
frequencies with which the different methods of teaching
were used in the presentation of new materials.

Number 1: Delivery of new information and/or skills

Table 11.1(a to e) show lessons observed in which
the teachers either demonstrated or did not demonstrate
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specific instructional delivery methods, related to
delivery of new information and/cr skills, when they
would have been either appropriate or not appropriate.

(Method a) Demonstration in front of the group. See
Table 11.1(a), column (a). For example, teacher 9, when
instructing students how to brush their teeth, did not
demonstrate for the students how to brush teeth. A
demonstration would have been appropriate in the
situation. Thus, for teacher 9 column(a) 3 "No/A"
indicates a 1 to show that in one lesson no demonstration
was observed (NO) when it would have been appropriate
(A). Teachers 1, 8, and 9 also have 1’s in the (NO/A)
column. Thus, in the delivery of new information or
skills, there were 3/44 of the lessons cbserved, 6.8% of
the observations made in which teachers did not
demonstrate the new skills to be learned. 1In all other
lessons cbserved, 41/44 lessons, 93.2% of the
observations made, teachers demonstrated the skills to be
learned in front of the class whenever it was appropriate
to provide demonstration. Twelve teachers demonstrated
skills in all their lessons while three teachers did not
demonstrate skills in 1/3 of their lessons. Thus,
teachers in programs for students with mental retardation
in Tanzania seem to be well versed in the use of
demonstration in the presentation of new skills and
information.

(Method b) Lecture. See “able 11.1 (a), column (b).
None of the teachers used the lecture method of
instruction in any of their lessons. Use of lecture
method of instruction would not have been appropriate for
the students with mental retardation in the classrooms
Oobserved.

(Method c) Use of hand-outs such as teaching aids or
diagrams. See Table 11.1 (a), column (c). Teacher 8 did
not use teaching aids when they would have been




Table 11.1(a)
Presentation of New Materials (Section B)
Number 1: Delivery of New Information or Skills

129

Method (a) I (b) | (c)
Demons-~- | Lecture | Prepared
tration H | hand-outs

1 §
[} [}
Category 1%* 2% 3% i1 2 3 )1 2 3
O/A NO/NA NO/A |{O/A NO/NA NO/A! O/A NO/NA NO/A
1 ]
i }
Teacher H '
1 2 1 ; 3 ! 3
] 1
t 1
2 3 ! 3 : 3
} 1
} [}
3 3 ! 3 ! 3
[} 1
1 1
4 3 ! 3 ! 3
! 1
[} |
5 2 1 | 3 b 2
[} |
] |
6 2 1 ! 3 ! 3
] I
! [}
7 3 ; 3 L1 2
| |
1 ]
8 2 1 1 | 3 Io2 1
1 1
{ 1
9 2 1 ! 3 ! 3
I 1
] i
10 1 2 ! 3 toa 2
] 3
1 ]
11 3 ! 3 b 2
1 |
i }
12 2 : 2 | 1 1
i ]
§ i
13 3 ! 3 2 1
] 1
] 1
14 2 1 | 3 b 2
1 {
[} 1
15 3 ! 3 to2 1
I i
I |

Total 34 8 3 HE o) 44 0 11 31 2

Percent 77.3 18.2 6.8 | 0 100 O 125 70.5 4.5

* Categories:

1 Observed and Applicable,

2 Not Observed and Not Applicable, and

3 Not Observed but Applicable.

%*

All teachers were observed in three lessons except
teacher 12 who was observed in two lessons.
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appropriate in 1/3 of the lessons observed, while teacher
12 did not use aids in 1/2 of the lessons observed. For
example, teacher 12 in a religious and moral education
lesson, could have used pictures of Mary and Jesus which
were avallable. Pictures of the universe and animals
would also have been appropriate when the teacher
discussed them as God’s creation. Teachers 8, 13, and 15
distributed prepared hand-outs in 2/3 of their lessons
while teachers 5, 7, 10, 11, and 14 distributed prepared
hand-outs in only 1/3 of the lessons observed in which
they were appropriate. Thus, teachers did not use hand-
outs when they would have been appropriate in 2/44
lessons observed, 4.5% of the observations made, while
and-outs were used in 11/44 of the lessons observed in
which they were appropriate, 25% of the observations
made. In 31/44 lessons observed, 70.5% of the
cbservations made, hand-outs would not have been
applicable. For example, in a communication lesson in
which the purpose was to have students recall and discuss
their weekend, hand-outs would not have been applicable.
There were only 2/44 lessons observed in which the
teachers did not use hand-outs when they would have been
appropriate, thus indicating a need for prescriptive
feedback to teachers 8 and 12 rather than in-service
training for the entire group.

(Method d) Media. See Table 11.1 (b), column (d4).
Media in this method refers to all instructional tools
except hand-outs. Thus, it includes real objects and
instructional aids, such as film projectors, video
machines and audio-tapes, and slides projectors. For
example, teacher 12 in the moral and religious lesson
discussed above could have used taped songs, readily
available in Kiswahili, to describe creation. Three
teachers, 8, 12, and 12, did not use media in 1/3, 6.8%
of the lessons observed when the use of media would have
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been appropriate. Teachers S and 12 used media when
appropriate in 1/3 of their lessons. Thus, use of media
was observed in 2/44 of the lessons, 4.5% of the
observations made. In all other lessons observed 39/44,
88.6% teachers did not use media and media was not
applicable in these lessons. The use of media, such as,
cassette recorders and video players would not have been
appropriate as many of the programs observed did not have
access to such items. In-service training in the use of
media may be helpful to encourage teachers to plan for
use of media in their lessons where they have access to
it.

(Method e) Questioning students to check
understanding. See Table 11.1(b), column (e). For
example, teacher 1 in a health education lesson, where
the purpose was to teach students how to clean nails, did
not ask the necessary questions to check students’

understanding of how to clean nails. Teacher 1 did not
use questioning to check students’ understanding in 1/3
of the lessons observed when questions would have been
appropriate, 2.3% of the observations made. Teachers 1,
5, and 15 did not use gquestioning to check
understanding in 1/3 of their lessons when questions were
not applicable, 6.8% of the observations made. Use of
questioning to check students’ understanding was observed
in 40/44 of the lessons observed, 90.9% of the
observations made. The observed teachers used questions
to check understanding when nacessary in all but one
lesson. Therefore, there is no need for group in-service
training in the use of questions to check understanding.
Teacher 1 should be provided with prescriptive feedback
on the use of guestions to check students’ understanding.
(Method f) Inviting and responding to students’
guestions. See Table 11.1(b), column (f). For example,
in a lesson on body cleanliness one of the teachers
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Table 11.1(b) _
Presentation cf New Materials (Section B)
Number 1: (Delivery of New Information or Skills)

Method (a) (e) ()
Media | Questioning invite and res-
'to check lpond to students’

| understanding |questions

Category 1%* 2% 3%
O/A NO/NA NO/A

2 3

1 2 3
O/A NO/NA NO/A

1
O/A NO/NA NO/A

| |
$ |
| I
| |
§ I
] !
: :
Teacher | 1
1 3 b1 1 s 3
I I
I ]
2 3 I3 L2 1
I 1
] I
3 3 I3 ! 3
| |
| I
4 3 t3 : 3
1 t
| |
5 1 2 2 1 ! 3
! t
1 |
6 3 I3 b1 2
! |
1 i
7 3 I3 b 2
[} [}
] §
8 2 1 I3 ! 3
1 1
] |
9 3 '3 ! 3
i 1
t |
10 3 I3 ! 2 1
1 |
[} |
11 3 b3 b1 1 1
i i
} i
12 1 1 ) ! 2
i 1
i |
13 2 1 I3 : 2 1
| |
1 i
14 3 I3 ! 3
I 1
1 |
15 3 P2 1 : 3
1 |
| |
Total 2 39 3 140 3 1 | 5 36 3
Percent 4.5 88.6 6.8 !90.9 6.8 2.3!11.4 81.8 6.8
* Categories
1 Observed and Applicable
2 Not Observed and Not Applicable

3 Not Observed but Applicable
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seemed to suppress students’ questions instead of
inviting and responding to them. There were three
instances (6.8%) where teachers did not invite or respond
to students’ questions as necessary. Teachers 10, 11,
and 13, in 1/3 of their lessons, did not invite or
respond to students’ questions when questions would have
been appropriate. Teacher 2 invited and responded to
students’ questions in 2/3 of the lessons while teachers
6, 7, and 11 invited and responded to student questions
in 1/3 of their lessons. Thus, teachers invited and
responded to students’ questions in 5/44 of the lessons
observed, 11.4% of the observations made. Teachers did
not invite or respond to students’ questions in 36/44 of
the lessons, 68.2% of the observations made in which
questions were not applicable. Students are generally
not encouraged to ask guestions in most regular
classrooms in Tanzania because of the cultural background
and for administration purposes i.e. regular
classrooms, at times, have as many as 120 students taught
by one teacher. Most of the teachers in programs for
special education carry this practice from regular to
special classrooms because the teachers generally start
their teaching career in overcrowded regqular classrooms.
(Method g) FEocused discussion. See Table 11.1 (c),

column (g). This method involves the use of prepared
sequenced questions as a means of delivery of new
information or skills. For example, teacher 4 used
questions in a health education lesson to lead students
in a discussion of the importance of keeping eating
utensils clean and methods of cleaning such utensils.

The teacher also gave the students hands-on practice in
cleaning cups and plates used at the program. Focused
questioas were used in the delivery of new information in
35/44 of the lessons, 79.5% of the observations made. In
9/44 of the lessons observed, 20.5% of the observations
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made, use of focused guestioning as means of delivery of
new skills and information would not have been
applicable. All teachers exhibited proper use of focused
questions, leaving no need for prescriptive feedback or
in-service training in this teaching method.

(Method h) Students take turns in reading or

reciting. See Table 11.1 (c), column (h). For example,
teacher 15, in a reading lesson, had students take turns
reciting vowels. Teacher 14 used turns in 2/3 lessons
observed, whereas teachers 7, 8, and 13 used turns in 1/3
of their lessons in which taking turns was appropriate.
Hence, turn-taking was used in 5/44 of the lessons
observed in which taking turns was appropriate, 11.4% of
the observations made. Taking turns was not applicable
in 39/44 of the lessons observed, 88.6% of the
observations made. Use of turns in teaching should be
included in an in-service course as it would be
beneficial to the majority of the teachers observed.
(Method i) Drill. See Table 11.1(c), column (i) In
this method teachers use of flash cards, maths Tables,
chorus gquestions, etc. as a means of drill was observed.
For example, teacher 15 in a lesson on vowels required
chorus answers from her/his students. Teacher 9 used
drill in 3/3 of the lessons observed, teachers 2, 8, and
15 used drill in 2/3 of their lessons while teachers 1,
3, 4, 5, 7, 10, and 11, used drill in 1/3 of their
lessons in which drill was appropriate. Teacher 12 used
drill in 1/2 of the lessons observed in which drill was
appropriate. 1In total, drill was used appropriately in
17/44 of the lessons observed, 38.6% of the observations
made. Teachers did not use drill in 27/44 of the lessons
observed, 61.4% of the observations in which drill was
not applicable. As a group, the teachers displayed use

of drill whenever it was applicable. Thus, no
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Delivery of New Information or Skills

Method

(9)
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(h) (1)
Focused Take Drill
discussion turns
Category 1* 2% 3% 2 3 1 2 3

O/A NO/NA NO/A

1
O/A NO/NA NO/A

O/A NO/NA NO/A

] ]
1 ]
| ]
] 1
t 1
] ]
1 ]
1 ]
] ]
{ ]
[} ]
[} 1
| |
Teacher H '
1 2 1 ! 3 Vol 2
i §
1 1
2 2 1 ' 3 V2 1
H §
] ]
3 2 1 ' 3 1 2
§ ]
] ]
4 3 ' 3 ) 2
1 ]
§ ]
5 2 ! 3 . 2
t ]
t )
6 Z - ' 3 ' 3
: |
7 3 - 2 P1 2
4 ]
] t
8 3 1 2 V2 1
[} 1
§ 1
9 3 ! 3 13
I ]
1 ]
10 3 ! 3 1 2
] !
i ]
11 1 2 ! 3 11 2
1 1
{ ]
i2 2 ! 2 Pl 1
t ]
§ i
13 1 2 . | 2 ! 3
t i
[ !
14 3 2 1 ' 3
1 H
[} H
15 2 1 ! 3 2 1
] ]
1 1
Total 35 9 0 S 39 0 117 27 o}
Percent 79.5% 20.5 0O 111.4 88.6 © 138.6 61.4 O

* Categories
Observed and Applicable

1

2
3

Kot Observed and Not Applicable
Not Observed but Applicable
All teachers were observed in three lessons except

teacher 12 who was observed in two lessons.
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prescriptive feedback or in-service training in the use
of drill is necessary.

(Method j) Practical exercise or experiment. See
Table 11.1 (d), column (j). On this method the use of
practical exercises and/or experiments was observed. For
example, te¢ :cher 9 had students cook porridge in a
cookery lesson. None of these teachers failed to use
experiments or practical exercises when they were
applicable. Teacher 11 used practical exercises in 3/3
of her/his lessons, teachers 3, 4, 5, 6, 7, 9, and 13
used practical exercises in 2/3 of their lessons while
teachers 1, 2, 8, and 12 used practical exercises in 1/3
of their lessons. Teachers 10, 14, and 15 did not use
practical exercises in any of their lessons. Thus,
practical exercises and/or experiments were used in 21/44
of the lessons observed, 47.7% of the observations made.
Use of practical exercise or experiment would not have
been appropriate in 23/44 of the lessons observed, 52.3%
of the observations made. Most of the lessons observed
in which practical exercises would not have been
applicable were communication and socialization lessons
which involved use of verbal skillvu. Thus, practical
exercises or experiments would not have been applicable
in these lessons.

(Method k) Seat-work and homework assignment. See
Table 11.1 (d), column (k). None of the teachers gave
any homework assignments to the students although
teachers 6 and 10, in 1/3 of their lessons, discussed
some of the things students should do while at home to
assist their parents. Seat-work was used in 14/44 of the
lessons observed. Teacher 11 used seat-work in 3/3 of
the lessons observed, teachers 3 and 14 used seat-worXk in
2/3 of their lessons while teachers 1, 2, 4, 7, 8, 10,
and 12, used seat-work in 1/3 of their lessons.
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Item

(3) 1 (K) (1)

Practical | Seat Game/

Exercise | work contest
Category 1* 2% 3% 1 2 3 1 2 3

O/A NO/NA NO/A |O/A NO/NA NO/A

O/A NO/NA NO/A

]
1}
]
)
)
]
1 1
i 1
! [}
i 1
] |
! i
| |
Teacher | H
1 1 2 1 2 : 3
[} i
i 1
2 1 2 bl 2 ! 2 1
t i
i 1
3 2 1 L2 1 Pl 2
1 i
1 !
4 2 1 (o 2 1 2
[} §
1 [}
5 2 1 : 3 b2 1
1} [}
' .
6 2 1 ; 3 ! 3
t [}
[} t
7 2 1 b 2 ! 3
| ]
t !
8 1 2 b1 2 : 2 1
] 1
| ]
9 2 1 ! 3 ! 2 1
! '
1} [
10 3 bl 2 3
1 :
i V
11 3 I i 3
' '
] .
12 1 1 I § 1 ! 2
| i
] 1
13 2 1 ' 3 : 3
1 }
i 1
14 3 P2 1 ; 3
1 '
1 ]
15 3 ! 3 b2 1
3 1
| [}
Total 21 23 o 114 30 0 | 6 35 3
Percent 47.7 52.3 O i31.8 68.2 o 113.6 79.6 6.8

* Categories

1
2
3

Observed and Applicable

Not Observed and Not Applicable

Not Observed but Applicable

All teachers were observed in three lessons except

teacher 12 who was observed in two lessons.
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Thus, seat-work was used in 14/44 of the lessons
observed, 31.8% of the observations made. Seat-work was
not used because it was not applicable in 30/44 of the
lessons observed, 68.2% observations. As in practical
exercise (method j), use of seat-work was not applicable
in communication and socialization lessons. In addition,
there was less use of seat-work in classes with lower
functioning students than in those with higher
functioning students.

(Method 1) Game or contest. See Table 11.1 (4),
column (1). Teachers 2, 8, and 9, did not engage their

students in games or contests in 1/3 cf their lessons
when they would have been applicable. For example, if
teacher 9 had used contest or game in an activity which
involved naming utensils, students might have shown more
interest in the lesson. Teachers 5 and 15 used
games/contest in 2/3 of the applicable lessons while
teachers 3 and 4 used contest in 1/3 of their lessons.
Therefore, games and contests were used when applicable
in 6/44 of the le.:_ons observed, 13.6% of the
observations made. Games/contests were not used when
applicable in 3/44 of the lessons observed, 6.8% of the
observations made. In all the other lessons observed,
games /contests would not have been applicable. Use of
contest/games in teaching may be included in an in-
service course offered to teachers observed to encourage
them to plan lessons in which the use of contest/game is
applicable.

(m) Other observations and comments. See Table

11.1 (e), column (m). This category includes any other
specific methods of instruction observed and additional
comments on delivery of new information and/or skills.
For example, teacher 4 taught a song about the letter
"O" while teaching the vowel sound. Teacher 4 had other
comments made on the use of instructional methods in 2/3
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of the lessons while teachers 5 and 6 had other comments
made in 1/3 of their lesson. Other comments were made in
4/44 of the lessons observed, 9.1% of the observations
made. Other comments included “he observation that songs
were used as a means of teaching concepts in two of the
lessons observed. The use of songs in all phases of
instruction was very common in most of the lessons
observed. Addition of items evaluating the use of music
in instruction is recommended.

(n) Rating of the use of demonstration. See Table
11.1 (e), column (n), 1,2,3,& 4. Teachers were rated on
their use of demonstration in each of the 44 lessons

observed when demonstration would have been applicable.
Teachers 1, 8, 9, and 14 never used demonstration (rating
of 1) in 1/3 of their lesson when it was required while
teacher 13 rarely demonstrated skills (rating of 2) in
1/3 lessons observed. Teachers demonstrated skills some
of the time (rating of 3) in 12/44 of the lessons
observed, 27% of the observations made. The rating of 3
was used when a teacher demonstrated in an adequate
manner but left out some aspects which might have
improved the demonstration of the skills. Teachers always
demonstrated the skills when required in 23/44 of the
lessons observed, 52.3% of the observations made. These
ratings were made for each of the lessons observed and
the ratings of 3 and 4 were analyzed as an indication
that the teachers knew when to use demonstration in their
lessons (hereafter referred to as satisfactory).
Therefore, adequate demonstration was observed in 35/44
of the lessons, 79.6% of the observations made.
Demonstration of skills was not applicable in 4/44 of the
lessons observed, 9.1% of the observations made.
Therefore, the teaching method was rated as
unsatisfactory in 5/44 of the lessons observed, 11.4% of
the observations made. There seems to be a need for
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Table 11.1(e) ]
Presentation of New Materials (Section B)

Number 1: Delivery of New Information or Skills
(n)

Item (m)

1
]
Other observations| Rating
]
i
Rating ' 2 3 4 5
iNever Rarely Some Always NA
' times
[}
1
Teacher H
1 1 1 1
1
1
2 ! 1 2
i
1]
3 H 3
1
1
4 2 ' 3
1
)
5 1 ! 1 1 1
}
1
6 1 : 2 1
i
1
7 ! 1 2
[}
}
8 1 2
]
1
9 b1 1 1
i
!
10 ! 3
t
1
11 : 1 2
!
1
12 H 2
i
1
13 | 1 2
]
]
14 Il 1 1
i
1
15 ! 3
t
]
Total 4 14 1 12 23 4
Percent 9.1 19.1 .2.3 27.3 52. 39.1
*Rating
1 Never uses method when required
2 Rarely uses method when required
3 Sometimes uses method when required
4 Always uses method when required
5 Not Applicable
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prescriptive feedback to teachers 1, 8, 9, 13 and 14 but
not for group in-service training as there were only 5/44
of the lessons observed (one lesson for five teachers) in
whiclhi the teachers did not demonstrate skills adequately.
Summary. In delivery of new information and or
skills teachers tended to use, when applicable, (a)
demonstration (method a) used in 34/44 of the lessons
observed, 77.3% of the observations made; (b) prepared
hand-outs (method c) observed in 11/44 of the lessons
cbserved, 25% of the observations made; (c) gquestioning
to check understanding (method e) in 40/44 of the lessons
observed, 90.9% of the observations made; (d) discussion
(method g) was »bserved in 35/44 of the lessons observed
in which it was applicable, 79.5% of the observations
made; (e) drill (method i) was observed in 17/44 of the
lessons observ=z4, 38.6% of the lessons Oobserved; (f)
practical exercise and experiments (method j) were
observed in 21/44 of the lessons observed, 47.7% of the
observations made; and (g) seat-work (method k) was
observed in 14/44 of the lessons observed, 31.8% of the
observations made. All other instructional behaviours in
this section were observed in less than 6/44 of the
lessons observed. Teachers did not use the following
methods to deliver information and skills when they would
have be applicable: (a) demonstration (method a) in 3/44
of the lessons observed, 6.8% of the observations made;
(b) prepared hand-outs (method c) in 2/44 lessons
observed, 4.5% of the observations made; (c) media
(method d) in 3/44 of the lessons observed, 6.8% of the
observations made; (d) questioning to check students
understanding (method e) in 1/44 of the lessons observed;
(e) inviting and responding to students’ questions
(method f) in 3/44 of the lessons observed, 6.8% of the
observations made; and (f) game/contest (method 1)
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in 3/44 of the lessons observed, 6.8% of the c¢' servations
made.
Number 2: Clarity of presentation of material

Table 11.2(a to d), indicates the number of lessons
observed in which specific teachers exhibited or failed
to exhibit instructional methods related to "clarity of
presentation of material" when it was/was not appropriate
to use these methods.

(Method a) Teacher repeats and/or reteaches skills
or knowledge. See Table 11.2 (a), column (a), 1, 2, & 3.
For example, teacher 11 in a lesson on drawing and
colouring repeated the instructions when some students
did not perform the skills correctly after the first set
of instructions and demonstration. Teacher 11 retaught
skills during 2/3 of the lessons observed. On the other
hand, teacher 13 did reteach when applicable during 1/3
lessons observed but did not reteach students how to
button a shirt although they indicated they had not
mastered the skill. Teacher 13 did not repeat or reteach
information in 2/3 lessons observed when students made
consistent errors in responding to teacher questions.
Teachers repeated or retaught skills or information in
30/44 of the lessons observed, 68.2% of the observations
made. Repeating and reteaching skills and/or knowledge
was not applicable in 12/44 of the lessons observed,
27.3% of the observations made. Thus, the use of this
teaching method was insufficient in only 2/44 of the
lessons observed. Teacher 13 requires prescriptive
feedback on the use of repeating and reteaching
information or skills as he/she displayed inadequate use
of this method in 2/3 of the lessons observed.

(Method b) Lesson has built-in review. See Table
11.2 (a), column (b), 1, 2, & 3. Teacher 13 did not use a
L:tlt-in review when applicable in 1/3 of the lessons
observed. Teacher 13 used built-in review in 1/3 of the
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Table 11.2(a)
Section B: Presentation of New Materials
Number 2: Clarity of Presentation of Material

Method (a) 1 (b) (c)
Reteaches iBuilt-in Explains
skills or lreview concepts
knowledge

Category 1%* 2% 3% 2 3 1 2 3

1
O/A NO/NA NO/A O/A NO/NA NO/A

O/A NO/NA NO/A

Percent 68.2 27.3 4.6
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: 1
1
]

1
70.5 27.3 2.3122.7 77.3 O

* Category
1 Observed and Applicable
2 Not Observed and Not Applicable
3 Not Cbserved but Applicable
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lessons observed in which built-in review was appropriate
and did not use built-in review in 1/3 of the lessons in
which built in review would not have been appropriate.
Teacher 11 used a built-in review in one lesson when it
was applicable and did not use built-in review when it
was not applicable. Teachers had built-in review in
31/44 of the lessons observed, 70.5% of the observations
made. Built-in review was not applicable in 12/44 of the
lessons, 27.3% of the observations made. Built—-in review
was not observed when it would have been suitable in only
1/44 lessons, 2.3% of the observations made. In-service
training in the use of built-in review is not necessary
as this skill was used appropriately in 97.8% of the
observations made.

(Method c¢) Teacher explains unfamiliar words and
concepts. See Table 11.2 (a), column (b), 1, 2, & 3.
Teachers, 3, 4, 7, 9, 11, 13, and 14 explained unfamiliar
concepts in 1/3 of their lessons in which it was
applicable. Teacher 2 used this methed in 1/2 of the
lessons observed and teacher 6 in 2/3 of the lessons
observed in which it was applicable. In total, teachers
explained unfamiliar words and concepts in 10/44 of the
lessons observed, 22.7% of the observations made.
Explanation of unfamiliar words and concept was not
applicable in 34/44 of the lesson, 77.3% of the
observations made as there were no unfamiliar words or
concepts in these lessons observed. Thus, this method of
teaching was used appropriately in all lessons observed.

(Method d) Teacher monitors students’ understanding.
See Table 11.2 (b), column (d), 1, 2, & 3. In this
method teachers monitored students’ understanding through
questioning and other activities and adjusted the lesson
to provide more clarity. For example, teacher 1, in the
health education lesson on how to clean nails, did not
ask the appropriate guestions to monitor student
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understanding and enable her/his to modify her/his
teaching methods. There were only 1/44 lessons observed
in which monitoring of understanding was not observed and
it was not applicable. Teachers monitored students
understanding when it was applicable in 42/44 of the
lessons observed, 95.5% of the observations made.

(Method e) Vocabulary at students’ level of

understanding. See Table 11.2 (b), column (e), 1, 2, &
3. Teachers used vocabulary at students’ level of

understanding in all the 44/44 lessons Oobserved, 100% of
the observations made.

(Method f) Teacher avoids the use of distracters.
See Table 11.2 (b), column (f), 1, 2, & 3. 1In this
method, the teachers were observed as to whether they

used distracters such as "ee," "mm," and "sawa." These
are kiswahili expressions which are commonly used in
conversation which can distract students and do not
enhance students’ understanding. For example, teacher 2.
in 1/3 of the lessons observed, used "sawa" in a
distracting manner several times. Teachers 2, 4, 13, and
14 did not avoid distracters when it would have been
appropriate in 1/3 of their lessons. Thus distracters
were used in 4/44 of the lessons observed, 9.1%

observation. As a group, teachers avoided the use of
distracters as appropriate in 40/44 of the lessons
observed, 90.9% of the observations made. In-service

training in this area is not required but the four
teachers who used distracters should be provided
prescriptive feedback.

(Method g) Teachers’ rate of speech is appropriate.
See Table 11.2 (c), column (g), 1, 2, & 3. The observed
teachers used a rate of speech which the students had no
problem keeping up with in 44/44 of the lessons observed.
Thus, in 100% of the observations made, students were

able to keep up with teachers’ instructions.
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Table 11.2(b)
Section B: Presentation of New Materials
Number 2: (larity of Presentation of Material

Method (q) i (e) (£)
Monitors |Appropriate Avoids
understanding |Vocabulary distracters
ilevel
Category 1* 2% 3* 1 2 3 1 2 3

O/A NO/NA NO/A |O/A NO/NA NO/A!O/A NO/NA NO/A
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* Category
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2 Not Observed and Not Applicable

3 Not Observed but Applicable
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Section B:
Number 2:

Presentation of New Materials

Clarity of Presentation of Material
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Method (9) i (h) 1 (1)
Apprcpriate | Good ! Checks
rate of | enunciation ‘understanding
speech | !

| 1
] |
Category 1% 2% 3% o 2 3 11 2 3
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(Method h) Teacher used good enunciation. See Table
11.2 (¢), column (h), 1, 2, & 3. Teachers used good

enunciation in all of the 44 lessons observed. Thus, all
of the teachers seemed to be conversant with appropriate
pronunciation in Kiswahili which was the language of
instruction used in all lessons observed.

(Method 1) Teacher checks students’ understanding
before moving to the next part of the lesson. See Table
11.2 (c¢), column, (i) 1, 2, & 3. Teacher 13 did not
check understanding in 1/3 of the lessons observed, in

which it would have been applicable. In this lesson,
teacher 13 did not check students’ ability to align
buttons with correct buttonholes before attempts to
button the shirt were made. 1In 6/44 lessons checking for
understanding before moving to the next activity was not
necessary. For example, teacher 15, in a physical
education lesson where the purpuse was to have students
perform physical activity, did not have to check students
understanding on the activities already performed as they
had no bearing on performance of the activities which
came next. Teachers checked for students understanding
when it was applicable in 37/44 of the lessons observed,
84.1% of the observations made. Thus, students’
understanding was not checked when applicable in only
1/44 of the lessons observed, 2.3% of the observations
made. There is no need for either in-service training or
prescriptive feedback as teachers seem conversant with
the use of this method of instruction.

(Method j) Teacher draws attention to difficult
points. See Table 11.2 (d), column (j), 1, 2, & 3. In

this method observations were made as to whether teachers
drew students’ attention to difficult points in the
lesson. Teacher 13 failed to draw students’ attention to
difficult points when it would have besen appropriate in

2/3 of the lessons observed . For example, in a lesson
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where the purpose was to teach the students how to button
a shirt, the teacher did not point-out the difficult part
of matching the button with the corresponding buttonhole.
Teachers drew attention to difficult points when it would
have been appropriate in 21/44 of the lessons observed,
47.7% of the observations made. Teachers did not draw
attention to important points in 21/44 lessons observed
in which drawing attention was not appropriate.
Therefore, teachers did not draw attention to difficult
points when it was necessary in 2/44 of the lessons
observed, 4.5% of the observations made. Teacher 13
should be provided with prescriptive feedback on drawing
students’ attention to difficult points.

(Method k) Teacher presents skills or information in
small steps. See Table 11.2 (d), column (k), 1, 2, & 3.
Teacher 13 did not present skill in small steps in 1/3 of

the lessons observed. In the lesson discussed above
(methods i & j), this teacher did not present the skill
of buttoning a shirt in small steps. The observed

teachers used small steps in the presentation of
materials in 34/44 of the lessons observed, 77.32% of the
observations made. Teachers did not use small steps in
presentation of skills in 9/44 of the lessons observed in
which use of small steps was not applicable. Teacher 13
should receive prescriptive feedback in presentation of
skills in small steps.

(1) Other observations and comments. There were no

other observations or comments made on the clarity of
presentation of the materials.

(m) Rating of teachers clarity in the presentation
of the materials. See Table 11.2 (e), column (m), 1, 2,

3, & 4. No teacher had a rating of 1 in any of the
lessons observed while only one teacher in 1/3 lessons

observed had a rating of 2. Thus, unsatisfactory ratings
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Table 11.2(d)
Section B: Presentation of New Materials
Number Z: Clarity of Presentation of Material

method (3) (k)
Attention to Presents skill
difficult in small steps
points
Category 1* 2% 3% 1 2 3
O/A NO/NA NO/A O/A NO/NA NO/A
Teacher
1l 1 2 3
2 1 2 2 1
3 2 1 3
4 1 2 3
5 2 1 2 1
6 2 1 3
7 3 3
8 1 2 3
S, 2 2 3
10 1 2 1 2
11 3 2 1
12 2 1 1
13 1 2 2 1
14 3 3
15 3 3
Total 21 21 2 34 9 1
Percent 47.7 47.7 4.5 77.3 20.5 2.27
Category
1 Observed and Applicable
2 Not Observed and Not Applicable

3 Not Observed but Applicable
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Section B: Presentation of New Materials
Number 2: Clarity of Presentation of Material
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Method (m)
Rating
Category 1 2 3 4
Never Rarely Sometimes Always
Teacher
1 1 2
2 2 1
3 3
4 2 1
5 3
6 1 2
7 3
8 3
S 3
10 1 2
11 3
12 2
13 1 1 1
14 3
15 3
Total o) 1 10 33
Percent o 2.3 22.7 75
Rating

1 Never uses method when required

2 Rarely uses method when required

3 Sometimes uses method when required
4 Always uses method when required

5 Not Applicable
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were received in only 1/44 of the lessons observed, 2.3%
of the observations made. A rating of three was assigned
to 10/44 of the lessons observed, 22.7% of the
observations made, while 33/44 of the lessons observed,
75% of the observations made, received a rating of 4.
There is no need to include methods of improving the
clarity of the presentation of material ir an in-service
training course. However, prescriptive feedback should
be provided for teacher 13 who had a rating of 2 in the
clarity of presentation of materials. Teacher 2, 4, and
12 should also be given prescriptive feedback in avoiding
distracters, while teacher 1 should receive prescriptive
feedback in monitoring student understanding through
questions.

Summary of use of methods which improve clarity of

presentation of skills and materials. In clarity of

presentation of the material, there were two observation
sessions (4.5%) in which the teachers, a) failed to
repeat or reteach information when students made
consistent errors in responding to teacher questions, and
b) failed to draw attention to difficult points, when it
was necessary. In one observation session (2.3%), the
teacher, a) did not use a built-in review, b) did not
check for understanding before moving to the next part of
the lesson, and c) did not present information or skills
in small steps, when appropriate.

Number 3: Maintaining Attention

Table 11.3 shows the teachers’ use of three methods
of maintaining attention. Teachers’ use of each of these
methods is discussed below.

(Method a) Teacher asks the students gquestions

whether they have their hands up or not (hereafter

referred to as ask questions). See Table 11.3, column,
(a) 1, 2, and 3. Teachers 7 and 13 failed to ask
questions of both volunteers and non-volunteers when it




153

would have been appropriate in 1/3 of the lessons
observed. Therefore, there was only 2/44 of the lessons
observed in which teachers did not use questioning to
maintain attention when applicable. Teachers 1 and 11
did not ask questions in 1/3 of the lessons observed, as
they were not applicable. Teachizrs used questioning
effectively in maintaining attention in 40/44 of the
lessons observed, 90.9% of the observations made.
Therefore, there is no need for in-service training.
However, teachers 7 and 13 should be provided with
prescriptive feedback.

(Method b) Teachers use a variety of media. See
Table 11.3, column (b), 1, 2, and 3. In this method, the
use of a variety of media in order to maintain students’
attention was observed. Teacher 7 did not use a variety

of media when media would have been appropriate in 1/3 of
the lessons observed. Teachers did not use a variety of
media to maintain attention and it was not necessary in
16/44 lessons observed, 36.4% of the observations made.
In total, teachers used a variety of media to maintain
attention when use of media was appropriate in 27/44 of
the lessons observed, 61.4% of the observations made.

(Method c)_Teacher frequently changes instructional
methods when it appears that the students’ attention on
an activity is diminishing (hereafter referred to as
changes instructional method). See Table 11.3, column
(¢), 1, 2, and 3. Teachers 7 and 9 did not change
instructional methods when it would have been appropriate
, and 13 did
not change instructional methods in 1/3 of their lessons
in which changing methods would have been appropriate.

in 2/3 of their lessons, while teachers 1, 8

Thus, change of method of instruction did not occur when
it would have been appropriate in 7/44 of the lessons
observed, 15.9% of the observations made.



Table 11.

3

Section B: Fresentation of New Materials

Number 3:

Maintaining Attention

Method (a) i (b) i ()
Distributes | Uses a i changes method
questions | variety of {of instruction
among all i media !frequently

i 4
1 —
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* Category

1 O/A Observed and Applicable

2 NO/NA Not Observed and Not Applicable

3 No/a Not Observed but Applicable

*

All the teachers were observed in three lessons except
teacher 2 who was observed in twc lessons.
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Change of instructional methods occurred in 11/44 of the
lessons observed, 25% of the observations made. It was
not necessary for the teachers to change instructional
methods in 26/44 of the lessons observed, 59.1% of the
observations made, as attention did not diminish.

(Method d) Other observations and comments. No

other observations were made in this section of the
observation instruments.

Summary of data on maintainirg attention. The

observed teachers used questions and a variety of media
in maintaining attention appropriately in all but 2.3% of
the observations made. Teacher 7 and 13 did not use
questions and did not use a variety of media in 1/3 of
the lessons observed when applicable. Instructional
methods were not changed when attention was diminishing
in 7/44 of the lessons observed, 15.9% of the
observations made. Changing of instructional methods
when attention is diminishing should be included in an
in-service course as 5715 of the teachers demonstrated
need for improvement of changing instructional methods
when students attention starts to diminish. Teacher 7
should also receive prescriptive feedback as there were
instances of inappropriate use of methods of maintaining
attention.

Number 4: Level of Bloom’s Taxonomy at Which the Material
was Presented

Table 11.4 (a and b) shows the level of Bloom’s
taxonomy (level) at which the information and skills were
Presented. The knowledge and comprehension levels were
observed separately, while higher levels of the taxonomy
were grouped together.

(Method a) Xnowledge level. See Table 11.4 (a),
column (a), 1, 2, and 3. Presenting knowledge at this
level involves the students’ remembering, memorizing,

recognizing and r. . inc¢ information of the same form as
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Table 11.4(a)

Section B: Presentation of New Material

Number 4: lLevel of Bloom’s Taxonomy Used in
Presentation of Information or Skills

Method (a) (b) (c)
Knowledge Comprehension| Application
and above
Category 1% 2% 3% 1 2 3 1 2 3

O/A NO/NA NO/A!C/A NO/NA NO/A!O/A NO/NA NO/A
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] 1
} 1
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1 0/A Observed and Applicable
2 NO/NA Not Observed and Not Applicable
3 NoO/A Not Observed but Applicable
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initially taught. All the teachers presented skills and
information at the knowledge level in all of the Jlessons

observed.
(Method b) Comprehension level. See Table 11.4 (a),
column (b), 1, 2, and 3. This level of the taxonomy

involves students in interpreting, translating and
describing information presented in class in their own
words. Teacher 4 did not present information and skills
at the comprehension level when necessary in 1/3 of the
lessons observed. BAaAll teachers except teachers 12 and 13
presented skills and information at the comprehension
level in one or more of the lessons observed. Skills and
information were presented at the comprehension level in
19/44 of the lessons observed, 43.2% of the observations
made. Presentation of information and skills at the
comprehension level would not have been applicable in
24/44 of the lesson, 54.5% of the observations made.

(Method c) Application and other higher levels of
Bloom’s taxonomy (hereafter referred to as high levels) .
See Table 11.4 (a), column (c), 1, 2, and 3. The

application level includes applying knowledge and skills
to problems that are different from but parallel to those
provided during instruction. High levels of Bloom'’s
taxonomy were usecd in presentation of skills and
information in 16/44 of the lessons observed, 36.4% of
the observations made. In all the other lessons observed,
high levels of Bloom’s taxonomy would not have been
applicable due to students’ low levels of intellectual
functioning. (Method d) Other observations and
comments. See Table 11.4 (a), column (d), 1, 2, and 3.
"Other observations" were made in 8/44 of the lessons
observ/ed, 18.2% of the observations made. The "other
observations" included the following: some of the lessons
observed involved motor activity in which high levels of

the taxonomy would not have been applicable. For
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example, in a physical education lesson taught by teacher
5, it was not possible to present the gross motor
exercises included in the lesson at high levels of
Bloom’s taxonomy.

(e) Rating of the use of the different level of
Bloom’s taxonomy in presentation of information and
skills. See Table 11.4 (b), column (e), [i, ii, & iii).
In this section the ratings for the use of knowledge ,

comprehension, and higher levels of Bloom’s taxonomy are
discussed separately.

(i) Knowledge. See Table 11.4 (b), column (e), [ (i) 1,
2, 3, & 4]. Teachers 5, €, 7, 8, 10, and 11 had a rating
of 3 in 1/3 of their lessons observed. In all the other
lessons observed, teachers got a rating 4 for their use
of the Knowledge level of Bloom’s taxonomy. There was no
rating of 1 or 2 in any of the lessons observed.
Therefore, teachers got ratings of "3" and "4" for their
presentation of material at the knowledge level of
Bloom’s taxonomy in all 44/44 of the lessons observed,
100% of the observations made.

(ii) Comprehension level. See Table 11.4 (b), column
(e), [ (ii) 1, 2, 3, & 4]. All the teachers who
presented skills at the comprehension level had a rating
of 3 in all the lessons observed. Thus, all the 19/44 of
the lessons observed in which comprehension was used were

rated as satisfactory.

(iii) Application and higher level of Bloom’s taxonomy.
See Table 11.4 (b), column (e), [ (iii) 1, 2, 3, & 4].
Teacher 7 had a rating of 2 indicating unsatisfactory

performance while the rest of the lessons observed had a
rating of 3 which is satisfactory. Thus, 15 of the 16

lessons observed in which higher levels were used in the
presentation of the material were rated as satisfactory.
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Table 11.4(b)

Section B: Presentation of New Material

Number 4: Level of Bloom’s Taxonomy Used in
Presentation of Information or Skills

Method (d) (e)
Other Rating
(1)
Knowledge
Category 1% 2% 3% 1 2 3 4

O/A NO/NA NO/A Never Rarely Sometimes Always
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3 NO/A Not Observed but Applicable
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Summary of data on teachers’ use of Bloom’s taxonomy

in the presentation of information and skills. The

knowledge level was used in all of the lessons observed,

while comprehension level was used in 43.2% of the
observations made while high levels were used in 36.4% of
the observations made. There was only one lesson (1/44
of the lessons observed) in which use of the wvarious
levels of Bloom’s Taxonomy was rated as inappropriate.
The researcher felt that restricted use of the higher
levels of Bloom’s taxonomy is suitable due to the low
levels of students’ intellectual functioning.
Number 5: Sequencing of Content of Instruction

Teachers’ sequencing of content of instruction was
observed and recorded in this segment of the observation
instrument. Table 11.5 (a & b), shows the number of
lessons observed in which these methods were observed.
The observations are discussed below.

(Method a) Materials at lower levels of Bloom’s

taxonomy were presented before materials at higher
levels. See Table 11.5 (a), column (a), 1, 2, and 3.

Materials at lower levels of Bloom’s taxonomy were
presented before materials at higher levels in 21/44 of
the lessons observed, 47.7% of the observations made.
This method was not applicable for the other 23/44 of the
lessons observed, 52.3% of the observations made as
material was presented at one level of Bloom’s taxonomy.
(Method b) Teacher moves from concrete to abstract.
See Table 11.5 (a), column (b), 1, 2, and 3. The
teachers’ sequencing of content of instruction to move

from concrete to abstract was recorded. This method

involved sequencing of instruction such as moving from

hands-on to symbols, or blocks to numerals. This
teaching method was observed in 11/44 of the lessons
observed, 25% of the observations made. Teacher 8 did

not sequence instruction from concrete to abstract when
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Table 11.5(a)
Section B: Presentation of New Materials
Number S: Sequencing the Content of Instruction

Method (a) | (b)
Low levels of | From concrete
Bloom’s Taxonomy !to abstract
presented first

(c)

0ld content
presented before
new content

|
1
|
Category 1=* 2% 3% Pl 2 3 11 2 3
O/A NO/NA NO/A !|O/A NO/NA NO/A!O/A NO/NA NO/A
| ]
| :
Teacher d H
1 1 2 : 3 P 2
| i
[ |
2 2 1 b2 1 2 1
| 1
i i
3 2 1 bog 2 b2 1
! |
| I
4 2 1 b 2 b 2
I 1
! ]
5 1 2 | 3 | 2
i 1
| |
6 2 1 b2 1 b 2
1 |
| |
7 3 Pl 2 L3
| !
1 i
8 1 2 P 1 1 2
| ]
! |
9 1 2 : 3 13
! |
] i
10 2 1 I 2 . 2
t |
i 1
11 1 2 L2 1 b3
1 {
3 1
12 2 ! 2 Y 1
| i
| 1
13 3 ! 3 o2 1
! ]
I )
14 2 1 ! 3 | 2
1 1
| I
15 1 2 | 3 | 2
] i
I |
Total 21 23 0 111 32 1 124 18 2
Percent 47.7 52.3 0 125 72.7 2.3154.5 40.9 4.6

* Category

1 o/A Observed and Applicable

2 NO/NA Not Observed and Not Applicable
3 NO/A Not Observed but Applicable
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applicable ‘n 1/3 of the lessons observed, 2.3% of the
observations made. Sequencing of instruction from
concrete to abstract was not applicable in 32/44 of the
lessons observed, 72.7% of the observations made. This
was because most of the students inveolved in the lessons
cbserved had low intellectual functioning and
consequently, could not be expected to handle abstract
ideas.

(Method c¢) Moves from content of prewvious

instruction to new content. See Table 11.5 (a), column

(c), 1, 2, and 3. Teachers move from content of previous
instruction to new content in 24/44 of the lessons
observed, 54.5% of the observations made. Teacher 8 did
not move from content of previous instruction to new
content when applicable in 2/3 of the lessons observed.
Therefore, this method was not observed when applicable
in 2/44 orf the lessons, 4.6% of t. e observations made.
In the othar 18/44 of the lessons observed, 40.9% of the
cbservations made, segquencing of content of instruction
in this manner was not applicable. The lessons observed
in which moving from content of previous instruction to
new content was not applicable were generally
communication lessons.

(Method d) Relates students’ personal experience to
new_content. See Takle 11.5 (b), column (d), 1, 2, and

3. Teachers related students’ personal experience to new
content in 29/44 of the lessons observed, G5.9% of the
observations made. This method of instruction was not
applicable in 14/44 of the lesson:: observed, 31.8% cf the
cbservations made. Teacher 8 did not relate students’
personal experience to new content wh.-n it would have
been applicable in 1/3 of the lessons observed. ‘Thus,
there was inappropriate use of this method of instruction
in 1/44 of the lessons observed, 2.3% oI the observations

made.
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(Method e) Moved from oral to written. .ble
11.5 (b), column (e), 1, 2, and 3. The group o. teachers
observed moved from oral to written work in presentation
of material in 11/44 of the lessons, 25% of the

observations made. This method of sequencing was not
applicable in 33/44 of the lessons observed, 75% of the
observations made. There were no instances of
inappropriate use of this method of instruction.

(Method f) Ends by summarising main points. See
Table 11.5 (b), column (f), 1, 2, and 3. In this method,
the use of closure was observed and recorded. Observed

teachers ended lesson by summarising the main points in
21/44 of the lessons observed, 47.7% of the observations
made. These teachers did not use summary in 17/44 of the
lessons observed, 38.6% of the observations made as it
was not applicable. Teacher 8 did not end by summarising
the main points when it would have been applicable in 2/3
of the lessons observed, while teachers T, 9, and 14 di.d
not use the method when appropriate in 1/3 of their
lessons. Thus, teachers failed to end the lesson with a
summary when it would have been suitable in 5/44 of the
lessons observed, 11.4% of the lessons.

(g) Other Observations and comments. No methods of
sequencing of content of instruction, other than those

present above in methods a to f, were used in the lessons

observed. Furthermore, this teacher did not move from
previously learned material to new content or end the
lesson by summarising important points in 2/3 of the
lessons cbserved. Teachers 7, 9, and 14 &id not end
their lessons by summarising main points when it would
have been appropriatz in 1/3 of their lessons. Thus,
teacher 8 did not exhibit four techniques of seguencing
content of .instruction when it would have been
arpropriate. Ending lesson by providing a summary of

important ncints did not occur when applicable in 5/44 of
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Table 11.5(b)
Section B: Presentation of New Materials
Number 5: Sequencing the content of instruction

Method (d) i (e) i (£)
Relate to stu- |Presents ' Summarizes
dent personal |from oral imain points
experiences Eto written E
Category 1 2 3 E 1 2 3 i 1 2 K
OC/A NO/NA NO/A EO/A NO/NA NO/AEO/A NO/NA NO/A
Teacher i é
1 3 é 1 2 i 1 2
2 3 5 1 2 i 3
3 1 2 E 1 2 E 3
4 3 E 1 2 E 3
5 2 1 § 1 2 § 1 2
6 3 é 3 g 3
7 1 2 % 2 1 i 1 1 1
8 1 1 1 i 1 2 é 1 2
9 3 ; 3 g 1 1 1
10 2 1 E 3 E 1 1
11 1 2 ; 2 1 ; 3
12 2 § 2 g 2
13 3 § 3 é 3
14 3 § 1 2 ; 2 1
15 3 g 3 g 3
Total 29 14 1 éll 33 0 §21 17 5
Percent 65.9 31.8 2.3 ;25 75 0 E47.7 38.6 11.4
Category
1 Coserved and aApplicable
2 Not Observed and Not Applicable

3 Not Observed zaut Applicable
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the lessons observed, 11.4% of the observations made.
Therefore, teacher 8 should be provided with prescriptive
feedback in the four methods in which she exhibited
inadequacy. 1In addition, an in-service on ending lessons
by providing a summary should be provided for the
teachers.

Section C: Monitoring Students’ Understanding

Section C deals with methods used in monitoring
students’ understanding. These methods come under the
following headings: 1) "teacher'’s techniques of
monitoring students understanding;" 2) "questioning
techniques used;" 3) "handling incorrect answers;" and
4) "handling students who do not respond to questions."
The data from the observation of the use of these methods
is presented below.

Number 3: Teacher’s Techniques of Monitoring Students’
Understanding

Table 12.1 (a & b) shows the number of lessons

observed in which the teachers used each of the following

four techniques of monitcring students’ understanding.

(Methed ) Teacher asks guestions to monitor

students’ understanding (hereafter referred to as asked
dquestions). See Table 12.1 (a), column (a), 1, 2, and 3.
Teachers asked questions to monitor student understanding

in all the lessons observed. Following are ratings of
the teachers’ frequency of use of guestions. Teachers 4
and 6 had a frequency rating of 3 in 1/3 of their
lessons, while teacher 14 received a frequency rating of
3 in 2/3 of the lessons observed. Therefore, a frequency
rating of three was received in 4/44 of the lessons
observed, 9.1% of the observations made and a rating of 4
in 40/44 of the lessons observed, 90.9% of the
observations made. Hence, teachers used questions to

monitor understanding appropriately in all the observed
lessons.
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Table 12.1(a)
Section C: Monitoring Student Understanding

Number 1: Technigues for Monitoring Student Understanding
Method (a) '(b) Question level
Asks questions i on Blooms Taxonomy
to monitor V(1) b (ii)
understanding |Knowledge | Comprehension
i ]
] ]
Cate- 1* 2% 3% 4 i1 2 3 ta 2 3
gory Never rarely Some Always|O/A NO/NA NO/A!O/A NO/NA NO/A
Rating times ! H
) !
] i
Teacher H '
1 3 i3 P 2
t 1
] i
2 3 b3 2 1
] i
i §
3 3 b3 I3
1 1
} {
4 1 2 i3 I3
} i
} t
5 3 I3 b1 2
1 1]
[} 1
6 1 2 b3 1 2
1 1
i 1
7 3 3 13
1 1
} i
8 3 o2 1 b2 1
] i
1 ]
9 3 b3 | 2
§ '
H )
10 3 I3 P2 1
) [}
] 1
11 3 I3 12 1
) ¢
i [}
12 2 b2 ! 2
1 ¥
i [}
13 3 b3 | 3
] [}
] i
14 2 1 i3 P 2
1 1
i i
15 3 I 2 ! 2 1
) ]
1 t
Total 0 0] 4 40 141 3 o 122 21 1
Percent 0 0 9.1 90.9 |93.2 6.8 0 {50 47.7 2.3

*Category: 1 O/A Observed and Applicable. 2 NO/NA Not
Observed and Not Aprlicable 3 NO/A Not Observed but
Applicable

*Rating: 1. Never uses method when required. 2. Rarely uses
method when required 3. Sometimes uses method when recquired.
4. Always ases method when required. 8. Not Applicable.
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(Method b) Teacher asks questions at the different

levels of Bloom’s taxonomy. See Table 12.1 (a), column
(b), i, ii, and iii. In this method teachers’ use of

questions at different levels of Bloom’s taxonomy are

discussed in three parts; i) knowledge level, ii)
comprehension level and, iii) application and higher
levels of the taxonomy.

(1) Knowledge level (Table 12.1 (a), column (b), i i, 2,
and 3] involves questions which require students to
remember, memorize, recognize and recall information.
Questions to monitor students’ understanding were asked
at the knowledge level when appropriate in all the 44
lessons observed.

(ii) Comprehension level. See Table 12.1 (a), column

(b), ii 1, 2, 3, and 4. Questions at this level involve
students in int<rpreling, translating, extrapolating and
describing in thelr own words. Teachers 1, 5, 6, 9, and

14 asked questions at this level when applicable in /3
of their lessons. Teachers 2, 8, 10, and 11 asked
gquesticirs at this level in 2/3 or their lessons while
tzachers 3, 4 and 7 used third le.el in all 3/3 of their
lessors. Only one teacher, 15, did not ask questions at
this level in 1/3 of the lessons observed when

applicable. In total, questions were asked at this level
when applicable in 22/44 of t..« lessons observed, 50% of
the observations made. Asking questions at this level

was not applicable in 20/44 of the lessons observed,
45.5% of the observa'ions made.

(iii) Application and higher leve.s [Table 12.1 (a),
column (b), iii, 1, 2, 3, & 4] of the taxonomy require

students to engage in problem solving and applying

information to produce somr results as well as analysis,
synthesis and evaluation of information. Teacher 7 asked

questions at high levels in 3/3 of the lessons observed,
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teachers 3, 4 and 14 asked gquestions in 2/3 of their
lessons. Teachers 2, 5, 6, 8, and 10 asked questions at
these levels of the taxonomy in 1/3 of their lessons in
which they were ar,licable. In total, teachers asked
questions at high levels of Bloom’s Taxonomy in 14/44 of
the lessons observed, 31.8% of the observations made.
Questions at high levels woilld not have been applicable
in 30/44 of the lessons observed, 65.97% of the
observations made. In summary, questions at this level
were asked in all the lessons observed in which they
wewld héar» been applicable. Therefore, teachers seem to

compeent in the appropriate use cof this questioning
Teohindge .

wwnod ) Questions are distributed among all

stuuents both those who volunteer and those who do not.
See Table 12.1 (b), column (c), 1, 2, and 3. For
example, teacher 14 had one student read almost all the

words on flash cards as he was the best reader in the
ciass in 1/3 of the lessons observed. Failure to
distribute questions among all students was observed in
only 1/44 of the lessons, 2.3% of the observations made.
Questions were distributed among :11 students in 43/44 of
tne lessons observed, 97.7% of the observations made.
Prescriptive feedback shc'1d be provided to teacher 24 on
the use of this method.

(d) Other observations and comments. There were no

other observations or comments about teachers use of
techniques of monitoring students’ understanding.

Summary of data on teachers’ use of techniques of
monitoring students’ understanding. Observed teachers
received a rating of 4 in 90.9% of the observations made
and a rating of 3 in 9.1% of the observations made for
their use of questions to monitor students’

understanding. Teachers asked questions at the knowledge
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Table 12.1 (b)
Section C: Monitoring Student Understanding
Number 1: Techniques for Monitoring Student Understanding

Method (b) (c)
Question level Distributes
on Bloom’s taxonomy questions
(iii) among all
Application

Category 1+* 2% 3*
G/A NGO/NA NO/A

1 5 3
O/A NO/NA NO/A

|
I
i
1
i
[}
[}
l
t
I
t
{
|
I
I
]
|
Teacher : T
1 3 ! 3
|
H
2 1 2 ! 3
t
I
3 2 1 : 3
t
t
4 2 1 ! 3
t
[}
5 1 2 ; 3
I
|
6 1 2 : 3
|
I
7 3 : 3
i
I
8 1 2 ! 3
|
|
9 3 ! 3
{
|
10 1 2 ! 3
|
1
11 3 : 3
|
I
12 2 : 2
i
1
13 3 ! 3
¥
t
14 2 1 : 2 1
{
]
15 3 ! 3
I
!
Total 14 30 0 H 45 1 o
i
1
% 31.8 68.2 0 ! 97.7 2.3 O
* Category
1 o/Aa Observed and Applicable
2 NO/NA Not Observed and Not Applicable
3 NC/Aa Not Observed but Applicable
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level in 100% of the observations made while guestions
were asked at the comprehension level in 50% of the
observations made. Questions were asked at application
and higher levels of the taxonomy in 31.8% of the
cbeervations made. Teachers distributed questions among
all students in 97.7% of the observations made. There
was only one lesson in which the techniques of monitoring
student understanding were not used appropriately. The
data in this section indicate that the observed teachers
are competent in the use of questions at different levels
of the Taxonomy. Teacher 14 should be provided with
prescriptive feedback of distributing question to
students whether they have their hand up or not.

Number 2: Questioning Technigues Used

Table 12.2 (a & b) shows data on teachers’ use of
31X questioning techniques used to monitor students’
understanding. The six questioning techniques are
discussed below.

(Method a) Teacher asks one_ _guestions at a time and

waits before asking for a response. See Table 12.2 (a),
column (a), 1, 2, and 3. All of the teachers used this
questioning technique in all the lessons observed.

(Method b) Teacher corrects students’ mistakes

consistently and immediately. See Table 12.2 (a), column

(b), 1, 2, and 3. The observed teachers corrected
mistakes consistently and immediately in all the lessons
observed.

(Method c) Teacher wraises frequently and gives

prositive feedback when students’ responses are correct.
See Table 12.2 (a), column (c), 1, 2, and 3. For
example, teacher 8 moved to the next question or activity

without providing praise or positive feedback after

students gave the correct answer in all three lessons
observed. Teacher 8 did not use frequent praise and
positive feedback in all 3/3 of the lessons observed



Table 12.2(a)
Section C: Monitoring Student Understanding
Number 2: OQuestioning Techniques Used

Method (a) i (b) 1 (€)
Asks one | Corrert: i Frequent praise
guestion | error~ tand positive
at a time E immed.ately Efeedback
Category 1x 2% 3%* i 1 2 3 E 1 3
O/A NO/NA NO/AEO/A NO/NA NO/A EO/A N7
Teacaer é i
1 3 3 3
2 3 § 3 i 3
3 3 E 3 g 3
4 3 E 3 § 3
5 3 3 3
6 3 53 g?_ 1
7 3 i 3 E 2 1
8 3 ;3 i 3
9 3 § 3 § 3
10 3 3 B
11 3 ;3 §3
12 2 § 2 E 2
13 3 ; 3 g 3
14 3 E é 3
15 3 é 3 § 3
Total 44 0 0 E 44 o) 0] ;39 5
Percent 100 0] 0 ilOO 0 0 588.6 11.4

* Category

1 0o/A Observed and Applicable

2 NO/NA Not Observed and Not Applicable
3 No/A Not Observed but Applicable

171



172

while teachers 6 and 7 did not give positive feedback in
1/3 of their lessons in which it would have been
applicable. Thus, teachers did not give feedback and
praise when applicable in 5/44 of the lessons observed,

11.4% of the observations made. Teachers used praise and
feedback in all the other 39/44 of the lessons observed,
81.8% of the observations made. Appropriate use of

praise and feedback was observed in most of the lessons
observed.

Method d) Teacher states questions clearly and

concisely. See Table 12.2 (b), column (d4), 1, 2, and 3.
All teachers asked questions clearly and concisely in all
the lessons observed.

(Method e) Teacher uses age—-appropriate language

when gquestioning. See Table 12.2 (b), column (e}, 1, 2,

and 3. All the questions asked in the lessons observed
were in age-appropriate language.

(Method f) Teacher attends to responding student.
See Table 12.2 (b), column (f), i, 2, and 3. All the
teachers attended to responding students in all the
lessons observed.

(g) Other observations and comments. There were no

other observations or comments made about the questioning
techniques of the teachers.

Summary of the data on teachers’ questioning

techniques. Teachers exhibited appropriate questioning

techniques in 100% of the observations made in five of
the six questioning techniques (methods a to f).
Teachers failed to provide frequent praise and positive
feedback in 11.4% of the observations made. Therefore,
prescriptive feedback should be provided to the three
teachers who failed to use praise and positive feedback.
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Table 12.2(%)
Section C: Monitoring Student Understanding

Number 2: Questioning Techniques Used

Method (@ () 1 (f)
Clear and | Uses age- |Attends to
concise | appropriate | responding
gquestions { language | student
¥ 1
] I
Category 1%* 2% 3% 1 2 3 1 2 3
O/A NO/NA NO/A |O/A NO/NA NO/A!O/A NO/NA NO/A
1 }
1 1
Teacher ! i
1 3 3 3
] 1
| |
2 3 o3 b3
i }
] t
3 3 b3 L3
| !
1 |
4 3 ' 3 : 3
! |
] |
5 3 3 Pz
: :
3 3 i3
| t
| !
. 3 . L3
: :
8 3 o3 b3
i ]
t i
9 3 o3 o3
] 1}
! ]
10 3 o3 o3
i |
} t
11 2 1 o3 o3
3 I
| |
12 2 o2 b2
1 !
§ i
13 3 L3 Loy
§ !
[} !
14 3 i 3 i3
! !
1 ]
15 3 b3 b2
1 |
i t
Total 43 1 0 I 44 0] 0 I 44 0 O
i t
! §
Percent 97.7 2.3 0 1100 0 0 ;100 0O o
*Category
1 o/A Observed and Applicable

2 NO/NA Not Observed and Not Applicable
3 NO/A Not Observed but Applicable
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Number 3: Handling Incorrect Answers

Table 12.3, indicates, the number of lessons
observed in which each method of handling incorrect
answers was used.

(Method a) Teacher rephrases questions. See Table
12.3, c¢olumn (a), 1, 2, and 3. Teachers 8, 14, =zad 15 did
not rephrase questions when rephrasing would have becen

appropriate in 2/3 of their lessons. Teachers rephrased
questions in 30/44 of the lessons observed, 68.2% of the
observations made. Rephrasing questions would not have
been applicable in 8/44 of the lessons observed, 18.2% of
the observations made. Therefore, teachers failed to
rephrase questions when it would have been appropriate in
6/44 of the lessons observed, 13.6% of the observations
made.

(Method b) Teacher asks similar but simpler
guestion. See Table 12.3, column (b), 1, 2, and 3.
Teachers 8, 14, and 15 failed to ask similar but simpler

questions in 2/3 of their lessons while teacher 1 failed
to do the same in 1/3 of the lessons observed. Siwrpler
questions were asked in 28/44 of the lessons observed,
63.6% of the observations made. It was not necessary to
use simpler questions in 7/44 of the lessons observed,
15.9% of the observations made. Thus, teachers did not
use simpler questions when necessary in 7/44 of the
lessons observed, 15.9% of the observations made.

(¢) Cther observations made or comments. See Table

12.3, column (c), 1, 2, and 3. Other observations and
comments on teachers’ handling of students’ incorrect
responses were observed in 13/44 of the las=zons, 29.5% cf
the observations .icde. Other obssrved methods, which
were inappropriats, wore “tservesd iy L, 44 of -he lesscns,
6.8% of the observaticns ad:.
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Number 3: Handling I~ :rrect Answers
Method (a) ' - (b) | (C)
Rephrases iAsks similar !oOther
guestions {but simpler !
| questions !
} ]
PR, [ ]
Category 1* 2% 3% 1 2 3 I 1 2 3
O/A NO/N# ..3/A |O/A NO/NA NO/A!O/A NO/NA NO/A
1 1
! |
Teacher ! !
1 2 1 b2 1 03
[} 1
1 1
2 3 L3 !
] 1
f i
3 3 b2 1 Lo
| 1
I 1
4 3 I3 ;
| !
I} i
5 3 {3 ! 1
i i
i |
6 3 I3 1
| |
| |
7 2 1 b1 1 1 2
{ i
| |
8 1 2 ] 2 ! 1
| |
9 3 I3 |
i §
] !
10 3 b3 |
f 1
1 !
11 1 2 b 2 :
I i
{ |
12 1 1 ! 2 ! 1
| |
i |
13 1 2 I2 1 b
| i
i I
14 1 2 | 2 '
| §
| ]
15 1 2 ! 1 2 | 3
t |
1 1
Total 30 8 6 28 10 6 13 0 3
H |
{ |
Percent 68.2 18.2 13.6 163.6 22.7 13.6!29.5 Y] 6.8
* Category
1 Oo/A Observed and Applicable
2 NO/NA Not Observed and Not Applicable
3 NO/A Not Observed but Applicable
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Summary of teachers’ handling of incorrect answers.
Teachers handled incorrect answers appropriately in most
of the lessons observed. However, there were a few
instances when incorrect answers were not handled
appropriately. Teachers failed to rephrase questions in
13.6% of the observations made and did not ask simpler
questions in 15.9% of the observations made. Other
inappropriate methods were observed in 6.82% of the
observations made.

Number 4: Handling Students Who Do Not Respond to
Questions -~ Teacher Used the Following Cues

Table 12.4 {(a & b) shows the frequency with which
teachers used cues to lead students to correct
perfornance. Types of cues used are discussed below.

(Method a) Gives students verbal clues to help them

come up with appropriate responses. See Takle 12.4 (a),
column (a), 1, 2, and 3. For example, teacher 14, in a
reading lesson, did not provide verbal cues to students
to elicit appropriate responses when students had
problems reading words on flash cards. Teacher 14 did
not give verbal cues when they would have been applicable
in 1/3 of the lessons observed. Thus, verbal cues were
not provided when applicable in 1/44 of the lessons
observed, 2.3% of the observations made. Verbal cues
were not applicable in 1/44 of the lessons observed, 2.3%
of the observations made. In total, teachers gave
students verbal cues to elicit appropriate responses in
42/44 of the lessons observed, 95.5% of the observations
made. Teachers’ use of this teaching method was
appropriate in all but one lesson.

{Method b) Uses gestural cues. See Table 12.4 (a),
column (b), 1, 2, and 3. For example, if a student has
been taught how to grate coconut using "mbuzi," the
traditional tool used for grating coconut, the instructor

can make appropriate movements with the hands to remind
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Table 12.4 (a)
Section C: Monitoring Student Understanding
Number 4: Handling Students Who Do Not Respond to Questions

Methecd a) 'b) Ic) )
Gives lUses gestural |Uses physical
verbal clues | cues cues

Category 1* 2% 3%* 2 3 1 2 3

1
O/A NO/NA NO/A 'O/A NO/NA NO/A!O/A NO/NA NO/A

i
1
i i
1 ]
t {
! 1
] ]
i ]
] {
] 1
Teacher ' !

1 3 I 2 b 2
1 1
] 1

2 3 b2 1 2 1
1 ]
] 1

3 2 1 I2 1 b 2
§ |
] H

4 3 13 Loy 2
t ]
] ]

5 3 P2 1 Py 2
i ]
1 i

6 3 12 1 ! 3
] |
1 t

7 3 lo2 1 ) 1
1 1
i ]

8 3 ) 2 1 ! 3
] ]
1 ]

9 3 b2 1 Y 2
§ I
1 }

10 3 i1 2 L2 1
¥ |
i i

11 3 b2 1 b3

t {
[} ]

12 2 b2 Y 1
1} {
i ]

13 3 I3 | 3
¢ {
) {

14 2 1 ) 1) 3
1 }
§ [}

15 3 b3 1 2
] 1
1 i

Total 42 1 1 129 13 2 116 28 0

| {
] §
1 i

Percent 95.5 2.3 2.3 65.9 29.5 4.6/36.4 63.6 O

*Category

1 O/A Observed and Applicable

2 NO/NA Not Observed and Not Applicable
3 NO/A Not Observed but Applicabile
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the students how to use the tool. An example observed is
that of teacher 9 who in a health education lesson
gestured to remind students how to brush their teeth.
Teachers 8 and 14 did not use gestural cues when they
would have been applicable in 1/3 of their lessons.
Teachers used gestural cues in 29/44 of the lessons
observed, 65.9% of the observations made; while gestural
cues were not applicable in 13/44 of the lessons
observed, 29.5% of the observations made. Thus, this
teaching method was used inappropriately in only 2/44 of
the lessons observed, 4.6% of the observations made.

(Method c¢) Uses physical cues. See Table 12.4 (a),
column (c), 1, 2, and 3. In the example of grating
coconut given above, the instructor could have placed his
hands on the students’ hands to prompt the students’
response. An example observed is that of teacher 2 in an
art lesson where the teacher held the students’ hands
while they cut shapes on pieces of paper. Teachers 1, 3,
4, 5, 9, and 15, used physical cues in 1/3 of their
lessons while teacher 12 used this method in 1/2 of the
lessons observed. Teachers 2, 7, and 10, used physical
cues in 2/3 of their lessons while teacher 11 used
physical cues in all 3/3 of the lessons observed. 1In
total, teachers used physical cues in 16/44 of the
lessons, 36.4% of the observations made. Physical cues
were not applicable in 28/44 of the lessons observed,
63.6% of the observations made.

(Method d) Provides answer and moves to another
guestion. See Table 12.4 (b), column (4), 1, 2, and 3.
For example, teacher 12 did not provide the answer and
move on in a religious and moral education lesson. This
behaviour caused lack of continuity as well as
diminishing of attention as the teacher continued to
probe the students for the correct answers for a long
time. Teacher 12 did not answer a
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Table 12.4(b) )
Section C: Monitoring Student Understanding
Number 4: Handling Students Who Do Not Respond to Questions

Method a) 1 (e) i (£)
Provides iAsks another |Other
answer and | student to lobservations
moves on | answer land comments
| |
i 1
Category 1% 2% 3% 1 2 3 11 2 3
O/A NO/NA NO/A !O/A NO/NA NO/A! O/A NO/NA NO/A
| 1
[} |
Teacher 1 H
1 3 lo2 1 !
: |
2 3 i3 i
: :
3 3 l3 !
t 1
[} ]
4 3 13 !
1 1
t [}
5 2 1 I 2 b
1 1
1 !
6 3 I3 !
| |
7 1 2 L2 1 : 1.
| |
1 1
8 3 I 1 s
1 |
] i
9 1 2 I3 !
t t
t [}
10 3 P2 1 |
1 I
| 1
11 3 1 12 !
t !
| 1
12 1 1 12 !
[} |
[} [}
13 1 2 I3 |
| 1
f I
14 3 P2 s
] 1
1 1
15 1 2 b2 1 !
i |
t §
Total 6 37 1 133 9 2 11 0 1
|
1
Percent 13.6 84.1 2.3 175 20.5 4.6} 2.3 0 2.3
Category
O0/A Observed and Applicable

NO/NA Not Observed and Not Applicable
NO/A Not Observed bkut Applicable

WN ¥
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question and move on when it would have been appropriate
in 1/2 of the lessons ocobserved. Teachers 7, 9, 13, and
15 provided answers and went to another question in 1/3
of their lessons while teacher 5 did the same in 2/3 of
the lessons observed. In total, teachers used this
method in 6/44 of the lessons, 13.6% of the observations
made. This method was not applicable in 37/44 of the
lessons observed, §4.1% of the observations made. Thus,
teachers did not provide answers and move on when
appropriate in 1/44 of the lessons observed, 2.3% of the
observations made.

(Method e) Asks angther student to answer gquestion.
See Table 12.4 (b), column (e), 1, 2, and 3. For example
teacher 14 insisted on students’ producing correct

response with no cues even when it was apparent students
had no clue as to how to tackle the reading task.
Providing cues and/or asking other students to answer the
question could have reduced the time wasted and students’
frustration. Teachers 8 and 14, did not ask other
students to answer questions when it would have been
appropriate in 1/3 of their lessons. Thus, teachers did
not ask another student to answer when it would have been
appropriate in 2/44 of the lessons observed, 4.6% of the

observations made. Teachers asked another student to
answer in 33/44 of the lessons observed, 75% of the
observations made. This instructional method was not

applicable in 9/44 of the lessons observed, 20.7% of the
observations made.

(£) Other observations or comments. See Table i2.4
(b), column (f£f), 1, 2, and 3. Teacher 7 repeated the
same question several times each time adding cues until

the students answered the question correctly.

Summary of teachers’ use of techniques of handling
students who do_not respond to guestions. In general,
teachers in most lessons observed handled appropriately
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students who did not respond to gquestions. However,
verbal cues were not used when appropriate in 2.3% of the
observations made while gestural cues were not used when
appropriate in 4.6% of the observations made. Physical
cues were used appropriately in all lesson observed.
Teachers did not answer questions and move on in 2.3% of
the observations made, whereas teachers did not ask
someone else to answer the questions when it would have
been appropriate in 4.6% of the observations made.
Teacher 14 did not use three techniques in this section
when appropriate, teacher 8 did not use two technigques
while teachers 3 and 12 did not use one. Hence,
prescriptive feedback should be provided to these four
teachers.

Section D: Guided Practice

Section D deals with teachers’ provision of time for
guided practice and the instructional methods used during
time for guided practice. :

Number 1: Does the Teacher Provide Time for Guided
Practice

Table 13.1 shows the frequency of ratings given to
teachers for their provision of time for guided practice.

Yes. Teacher provided time for guided practice. See

Table 13.1, column "yes". The teachers provided time for
guided practice in 42/44 of the lessons observed, 95.5%
of the observations made. The ratings of the frequency

of the use of guided practice in each of the lessons
observed are presented below. Teacher 13 got a rating of
2 in 1/3 of the lessons observed. Teachers, 1, 3, 4, 5,
2, 9, and 13 got a rating of 3 in 1/3 of the lessons
observed while teacher 14 had such a rating in 2/3 of the
lessons observed. Thus, teachers got a rating of 3 in
9/44 of the lessons observed, 20.5% of the observations
made. A rating of 4 was assigned to 32/44 of the lessons
observed. There was only 1/44 of the lessons observed in
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which the teachers’ frequency of provision of guided
practice had a rating of 2.

No. Teacher did not provide time for guided
practice. See Table 13.1, column "No". Teachers 6 and 12
did not provide time for guided practice in 1/3 of the
lessons observed.

Other. There were no other observations related to
the provision of time for guided practice.

Summary of teachers’ provision of time for guided
practice. Time was provided for guided practice in
95.45% of the observations made. Ratings of the
provision of time for guided practice were satisfactory
in all but 2.3% of these observations in which a rating
cf 2 was received. Therefore, prescriptive feedback
should be provided to teacher 13 on the provision of time
for guided practice.

Number 2: Teacher’s Practices During Guided Practice
Included the Following

This part of thes obs_rvation instrument deals with
six teaching practices teachers can use during a guided
practice session. Table 13.2 (a & b) show the number of
lessons observed in which different methods were used
during time provided for guided practice and whether they
were suitable. In the following discussion there will be
no data on one lesson for both teachers 6 and 12 because
they did not provide time for guided practice in these
lessons. Teachers’ use cf each of the these practices is
presented below.

{Method a)} Uses prompt to _elicit appropriate
behaviour. See Table 13.2 (a), column (a), 1, 2, and 3.
For example, appropriate behaviour may be elicited by
using cuas or hints such as gestural or verbal hints of
the required response. Teacher 14 did not use prompts
when appropriate in 1/3 of the lessons observed.




Table 13.1
Section D: Guided Practice
Number 1: Teacher Provides Time for Guided Practice

Item Do teachers provide guided practice?
Yes No Other
Rating 2 3 4
Rarely Sometimes Always

Teacher

1 1 2

2 3

3 1 2

4 1 2

5 i 2

6 2 1

7 3

8 1 2

9 1 2

10 3

11 3

12 1 1

13 1 1 1

14 2 1

15 3
Total 1 9 32 2
Percent 2.3 20.5 72.7 4.6
* Rating

2 Rarely uses method when required
3 Sometimes uses method when required
4 Always uses method when required
Note: The figures represent the number of lessons in
which the instructional technique was observed.
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Table 13.2(a)

Section D: Guided Practice
Number 2: Teachers Practices During Guided Practice
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Item (a) (D) (<)
Uses  Fades , Frequent
prompts Eprompts ipractice
—_— 1
Category 1 2 3 p1 2 3 11 3
O/A NO/NA NO/A !O/A NO/NA NO/A!O/A NO/NA NO/A
1 i
e i
Tea ey ! E
3 g ! 2 1 2 1
< t
¢ |
2 3 , i ) 3
. [}
' [}
3 3 Y 2 b3
1 t
1 ]
4 3 13 t3
§ ]
1 )
5 3 b3 b3
! {
i 1}
6 2 1 Y 2 b2
{ 1
[} ]
7 3 ! 3 I3
1 §
i i
8 3 o2 1 b3
§ ]
i }
9 3 b 2 b3
! !
1 |
10 3 by 2 I3
{ 1
| i
11 3 ! 1 2 '3
) 1
] !
12 1 1 5 1 1 i1 1
] 1
[} 1
13 3 b2 1 to3
| t
H L]
14 2 1 b3 I3
! 1
1 I
15 3 I 1 L3
§ !
] i
Total 41 2 1 l21 18 5 i41 2 1
§
)
Percent 93.2 4.6 2.3 147.7 40.9 11.4)93.2 4.6 2.3
* Category
1 o/a Observed and Applicable
2 NO/NA Not Observed and Not Applicable
3 NO/A Not Observed but Applicable
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Teachers used prompts appropriately in 41/44 of the
lessons observed, 93.2% of the observations made. Thus,
prompts were not used when applicable in 1/44 of the
lessons observed, 2.3% of the observations made.

(Method b) Fades prompts until no prompts are
necessary for the performance of the skill. See Table
13.2 (a), column (b), 1, 2, and 3. Teachers 1 and 2 did
not fade prompts in 1/3 of their lessons while teacher 11

did not fade prompts in 2/3 of the lessons observed. In
addition, teacher 12 did not fade prompts in 1/2 of the
lessons observed. Thus, teachers did not fade prompts as
necessary in 5/44 of the lessons, 11.4% of the

observations made. Teachers faded prompts appropriately
in 21/44 of the lesscns observed, 47.7 % of the
observations made. Fading of prompts would not have been

appropriate in 18/44 of the lessons obs=rved, 40.9% of
the observations made.

(Method c) Provides frequent practice. See Table
13.2 (a), column (c), 1, 2, and 3. Teacher 1 did not
provide frequent feedback when it would have been
appropriate in 1/3 of the lessons observed. In this
health education lesson stuadents could have benefited
from more practice if they had been provided with more

basins to clean their nails. Teachers provided frequent
practice in 41/44 of the lessons ocbserved, 93.2% of the
observations made. Frequent practice was, therefore, not

provided when applicable in 1/44 of the lessons observed,
2.3% of the observations made.

(Method d) Asks questions of all students. See
Table 13.2 (b), column (d), 1, 2, and 3. Teacher 12 did
not ask questions of all students when applicable in 1/2
of the lessons observed while teacher i4 did not do the
same in 1/3 of the lessons. Teachers 6, 7, 11, 12, and
15, did not ask questions of all students during guided
practice in 1/3 of the lessons observed as it would not
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have been appropriate. Teachers asked questions to all in
37/44 of the lessons observed, 84.1% of the observations
made.

(Method e) Uses choral group response. See Table
13.2 (b), column (e), 1, 2, and 3. Teachers 7 did not
use choral responses in 1/3 of the lessons observed when
it would have been appropriate. Choral response was not
applicable in 1/3 of the lessons observed taught by
teachers 6, 8, 10, 12, and 15, and 2/3 of the lessons
observed taught by teachers 7 and 11. In total, teachers
used choral response in 34/42 of the lessons observed,
77.3% of the lessons observed.

(f) Other observations or comments. See Table 13.2
(b), column (f). Only teacher 7 had other observations or
comments made in 1/3 of the lessons observed. In a

mathematics lesson, teacher 7 taught the three students
in the class individually and provided guided practice to
each student individually.

(g) Rating the frequency with which the teachers
used prompts to elicit performance from students. See
Table 13.2 (c), column (f), 1, 2, 3, and 4. Teacher 6
could not be rated in 1/3 of the lessons observed and

teacher 12 in 1/2 of the lessons observed as they did not

provide time for guided practice. No teachers in any of
the lessons ocbserved got a rating of 1 or 2. Teachers
got a rating of 3 in 18/44 of the lessons observed, 40.9%
observation. Teachers got a rating of 4 in 24/44 of the
lessons observed, 54.5% of the observations made. Hence,
all the ratings for teachers use of brompts were
satisfactory.

Summary of teachers practices during quided
practice. Prompts were not used, nor was frequent

practice provide or choral group response used when

applicable in 2.3% observation. Prompts were not faded
as necessary in 11.4% of the observation.



Table 13.2 (b)

Section D: Guided Practice

Number 2:

Teachers Practices During Guided Practice
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Item (d) I'(e) ; (£)
Asks questions |Uses choral H Other
of all | response H comments

| 1
| 1
Category 1* 2% 3* 1 2 3
Oo/A NO/NA NO/A !0O/A NO/NA NO/A!
i L]
1 ]
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1 3 13 '
! ]
| |
2 3 3 l
1 1
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| ]
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t |
| |
9 3 ] ;
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| i
1 {
11 2 1 11 2 '
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I |
13 2 1 '3 !
§ [}
i 1
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t |
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Total 37 5 2 134 9 1 i 1

1 ]
1 !

Percent 84.1 11.4 4.6 '77.3 20.5 2.3} 2.3

* Category

1 o/Aa Observed and Applicable

2 NO/NA Not Observed and Not Applicable

3 NO/A Not Observed but Applicable
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Table 13.2 (c)
Section D: Guided Practice

Number 2: Teachers Practices During Guided Practice

Method (g)
Rating
Rating 1* 2 3 4
Never Rarely Sometimes Always
Teacher
1 1 2
2 3
3 2 1
4 1 2
5 3
6 2
7 1 2
8 2 1
9 2 1
10 1 2
i1 2 1
12 1
13 1 2
14 i 2
15 1 2
Total 0 0] 18 24
Percent 0 0 40.9 54.5
* Rating ”
1 Never uses method when required
2 Rarely uses method when required
3 Sometimes uses method when required
4 Always uses method when required
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In addition, teachers did not ask questions of all
students in 4.4% of the observations made. However,
where guided practice was used, teachers’ practices
during guided practice were rated as satisfactory
(ratings of 3 or 4).

Number 3: The Type of Reinforcement Used by the Teachers

and Rating of its Use
Table 13.3 {a & b) show the rating of the use of

different types of reinforcement. Each type of
reinforcement 1is discussed next.

{(Methnd a) Descriptive praise. See Table 13.3 (a),

column (ay, 1, 2, 3, 4, and 8. For example, saying to
the child "I like the way you are working guietly at your
desk" is giving descriptive praise. Teachers did not use
descriptive praise when it would have been applicable in
20/44 of the lessons observed, 45.5% of the lessons. of
those lessons cbserved in which descriptive praise was
used, the following ratings were obtained. Teachers 8,
and 11 received ratings of 2 in 1/3 of their lessons
while teacher 12 received the same rating in 1/2 of the
lessons. Teachers got a rating of 3 in 13/44 of the
lesscns observed, 29.5% of the observations made and a
rating of 4 in 6/44 of the lessons observed, 13.6% of the
observations made. Consequently, unsatisfactory ratings
(ratings of 2) were received in 3/44 of the lessons
observed, ©.8% of the obs=srvations made. In addition,
descriptive praise was not used when applicable in 45.5%
of the observations.

({(Method b)) Social praise. See Table 13.3 (b),
column (r), 1, 2, 3, 4, and 8. Examples of social praise

include nodding and smiling. Teacher 7 did not use
social praise in 3/3 of the lessons observed when it
would have been apprcopriate. Teachers 8 and 9 had
ratings of 2 in 1/3 of their lessons. Teachers received

a rating of 3 in 12/44 of the lessons observed,



Table 13.3(a)
Section D: Guided Practice

Number 3:

The Tvpe of Reinforcement Used by The Teacher

190

Method (a)
Descriptive praise
Rating 1* 2 3 4 8
Never Rarely Sometimes Always NO/A
Teacher
1 1 2
2 3
3 3
4 1 2
5 3
6 1 1
7 1 2
8 1 2
9 1 2
10 2 1
11 1 1 1
12 1
13 1 2
14 3
15 2 1
Total o 3 13 6 20
Percent 0 6.8 29.5 13.6 45.5
Rating
1 Never uses method when required
2 Rarely uses method when required
3 Sometimes uses method when required
4 Always uses method when required
8 Not Observed but Applicable
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27.3% of the observations made and a rating of 4 in 22/44
of the lessons observed, 50% of the observations made.
Thus, teachers did not use when applicable in 3/44 of
the lessons observed, 6.8 % of the observations made,
while unsatisfactory ratings were observed in 5/44 of the
lessons observed, 11.4% of the observations made.

(Method <) Social privileges. See Table 13.3 (c),
column (b), 7 and 8. An example of social privileges is a
chance to discuss something of interest with the teacher.
Social privila:ges were not used in any of the lessons
observed. Social privileges would not have been suitable
in 5/44 of the lessons observed, 11.4% <f the
observations made. These lessons includes 1/3 of the
lessons observed by teachers 1, 4, 11, 13, and 15.
Teachers did not use social privileges when they were
applicable in 37/44 of the lessons observed, 84.1% of the
observations made.

{Method d) Food rewards. See Table 13.3 (c), column
(b), 7 and 8. No food rewards were used in the lessons
observed. Teachers 9 did not use such rewards when they
would have been applicable in 2/3 of the lessons
observed, while teacher 8 did not use food rewards when
applicable in 1/3 of the lessons observed. Thus, food
rewards were not used when applicable in 3/44 of the
lessons observed, 6.8% observation. These three lessons
were lessons taught to very low functioning students.
Food rewards would not have been appropriate in 39/44 of
the lessons observed, 88.6% of the observations made.

(Method e) Token rewards. See Table 13.3 (c),

colunn (b), 7 and 8. Token rewards were not used as a
way of reinforcing the students in any of the lessons
observed. Token rewards would not have been appropriate
in 8/44 of the lessons, 18.8% of the observations made.

In summary, token rewards were not used when applicable
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Table 13.3(b)
Section D: Guided Practice

Number 3: The Type of Reinforcement Used by The Teacher

Method (B)
Social praise
Rating 1+* 2 3 4 8
Never Rarely Sometimes Always NO/A
Teacher
1 3
2 3
3 3
4 3
5 3
6 2
7 3
8 1 2
9 1 1 1
10 1 2
11 2 1
12 1
13 1 2
14 3
15 1 2
Total 3 2 12 22 3
Percent 6.8 4.5 27.3 50 6.8
*Rating
1 Never uses method when required
2 Rarely uses method when required
3 Sometimes uses method when required
4 Always uses method when required
8 Applicable but not Observed



Table 13.3(c)
Section D: Guided Practice
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Number 3: The Type of Reinforcement Used by The Teacher

Method (c) : (d) | (e) 1 ()
Social H Food H Token | other
privileges)| rewards H rewards ! comments

3 | 1
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] ] i

Total 5 37 ! 39 3 | 8 34 I o

Percent 11.4 84.1 ! 88.6 6.3 H 18.2 77.2 1 o

* Rating

7 Not Applicable
8 Applicable but Not Observed
Note: The figures represent number of lessons in

which the instructional technique was observed
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in 34/44 of the lessons observed, 77.2% of the
observations made.

(Method f) Other observations or comments. Teachers

used clapping of hands in conjunction with congratulatory
words as social praise in most lessons observed.

Summary of use of reinforcement during guided
practice. Although the teachers that were observed
reinforced students very frequently, i.e., students’ clap
hands for other students as reinforcement, these teachers
did not use other types of reinforcements that would have
been appropriate. Teachers did not use descriptive
praise (praise describing the positive behaviour a
student had performed) when applicable in 45.5% of the
observations made, and when descriptive praise was used,
6.8% of the observations made, the praise was rated as
unsatisfactory. Social praise was not used when
applicable in 6.8% observation. Furthermore, when social
praise was used, the teachers got a rating of 2 (rarely
used social praise) in 4.6% of the observations made.
Social privileges were not used when applicable in 388.6%
observation and when used, unsatisfactory ratings were
assigned to 6.8% of the observations made. Although
token rewards may seem a viable method of reinforcement,
teachers in the programs observed would have great
difficult amassing enough reinforcing items for the
students to exchange for acquired tokens. The teachers
observed would benefit from an in-service course on the
use of the different methods of reinforcing students.

Section E: Independent Practice

Independent practice time provides students the
opportunity to practice acquired skills or information
without the teachers’ help.

Numberxr 1: Teacher Provides Time for Independent Practice

Table 14.1 shows the number of lessons observed in
which time was provided for independent practice and
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ratings of its use.

Yes: The teacher provided time for irdependent
practice, rating of its use. See Table 14.1, columns 1,
2, 3, and 4. Teachers provided time for independent
practice in 18/44 of the lessons observed, 40.9% of the
observations made. Teachers 1, 2, and 10 got a rating of
3 in 1/3 of their lessons, while teacher 11 got this
rating in 2/3 of the lessons observed. Teachers 1, 2, 3,
5, 8, and 11, got a rating of 4 in 1/3 of the lessons
observed, while teachers 6, 7, and 14 got the same rating
in 2/3 of their lessons observed. In total, a rating of
3 was received in 5/44 of the lessons observed, 11.4% of
the observations made, and a rating of 4 was received in
12/44 of the lessons observed, 27.3% of the observations
made. In addition, teacher 13 gave work during
independent practice which was irrelevant to the purpose
of the lesson.

No. Teachers did not provide time for independent
practice. See Table 14.1, column 9. This item
identifies lessons observed in which time for independent
practice was not provided. Teachers 1, 2, 6, 7, and 14
did not provide independent practice in 1/3 of the
lessons observed, teachers 3, 5, 8, 10, ard 13 in 2/3 of
the lessons observed, teacher 2 in 2/2 and tesachers 4, 9,
and 15 in 3/3 of the lessons observed. In totzl,
observed teachers did not provide time for independent
practice in 26/44 of the lessons observed, 59.1% of the
observations.

Item. Other observations or comments. No other
observations or comments were made in relation the
teachers’ provision of time for independence practice.

Summary of provision of time for independent
practice. Time for independent practice was provided in
40.9% of the observations made (see columns 2, 3, 4 and
5). Satisfactory ratings were received in 38.7% of the
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Table 14.1
Section E: Independent Practice
Number 1: Teacher Provided Time for Independent Practice

Method: Did the teacher provide time
for independent practice?
Rating 2* 3* 4 * 5% 9 *
Rarely Sometimes Always Other NO
Teacher
1 1 1 1
2 1 1 1
3 1 2
4 3
5 1 2
6 2 1
7 2 1
8 1 2
9 3
10 1 2
11 2 1
12 2
13* 1 2
14 2 1
15 3
Total 0] 5 12 1 26
Percent o 11.4 27.3 2.3 59.1
*Rating

2 Rarely uses method when regquired

3 Sometimes uses method when required

4 Always uses method when reguired

9 No time for independent practice not provided
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observations made (see columns 3 and 4) while in 2.3% of
the observations made (see column 5), activities
irrelevant to the purpose of the lesson were used.

Number 2: Teachers’ Practices During the Independent
Practice Include the Following

This part of the instrument deals with two teaching
methods used by the observed teachers during the time
provided for independent practice. Table 14.2 indicates
the number of lessons observed in which the different
practices were used during the time provided for
independent practice.

(Method a) Providing students with individual work-
sheets. See Table 14.2, column (a), 1, 2, and 3.
Teachers 3, 5, 8, and 10 provided students with

individual work~sheets in 1/3 of their lessons, while
teacher 11 provided work-sheets in 2/3 of the lessons
observed. Individual work-sheets would not have Leen
applicable in 36/44 of the lessons observed, 81.8% of the
observations made. Only one teacher, 7, did not use
individual work-sheets in 1/3 of the lessons observed
when they would have been applicable.

(Method b) Assigning students individual projects.
See Table 14.2, column (b), 1, 2, and 3. Teachers 1, and
14, used individual projects in 1/3 of the lessons, while
teachers 2, 6, 7, 11, and 13 used the same in 2/3 of
their lessons. Thus, teachers gave their students’
individual projects when necessary in 12/44 of the
lessons obkserved, 27.3% of the observations : ade.
Individual projects would not have been applicable in
32/44 of the lessons observed, 72.8% of the lessons
observed.

(c) other observations or comments. See Table 14.2,
column (c), 1, 2, and 3. Other observations and comments
on the use of techniques used in independent practice
were made in 7/44 of the lessons observed.
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Table 14.2
Section E: Independent Practice
Number 2: Techniques Used During Independent Practice

Method (a) 1 (b) (c)
Individual |Assign |Other observations
work sheet 'projects land comments

| 1

] i

Rating 1* 2% 3% 171 2 3 !
O/A NO/NA NO/A !O/A NO/NA NO/A!

| i
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] |
i i
6 3 b2 1 |
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7 2 1 12 1 ! 2
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1 ’ !
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: |
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1 I
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1 ]
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[} |
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1 H
1
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i [}
t !

Total 6 36 1 112 31 o ! 7
[} ]
! 1

Percent 13.6 81.8 2.3 127.3 70.5 O ' 15.9

*Category

2 O/A Observed and Appropriate

2 NO/NA Not Observed and Not Appropriate
3 No/Aa Not Observed but Appropriate
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Among other observations was that teachers wrote the work
to be done during independent practice time on the chalk
board and students wrote their answers on slates or in
exercise books. Teachers did not have paper and other
materials necessary to make work-sheets for the students
due to financial constraints. Thus, chalk boards are
used extensively both in the reqular classrooms and
special ciassrooms in Tanzania.

Sumnary of teaching methods used during time
provided for_ independent practice. Teachers did not use

indGividual work—-sheets in 2.3% observation when
applicable. 1Individual work-sheets were used in all the
lessons observed where they were applicable.

Section F: Classroom Management of Skills

Section F includes data on classroom rules and
routines and teachers’ reaction to students’ inattention
and misbehaviour.

Number 1: Classroom Rules and Routines

Table 15.1 shows the number of lessons observed in
which students knew the rules and routines of the
classroom. In addition, figures indicate whether the
students knew the consequences of non-compliance with
rules and routines and whether the consequences were
appropriate.

(Method a) Teacher has well established classroom
rules and routines. See Table 15.1, column (a), 1, 2,
and 3. Teachers had well established rules and routines
in 36/44 of the lessons observed, 81.8% of the
observations made. Teacher 1 did not have well
established rules and routines in 1/3 of the lessons
observed, teachers 7 and 8, in 2/3 of their lessons
while teachers teacher 9 did not in all 3/3 of the
lessons observed. In total, teachers did not have well
established rules and routines in 8/44 of the lessons
observed, 18.2% of the observations made.
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(Method b) Cons: ‘nces of non-compliance are_ well
known by the students. See Table 15.1, column (b)), 1, 2,

3. Students knew the consequences of non-compliance wiih
the rules and routines in 36/44 of the lessons observed,
86.8% of the observations made. These are all the
lessons observed in which students knew classroom rules
and routines (as identified in method a).

(Method c) cConsequences of non-compliance with rules
and routines are appropriate. See Table 15.1, column

(c), 1, 2, and 3. &2 fourth category has been added in
the discussion of this item because there were some
consequences observed which were inappropriate. Teachers
7, 8, and 11 had appropriate consequences in 1/3 of the
lessons observed, teachers 1 and 9 in 2/3 of the lessons
observed and teachers 2, 2, 4, 5, and 11 in all 3/3 of
the lessons observed. 1In total, teachers had appropriate
consequences for non-compliance with rules in 22/44 of
the lessons observed, 50% of the observations made.
Teachers 6, 7, 9, and 15 did not have consequences for
non-compliance with rules and routines in 1/3 of the
lessons observed and teacher 8 in 2/3 of the lessons
observed. The following teachers had inappropriate
consequences for non-compliance with rules and routines:
teachers 7, 9, and 10 in 1/3 of the lessons observed;
teacher 12 in 2/2 of the lessons observed; teacher 15 in
2/3 of the lessons observed:r and teachers 13 and 14 in
3/3 of the lessons observed. In summary, the teachers
had inappropriate consequences in a total of 13/44 of the
lessons observed, 27.3% of the observations imade. An
example of inawpropriate consequences for non compliance
with rules and routines is corporal punishment used by
teachers 12, 13 and 14. The rationale for this and other
forms of punishment used by these teachers is that the
same consequences were used for non-compliance with rules
and routines as in the students’ homes.



Table 15.1
Section F:
Number 1:

Classroom Management Skills
Classroom Rules and Routines
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Method

Well

(a)
established

rules and

i (b)
| Students know

| consequences of

i (€)

| Consequences
|are appropriate

routines Enon~compliance E
Category 1* 2% 3* E 1 2 3 E 1 2 3 4
O/A NO/NA NO/A EO/A NO/NA NO/A EO/A NO/NA NO/A NA
Teacher E E
1 2 1 i 2 1 i 2 1
2 3 § 3 i 3
3 3 § 3 § 3
s 3 s e
5 3 g 3 § 3
e 3 s 2 )
7 1 2 5 1 2 E 1 2
8 1 2 i 1 2 § 1 2
9 3 § 3 % 1 1 1
10 3 i 3 % 1 1
11 3 E 3 i 3
12 2 E 2 i 2
13 3 E 3 E 3
14 3 % 3 E 3
15 3 i 3 i 1 2
Total 36 0 8 E 6 0 8 %22 2 7 12
Percent 81.8 O 18.2 i 1.8 0 18.18550 4.6 15.9 27.3
* Category
1 O/A Observed and Applicable
2 NO/NA Not Observed and Not Applicable
3 NO/A Not Observed but Applicable
4 NA Not Appropriate
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(d) other observations and comments. No other

comments and observations were made. It was difficult to
evaluate the consequences of non-compliance with rules
and routines used because there was no observation of
rules and routines being violated in most lessons
observed. Therefore, the researcher had to rely on what
the teachers told her rather than on observation data.

Summary of students’ knowledge of classroom rules
and routines. Students did not know the rules and
routines of the classroom and the consequences for non-
compliance with rules and routines in 18.2% of the
observations made. Of those who had consequences for
non-compliance with ciassroom rules and routines, the
consequences were inappropriate in 27.3% of the
observations made.
Number 2: Teachers’ Reaction to Inattention and
Misbehaviour

Table 15.2 (a & ») indicates methods used by
teachers in controlling students’ inattention and
misbehaviour in the classroom.

(Method a) Ignores brief, non-disruptive
misbehaviour. See Table 15.2 (a), column (a), 1, 2, and

3. For example, teacher 11, in a writing lesson, ignored
students’ noise during independent practice as it was ncot
affecting their work. Teachers 1, 8, and 10, ignored
misbehaviour in 3/3 of their lessons, teachers 4, 5, 7
9, and 12, used this method in 2/3 of their lessons,
while teachers 3, 6, and 15 used it in only 1/3 of their
lessons. Teachers 2, 13, and 14, did not use it in any
of their lessons. In total, the teachers ignored brief
non-disruptive behaviour in 25/44 of the lessons

observed, 56.8% of the observations made. Teachers did

14

not use such a teaching method because it was not

necessary in 19/44 of the lessons observed, 43.18% of the
observations made.
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{Method b) Teacher stops minor, but extended
misbehaviour non-disruptively, e.g, uses nonverbal cues

such as eyve contact, gestures, touch or moves close to

misbehaving student to stop student’s misbehaviour. See
Table 15.2 (z2), column (b), %, 2, and 3. For example, in

the writing lesson discussed above (method a) teacher 11
moved close to a student continuously murmuring. Teachers
5, 6, 7, and 12 stopped minor but extended behaviour in
1/3 of their lessons observed, while teachers 9, 10, 11,
and 13 used this method in 2/3 of the lessons observed.
Teachers did not use this method in 27/44 of the lessons
observed as it was not applicable. Teachers 8, 9, and 11
did not use this method in 1/3 of their lessons observed
when applicable v aile teacher 7 did not use it in 2/3 of
the lessons observed. Thus, teachers stopped minor but
extended misbehaviocur in 12/44 of the lessons observed,
27.3% of the observations made. In summary, teachers did
not use this method when applicable in 5/44 of the
lessons observed, 11.36% of the observations made.

(Method c¢) Teacher stops disruptive behaviour
quickly , e.g., calls student’s name, or calls for
attention or work but does not over-dwell on

misbehaviour. See Table 15.2 (a), column (c), 1, 2, and

3. For example, teacher 10 sent a student who was
disrupting the lesson out as calling the student’s name
was not effective in stopping the student’s disruptive
behaviour. Teachers 1, 2, 3, 8, and 14 stopped
disruptive behaviour immediately in 1/3 of their 1lessons,
teachers 5, 6, 7, 9, and 13 did the same in 2/3 of the
lessons observed while teachers 11 and 12 did it in 3/3
of the lessons observed. Teachers 7, 8, and 9 did not
stop misbehaviour immediately in 1/3 of their lessons.
This teaching behaviour was not applicable in 20/44 of

the lessons observed, 45.5% of the observations made.
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Section F:

Number 2:

2(a)

Classroom Management Skills
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Teachers Reaction to Inattention and Misbehaviour

Method (a) (b) (c)
Ignores brief | Stops minor | Stops disruptive
non-disruptive |but extended |behaviour
behaviour imisbehaviour !quickly
] ]
1 |
Category 1* 2% 3% S 2 3 7 1 2 3
O/A NO/NA NO/A |!O/A NO/NA NO/A!O/A NO/NA NO/A
I 4
1 ]
Teacher ! '
1 3 ' 3 | 2
1 i
1 {
2 3 | 3 .| 2
) t
i [}
3 1 2 ! 3 b 2
i |
I I
4 2 1 : 3 : 3
] 3
1 1
5 2 1 Pl 2 b2 1
] 1
1 |
6 1 2 Y 2 b2 1
) I
[} !
7 2 1 | 2 )2 1
t 1
) 1
8 3 : 2 1 1 1
{ {
| |
9 2 1 2 1 12 1
I} 1
] §
10 3 b2 1 b3
! t
§ ]
11 3 12 1 ! 3
[} !
[} |
12 2 b 1 ! 2
] 1
1 1
13 3 b2 1 L2 1
! d
1 i
14 3 | 3 b 2
i I
1 1
15 1 2 | 3 ! 3
] }
1 [}
Total 25 19 0 112 27 S 121 20 3
§ 1
] I
Percent 656.8 43.2 0] 127.3 61.4 11.4!47.7 45.5 6.8
* Category
1 o/Aa Observed and Applicable
2 NO/NA Not Observed and Not Applicable
3 NO/A Not Observed but Applicable
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Thus, this teaching behaviour was observed in 21/44 of
the lessons observed, 47.7% observation. This teaching
method was not used when applicable in 3/44 of the
lessons observed, 6.8% of the observations made.

{Method d) Teacher praises someone else’s good
behaviour when other students are engaged in an in-

appropriate behaviour. See Table 15.2 (b), column (4),
1, 2, and 3. Teacher 13 praised students who were
sitting up correctly on their chairs when some of the
students in the class were not sitting as required. As a
result of this praise, other students sal correctly on
their chairs and paid more attention. Teachers 1, 7, 10,
and 13 praised someone else’s good behaviour in 1/3 of
their lessons observed while teacher 5 praised other
students’ behaviour in 2/3 of the lessons observed.

Thus, this method was used in a total of 8/44 of the
lessons observed, 18.2% of the observations made. This
method was not pplicable in 20/44 of the lessons
observed, 45.5% of the observations made. Teachers 1, 7,
8, 9, 10, and 13 did not use this method when it wouilid
have been applicable in 2/3 of their lessons observed,
while teachers i1, and 14 did not use it in 1/3 of their
lessons. Teacher 12 did not do it when applicable in 1/2
of the lessons observed, Thus, this method was not used
when applicable in a total of 15/44 of the lessons
observed, 34.1% of the observations made.

(e) Other. See Table 15.2 (b), column (e), 1, 2,
and 3. Other methods of controlling student misbehaviour
and inattention observed are discussed in this item.
Teachers 1, 2, and 3 had other observations and comment
made about them in 3/3 of their lessons; teachers 4, and
5, had other comments in 2/3 of their lessons; while
teachers 6, and 15, had comments in 1/3 of their lessons.
In these classrooms there were helpers who handled any
case of inattention and misbehaviour among the students.
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Table 15.2(b)
Section F: Classroom Management Skills
Number 2: Teachers Reaction to Inattention and Misbehaviour

Method (a; i (e)
Praises someone ' Other
else for good '
behaviour !

]
]

Category 1% 2% 3% !

O/A NO/NA NO/A :
1
t

Teacher !

1 1 2 ! 3
!
1

2 3 ! 3
[}
t

3 3 : 3
|
|

4 3 ; 2
|
I

5 2 : 2
!
4

6 3 : 1
|
t
7 1 2 !
]
t
8 1 2 |
!
i
9 1 2 !
]
t
10 1 2 !
I
I}
11 2 1 :
l
1
12 1 1 |
1
|
13 1 2 !
{
1
14 2 1 :
|
i

15 3 i 1
|
|

Total 8 20 15 ! 15

Percent 18.2 45.5 34.1 ! 34.1

*Category

1 0o/A Observed and Applicable

2 NO/NA Not Observed and Not Applicable

3 NO/A Not Observed but Applicable

Note: Figures on this table indicate the number of

lessons in which the instructional technique was observed.
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Thus, teachers handled very few cases of inattention or
misbehaviour.

Summary of teachers’ reaction to inattention and
misbehaviour. As a group, the teachers did not stop
minor but extended misbehaviour in 11.4% of the
observations made and did not stop disruptive behaviour
quickly in 6.8% of the observations made. 1In addition,
teachers failed to praise someone else’s appropriate
behaviour when applicable in 34.1% of the observations
made. As individuals, teachers 7, 8, and 9, did not stop
minor but extended misbehaviour, disruptive behaviour
quickly or praise someone else’s appropriate behaviour in
at least one of their lessons. Teacher 11 did not stop
minor but extended misbehaviour or praise someone else’s
appropriate behaviour in 1/3 of the lessons observed.
Teachers 2, 10, 12, 13, and 14 did not praise someone
else’s appropriate behaviour in at least one of their
lessons. Use of praise to control inattention and
misbehaviour should be included in an in-service course
for the observed teachers as most of them did not use
this method when necessary. Teachers 2, 10, 12, 13, and
14, did not praise someone else’s appropriate behaviour
in at least one of their lessons. Use of praise to
control inattention and misbehaviour should be included
in an in-service course for the observed teachers as most
of them did not use this method when necessary.

Summary of the Classroom Observations

Table 16 (a~-g) summarize the findings from the
classroom observations. These tables show the need for
in-service and prescriptive feedback to the teachers
observed. In-service and prescriptive feedback needs
identified in this section are discussed in detail in the
next chapter.
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Inter-Observer Reliability

The reliability of the observation instrument was
assessed through calculation of percent agreement between
two observers. A research assistant, a member of the
Faculty of Education at the University of Dar es Salaam,
was involved in the third observation session of nine of
the teachers in the sample. All the lessons used for
inter-observer reliability were by teachers from programs
in the Dar es Salaam ar=a. The programs in other regions
were not included in the lessons for inter-observer
reliability assessment due to financial constraints. The
research assistant was given one of the observation
instruments to study. The researcher met with the
research assistant and discussed any items in the
instrument that were identified as needing clarification.
The rationale for not providing direct training to the
second observer was to simulate actual conditicns under
which the instrument would likely be used in the future
when an untrained observer may usz the scale for
observing and rating teacher performance. This test of
reliability provided a more stringent test than would
have been obtained if a trained and experienced observer
had been used. This method of assessing the reliability
of the instrument may indicate the need for using trained
and experienced observers and for making modification of
the instrument. The two observers used the observation
instrument to record their observations during the
lessons observed. Audio-tapes of the lessons observed
were also available to the observers when completing the
observation instruments.

The data were analyzed by computing the average
vercent agreement between recorded observations in all
the teaching methods. Tables 17 (a-b) show percent
agreement between the two observers in groups of related
instructional methods. A list of inter-observer percent
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Table 16(a)
In-service and Prescriptive Feedback Needs

Section* Teaching Method | In- 'Pres-
| service* |criptive
| feedback*
A Lesson Introduction

#1 Motivating and gaining students

(a) Teacher shares with students
the purpose of the lesson

1

]
! !
| 1
| [}
i 1
1 [}
| i
! |
attention: H H
i |
i i
(a) Predicts enjoyment ! X !
| 1
] 1
(b) Mentions information to be ! !
learned ! '
1 ]
1 !
(c) Promises external rewards ! X !
| 1
1 |
(d) Reminds about later ' !
requirements H X H
| §
i 1
(e) Uses media ! X H
1 3
] [}
#2 Review of related material H H
through: - ! H
1 i
i 1
(a) Questions : |
| |
i ]
(b) Quizzes ; )
1 3
1 i
(c) Summary H '
1} |
1 1
#3 Pre-teaching parts of H !
information to be learned H X :
| i
i |
#4 Statement of purpose of the lesson: | X d
1 1
| |
1 [}
! i
i i
§ |
[} [}
[} 1
1 i

(b) Teacher specifies objectives

The "Section" column corresponds with the numbering in the
observation instrument (Appendix A).

An "X" on the in-service column indicates need for in-
service training for all teachers.

A number in the prescriptive feedback column indicates the

specific teacher(s) requiring feedback on the particular
teaching method indicated.
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Table 16 (b)

In-service and Prescriptive Feedback Needs

Section Teaching Method

In- Pres-
service |criptive
| feedback
B Presentation of new materials
#1 Delivery of new information or
skills:
(a) Demonstration in front of the
group
(b) Lecture
(c) Prepared hand-outs
(d) Media (filmstrips, slides,
tape, record, etc.) X

(e) Questioning students to check
understanding

(f) Inviting and responding to
student’s questions

(g) Focused discussion

(h) Students take turns reading
or reciting

(i) Drill (flash cards, math
tables, chorus questions)

(3) Practical exercise or
experiment

(k) Seat~-work or homework
assignment

(1) Game, contest

#2 Clarity of presentation
of material:

[]
]
)
]
]
1
]
]
]
]
t
1
)
1
i
]
|}
§
1
]
§
]
]
]
]
1
!
i
1
t
]
]
1
}
1
]
]
]
1
i
|
]
i
]
1
]
]
]
1
I
§
[]
1
]
}
]
)
i
1
]
)
1
3
t
1
1
1
]
t
i
t
1
]
i
1
[}
1
1
1
}
]
)
]
i
)
i
1
]
(a) Teacher repeats or reteaches !
information if necessary. i

1
}
]
§

1
1
|
1
}
[}
|
!
|
1
i
]
[}
1
1
]
|
1
]
[}
1
[}
§
1
|
1
1
|
i
]
I
[}
i
|
|
t
{
1
1
]
[}
i
1
1
!
]
]
|
|
]
]
|
]
|
|
|
|
1
1
!
[}
|
}
]
i
|
i
1
1
|
1
1
i
§
[}
i
[}
i
|
i
)
|
[}
|
|
[
i
|

(b) Using built-in review !
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In-service and Prescriptive Feedback Needs
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Section

Teaching Method

In-
service

| Pres-
lcriptive
| feedback

#3

#4

(c)

(d)

(e)

(£)

(9)
(h)
(1)
(3

(k)

Explaining of unfamiliar
words and concepts

Monitoring student
understanding

Vecabulary at the students’
level of comprehension

Avoiding the use of
distracters

Appropriate rate of speech
Using good enunciation
Checking understanding before
moving to the next part of

the lesson

Drawing attention to
difficult points

Presenting information in
small steps

Maintaining attention:

(a)

(b)
(c)

Levels of Bloom’s taxonomy at which
the information or skill presented:

(a)
(b)

Asking questions of any
students whether they
volunteer or not

Using a variety of media

Frequently changes
instructional methods

Knowledge

Compxrehension




Table 16(d)

In-service and Prescriptive Feedback Needs
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Section

Teaching Method

In-
service

| Pres—
lcriptive
| feedback

#5

#1

(c)

Application and higher levels

Sequencing of content of
instruction:

(a)

(b)

(c)

(d)

(e)
(£)

Materials at the lower level

of Bloom’s taxonomy presented

before the material at the
higher level

Moving from concrete to
abstract

Moving from content of
previous instructieon to new
content

Relating student’s personal
experiences to new content

Moving from oral to written

Ending by summarizing main
points in the lesson

Monitoring student understanding

Techniques of monitoring
student understanding

(a)

(b)

Asking questions to monitor
student’s understanding

Asking questions at the
different levels of Bloom’s
taxonomy

(1) knowledge

(1ii) comprehension

(iii) application and higher
levels

X

1
|
|}
1
i
1}
|
[}
1
1
1
I
!
|
1
|
1
!
i
]
|
1
|
t
1
!
|
|
]
1
)
|
1
t
!
|
i
1
1
1
|
|
|
1
|
i
|
1
i
|
1
|
[}
I
]
!
!
i
i
1
|
]
|
1
i
|
1
!
!
|
|
)
|
|
1
i
|
|
|
[
!
!
1
[}
|
1
1
I
!
1




Table 16 (e)

In-service and Prescriptive Feedback Needs
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Section

Teaching Method

In-
service

| Pres-
lcriptive
| feedback

(c)

Distributing gquestions among
all students (volunteers and
non-volunteers)

#2 Use of questioning techniques:

(a)
(b)

(c)

(d)

(e)

(£)

Asks one guestion at a time

Correcting student errors
consistently and immediately

Praising frequently and giving
positive feedback when student
responses are correct

Stating questions as clearly
and concisely as possible

Using age-appropriate
language when questioning

Attending to the responding
student

#3 Handling incorrect answers:

(a)
(b)

(c)

Rephrasing question

Asking similar but simpler
question

Other

#4 Handling students who do not
respond to questions:

(a)
(b)
(c)
(d)

Using verbal cues
Using gestural cues
Using physical cues

Providing the answer and
moving to another question

[}
|
|
!
|
|
|
|
|
'
1
[}
|
3
!
|
|
1
i
[}
i
1
]
1
|
|
1
i
|
]
|
|
H
|
!
|
1
|
|
1
[}
1
]
!
i
|
t
1
|
1
]
{
|
1
!
!
1
§
1
|
|
1
1
I
[}
|
[}
1
!
!
1
t
!
i
|
'
1
1
|
1
|
|
1
|
|
i
1
1
i
|
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Table 16(f)
In-service and Prescriptive Feedback Needs

Section Teaching Method

E Independent practise

#1 Provision of time for
independent practice:

i In- | Pres—
| service |criptive
' | feedback

] [}
| t
(e) Asking another student to H '
answer the question ' '
1 {
§ t
D Guided practice ' !
] 1
| |
#1 Providing guided practice: E !
1
1 [}
a) Providing time for guided ' H
practice in the lesson H ]
| 1
1 1
#2 Teacher practices during guided ' '
practice: ' !
I ]
[} 1
(a) Using prompts to elicit ! '

appropriate behaviour ' ! 13
| [}
} i
(b) Fading prompts used until no | !
prompts are necessary for ' !
performance of skill 1 X 1
] [}
i [}

(c) Providing frequent practice ! ! 13
} 1
i 1
(d) Asking guestions of all ! !

students ! ! 13
i 1
1 |
(e) Using choral group responses E E
1 |
#3 Using reinforcement ! i
| 1
I |
(a) Descriptive praise i X !
I
] §
(b) Social praise ' X '
i i
| i
(c) Social privileges ! X '
{ H
' |
(d Food rewards ! X )
I ]
! [}
(e) Token rewards ' X !
| :
] |
i |
1 !
| |
I 1
1 1
i [}
I i
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In-service and Prescriptive Feedback Needs
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Section

Teaching Method

In-
service

{ Pres—
lcriptive
| feedback

#2 Teacher'’s practices during
independent practice:

#1

#2

(a)
(b)

Use of work sheets

Assigning students individual
projects

Classroom Management skills

Classroom rules and routines

(a)

(b)

(c)

The teacher has well
established classroom rules
and routines

The consequences for non-
compliance are well known by
the students

Consequences for non-
compliance to classroom
rules and routines are
appropriate

Teachers’ reaction to
inattention and misbehaviour:

(a)

(b)

(c)

(d)

Ignoring brief, non-disruptive
misbehaviour

Teacher stops extended but
non-disruptive behaviour
quickly

Stopping disruptive behaviour
quickly

Teacher praises somecne else’s
appropriate behaviour

i
|
|
|
|
|
|
]
1
1
1
]
|
{
1
|
|
I
{
!
1
|
|
|
|
|
1
|
|
|
1
I
|
1
]
|
1
1
i
1
i
|
!
[
I
)
1
i
|
1
]
|
{
|
|
|
1
!
|
|
!
{
|
|
|
|
I
1
1
|
|
]
!
i
1
|
i
|
|
|
|
I
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agreement on all the methods in the observation
instrument is included in appendix C. The summary of
inter-observer reliability (Table 17) is discussed below.

The average percent agreement between the two
observers varied widely between the groups of
instructional methods. For example, "pre-teaching of
skills to be taught later" and "reinforcement during
guided practice" had the lowest inter-observer
reliability of 55.6%, while the two observers had 100%
agreement on "provision of independent practice" and
"classroom rules and routines."

The two observers had 57.1% agreement in their
observations on teachers’ performance in the groups of

methods dealing with "teachers reaction to inattention

and misbehaviour." The two observers had average percent
agreements in the 60’s and 70’s in most of the groups of
methods involved in the observations (see Table 17). 1In

the rest of the groups of methods in the observation
instrument the observers had average percent agreements
of 80 and above (see Table 17).

The percent of inter-observer agreement within each
group of related methods also varied widely with very low
percent agreement in one or two of the methods. This
variation caused the low average percentage agreement for
the groups of methods. For example, in the methods of
*gaining students’ attention and motivating students
(Section A, #1),"™ method (a) "making statements that the
students will enjoy the lesson," the two observers had
33.3% agreement, while in method (d) "reminding students
of later requirements" the observers had 100% agreement.

The lack of agreement as to whether methods of
instruction not observed would have been appropriate for
the lesson or not was a major factor in causing the low
percent agreement. For example, in Section D #2 method

(e), "use of token reinforcement", both observers agreed
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Table 17
Percent of Agreement Eetween Two Observers
Section* Teaching Method Percent
Agreement
A Lesson Introduction phase
#1 Gaining attention and motivation 66.7%
#2 Review of related material 68.7%
#3 Pre-teaching 55.6%
#4 Statement of purpose of lesson 86.1%
B Presentation of new Material
#1 Delivery of new information 55.6%
#2 Clarity of presentation of material 77.8%
#3 Maintaining attention 48 .2%
#4 Levels of Blooms’ Taxonomy
at which material is presented 85.2%
#5 Sequencing content of instruction 79.6%
C Monitoring Students’ understanding
#1 Technigues for monitoring understanding 80%
#2 Questioning techniques 92.6%
#3 Handling incorrect answers 94.4%
#4 Handling students who do not respond 70.5%
D Guided practice
#1 Provision of guided practice 66.7%
#2 Practices during guided practice 75.6%
#3 Reinforcement during guided practice 55.6%
E Independent practice
#1 Provision of independent practice 100%
#2 Teachers practices during
independent practice 77.8%
F Classroom management skills
#1 Classroom rules and routines 100%
#2 Teachers’ reaction to inattention
and misbehaviour 57.1%

*

The sections on this table correspond tc the sections in
the observation instrument.
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that none of the teachers observed used token
reinforcement in any of their lessons. However, the two
observers dicagreed on whether token economies would have
been applicable in four of the nine lessons they both
observed. Thus, causing a low inter-observer agreement
for this method.

In summing up, the inter-observer percent agreement
is unacceptably low indicating the need for ocbserver
training if the instrument is to be used in a
satisfactory manner. Other factors affecting percent
agreement will be discussed in detail in the Discussion
chapter. In addition, suggestions for modification of
items in the observation instrument with low percent
agreement are discussed.

Time used to record and interpret information on the

observation instrument. Recording of observation
information on the observation instrument took the
researcher an average of one hour and fourteen minutes.
The time used to interpret the data on the observation
instrument was about an hour. This time requirement may

be too long for regular school inspectors to spend on a
single evaluation.



CHAPTER V
DISCUSSION
Results of this study indicate that special

education experts and teachers think that the same
methods of effective instruction are in general suitable
for children with mental retardation in both Tanzania and
North America. However, the teachers and experts did
suggest that a few changes should be made to the western
derived instructional observation instrument. The results
of the teacher observations indicate that the teachers
used methods of effecti "2 instruction in most of the
lessons where they were¢ ipplicable. There were, howzver,
a few areas in which the teachers used only one method
when a variety of methods may have been advantageous.
These were the areas in which all the observed teachers
could benefit from in-service training or in which
individual teachers could benefit from prescriptive
feedback. The results of the study are discussed in more
details below. The discussion is guided by the research
gquesticns asked in the study.

OQuestion 1: Specialists Review of the Observation

Instrument

Do special education specialists in Tanzania
think that the same methods of effective
instruction are suitable for both Tanzania and
North America?

In general, special education specialists in
Tanzania thought that the same methods of effective
instruction were suitable for both Tanzania and North
America. All five of the experts felt that the
observation instrument which was developed on the basis
of effective instructional methods identified in North
American literature was, in general, suitable for
Tanzania. Four of the five reviewers suggested only
structural changes rather than changes in the content of

219
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the observation instrument. However, the fifth reviewer
felt that some changes in the content were necessary. The
suggested changes are discussed below.

Question 2: Specialists Recommendations for Additions,

Subtractions, and Modifications to the Observation
Instrument

Alternatively, do the specialists recommend
addition, subtraction, or modification of the
observation checklist items to adapt the
Western-based observation checklist to the
Tanzanian context?

Recommended additions. Only one reviewer

recommended additions to the observation instrument.

This reviewer recommended addition of items to survey the
teachers’ use of different methods to encourage students
to answer questions and to participate in classroom
discussions. In many homes in Tanzania, children are
taught that it is impolite to talk in front of adults.
Thus, similar to the Kokwet children of Kenya, many
Tanzanian children learn early to maintain silence while
in the presence of adults (Harkness & Super, 1982).
Harkness and Super also found that there was little
communication between mothers and their children and that
the little communication that did occur was mostly in the
form of commands issued by mothers. According to the
author, communication between children and adults became
more negative and decreased with age. Therefore, it is
imperative for teachers to encourage students to
participate verbally in classroom discussion. In
addition, there is general agreement that speech
development is the most retarded area in tneir
development (Evans & Hampton, 1968; Winzer, 1990). The
type of environment in which a child with mental
retardation lives significantly affects his or her

language development. Bishop & Mogford (1988) contended
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that there is a "minimal level of verbal input necessary
if the child is to learn language®. This conclusion was
reached after a study of cases of children with severe
verbal input deficiency. Bishop and Mogford also
reported that there was a remarkable recovery in language
ability of children who had severely deficient verbal
input when they were placed in more normal language
environment. It is the researcher’s view that several
items in the observation instrument give a general idea
of how well the teachers encouraged verbal participation
in their classrooms. For example, methods in Section C
deal with how teachers monitor students’ understanding.
These items include assessment of teachers’ gquestioning
techniques and also evaluate how teachers handle students
who do not respond to questions. In addition, Section B,
Number 3, Method a, gives an indication of the teachers’
attempts to involve all students in answering questions.
Other items which rate this concept were those evaluating
the di~tribution of questions among all students.

Teac 's, by distributing questions among all students,
give all students the opportunity to participate verbally
and thus, foster students’ language and speech
development.

Subtraction of Items. The item on media (Section B,
Number 1, Method d) was seen by one reviewer as
inappropriate. This reviewer recommended that the method
should be removed from the observation instrument as most
schools did not have access to media. The researcher
found that some of the special schools observed had
radio-cassette recorders which were not used in any of
the lessons observed. Since special schools receive
support from voluntary organizations from inside and
outside Tanzania, they can acquire the necessary media
more easily than can regular schools. The researcher is
of the opinion that teachers should be trained in the use
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of media equipment when it is available rather than
deleting the method from the instrument. This training
would be especially useful in training teachers in the
use of radios and audio-cassette recorders in their
lessons, since such equipment is morc¢ readily available
than film projectors, slide projectors, televisions and
videos. The researcher found that students were extremely
motivated by the audio-cassette recorder she used. For
example, in one lesson, one of the students paid more
attention to the teacher and worked very well when he was
promised he could listen to some music on the cassette
recorder if he paid attention to the lessons. In another
classroom students were thrilled to hear their own veices
recorded earlier as they answered questions during three
lesson. In view of these and other observations, the
researcher believes that media would be very useful in
instruction and especially in enhancing language and
speech development of the students in some of the
programs observed.

One reviewer also suggested that audic-taping should
not be included in the observation procedure as most of
the special schools do not have cassette-recorders. The
researcher believes that audio-taping is essential until
the observer has become well acquainted with the
instrument and its use. The researcher also found it
difficult to take anecdotal records and complete the
observation instrument during the period of the lessons.
This difficulty arose because the observation instrument
is long and some of the lessons were as short as ten
minutes. For example, two lessons by tesacher 8 and one
lesson by teacher 12 were about 10 minutes. Furthermore,
the schools do not have to own audio-cassette recorders
used in the observations as the outside observers can
carry audio—-cassette recorders to all the programs they
have to observe. The researcher found it easy to carry a
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small cassette-recorder to all the programs observed.

Suggested modifications. Four of the reviewers
assessed the language used in the instrument as suitable.
They felt that the language would not present problems to
any special education experts whe might be asked to use
this observation instrument. However, one reviewer
suggested that the instrument should be translated into
Kiswahili if it was to be used widely in Tanzania. The
researcher agrees with this reviewer on the importance of
translating the instrument into Kiswahili since most
Tanzanians may be more comfortable with the use of
materials which are in Kiswahili rather than in English.
Translation of this instrument should therefore be
considered.

Question 3: Special Education Tuachers’ Review of the

Observation Insirument
Do teachers of studasnts with mental retardation
in special education classrooms in Tanzania
think that the same methods of effective
instruction are suitable for both Tanzania and
North America?

Four of the five special education teachers surveyed
felt that the observation instrument was, in general,
applicable to the Tanzanian context. However, a few
changes were suggested to improve the observation
instrument. ©One of the teachers felt that the
observation instrument was not suitable for the
evaluation of the teachers currently teaching in programs
for students having mental retardation in Tanzania as
most of the teachers had not had special training. This
reviewer made several suggestions for improvement of the
observation instrument. These changes are discussed
below.
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Question 4: Teachers’ Recommendations on Additions,
Subtractions _and Modifications of the Observation
Instrument

Alternatively, do the specialists recommend
addition, subtraction, or modification of the
observation instrument items to adapt the
Western-based observation instrument to the
Tanzanian context?

Several additions, subtraction, and modifications of
the instrument were suggested by the teachers. In making
the decision on whether any of the suggested addition,
subtractions and modifications of the observation
instrument were appropriate, the following criteria were
used. In view of the current philosophy of special
education which emphasises normalization (Winzer, 1990),
the appropriateness of methods in the observation
instrument was evaluated as to their ability to foster
students’ ability to cope with the demands of
mainstreamed home and school environment. Thus, the
content of instruction and the methods of instruction
which are used for students with mental retardation
should foster skills essential in helping students adjust
to mainstreamed settings. In addition, any activities and
methods leading to the acquisition of the educational
goals for students with mental retardation should be
retained. Winzer (1990) identified the educational goals
for students with mental retardation as "productivity,
independence, and participation." Yssyldyke and
Algozzine (1984) also identify financial independence . s
one of the goals of education today. If the goals of
normalization are to be met, students with mental
retardation should also be helped to achieve some
financial independence, to the extent possible. The
suggested additions, subtractions and modification of the
observation instrument are discussed below.
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Suggested additions. There were suggestions that items
or a section evaluating the teachers’ wuse of short-
stories, riddles and proverbs should be added to the
observation instrument. Short-stories, riddles, and
proverbs were frequently used in the community and in
educational programs for students with mental retardation
in Tanzania. The prevalence of use of short-stories,
riddles and proverbs in Tanzanian communities and in
programs for students with mental retardation led to the
suggestion that items evaluating the use of these content
areas should be included in the observation instrument.
Many of the observed lessons, especially communication
lessons, included short-stories, riddles or proverbs.
Addition of items evaluating the cultural appropriateness
of the content of instruction was also recommended.
Evaluating of the cultural appropriateness of the content
of instruction involves assessing whether the content of
instruction is relevant to the community life which the
students lead. For example, teaching students to cook
using electric and gas cookers when they use charcoal
burners at home would not be culturally appropriate.
Another example was teaching students who are severely
handicapped to eat using spoons when at home they are
expected to eat using their hands.

Addition to the observation instrument of items that
evaluate whether instruction is condu.:ted in the
situation in which it naturally occurs was also
suggested. This suggestion arose from the fact that
students with mental retardation have problems
transferring learning from one environment to another.
Consequently, it is preferable that students be taught in
the situation where the skills are required in normal
circumstances or situations closely approximating normal
circumstances. Thus, teaching skills in circumstances
approximating where they are required to perform the
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skills eliminates the need for the teachers to spend time
ensuring transfer of skills to the situation. An example
of teaching in the situation in which skills are normally
required is that of teaching eating skills during meal
times. It is the researcher’s view that adding specific
items which evaluate the use of (a) riddles, short-
stories and proverbs, and (b) appropriateness of the
content of the instruction would be dealing with the
content rather than the process of instruction and would
be outside the limits of this study. The purpose of this
study was exploration of the instructional methods used
by the teachers of students with mental retardation.
Hence, evaluation of the content of instruction, although
recognized as important in instruction, was not included
in the study. However, the teachers’ use of effective
instructional methods in presenting short-stories,
riddles, and proverbs was assessed when they were
included in lessons observed. Furthermore, the
appropriateness of the methods of instruction used for
the situation was evaluated in all the lessons observed.
In addition, instructional settings in which the lessons
were conducted were recorded in the anecdotal records,
Part I of the observation instrument. For example, in
two special education units and in one of the special day
school, one day of the school week was reserved for
homebound instruction. Homebound instruction was
intended to help the students transfer skills learnec at
school to the home situation. Furthermore, the teachers
used the opportunity to instruct parents to teach their
children skills which were essential for the children’s
independence and self-reliance in the home environment.
Suggested subtractions. There were suggestions
from the teachers that items on assigning students
homework and the use of the lecture method should be
subtracted from the observation instrument. The
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researcher is of the opinion that the lecture method of
presentation of information should not be left out of the
observation instrument. The reason for retaining the
lecture method is that if students with handicaps are to
be integrated with their non-handicapped counterparts
they need to be able to learn through the same methods.
However, teachers need to make temporary instructional
modifications to ensure that their students learn the
essential information/skills.

Teachers also suggested that homework should also be
left out of the observation instrument. The researcher
believes that homework should be retained because of its
normative and educative functions. Homework is important
as it may work as a method fostering communication
between the parents and the teachers. Homework may also
help parents become aware of their children’s abilities
and may also work as a starting point in parent-chilad
communication. With the present aim of special services
for the handicapped advocating integration in all areas
(The republic of Tanzania, 1984), students in programs
for students with mental retardation should be
familiarized with instructional methods used in regular
school programs. In addition, students with mental
retardation may feel isolated if they do not have
homework to work on when their siblings are working on
their’s.

The teachers were in agreement with the experts that
audio-taping should be left out of the observation
instrument. As noted earlier the researcher believes that
audio-taping is important because of the length and
complexity of the observation instrument and the length
of the lessons observed. Taped lessons may also be useful
in helping teachers during in-service training and when
providing prescriptive feedback to the teachers. 1In

addition, audio-taping may help observers become more
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objective in their evaluation as they will not have to
rely solely on their memory but can refer tc the tape in
case of uncertainty.

One of the teachers felt that the use of "prepared
hand-outs" should be left out of the observation
instrument. The teacher was of the opinion that someone
else other than the teacher would he needed to prepare
the hand-outs. In the researcher’s opinion, someone to
prepare teaching aids is not necessary, teachers can use
the materials available to them to make hand-outs which
are relevant to their instructional purposes. Teachers
may need training in the preparation of hand-outs and
other teaching aids to enable them to produce aids which
will make their instruction more effective.

Suggested modifications. There was a suggestion
that the item on use of quizzes should be altered to read
oral rather than written questions or quizzes. The
researcher believes that the way this item currently
appears can be used to represent both oral and written
quizzes. It is essential to leave this item as it is
because some of the students in the observed programs
have the ability to cope with simple written gquizzes.
However, some clarification may be added to reduce any
misunderstanding of the item on gquizzes. For example,
the following phrase may be added to the item to clarify
it: "either written or oral quizzes as applicable."

As indicated earlier, one of the teachers suggested
that inattention and misbehaviour should be treated very
negatively. The teacher made this comment in view of the
methods of discipline commonly used in the schools and
home. Unfortunately, no documentation of methods used to
control inattention and misbehaviour in Tanzanian schools
and homes was available to the researcher. However, the
following list of consequences of non-compliance with
rules and routines at home and in school was compiled
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from the researcher’s experience in Tanzania and from
verbal information obtained from Tanzanian educators at
the University of Alberta at the time of writing the
thesis.

The usual methods of discipline used in homes in
Tanzania included (a) spanking, (b) scolding, (c¢) loss of
privileges such as being kept away from games or playing
with friends, (d) isolation from peers, and (e) depriving
children of meals (used by a very small percentage of
parents). In addition to using all the consequences for
misbehaviour used at home, teachers also use the
following methods of discipline in schools in Tanzania,
(a) having students perform strenuous exercises such as
running, and push-ups; (b) providing students with
physical activities such as sweeping the school compound,
digging holes and gardening; and (c) being forced to stay
in uncomfortable positions for extended lengths of time,
for example, standing with hands lifted up or kneeling
for a long time.

Among these disciplinary methods the most commonly
used in both home and school situations is scolding and
spanking. Scolding is commonly used for infractions of
minor rules, while caning is used for infractions of
major rules. The type of punishment used also depends on
the age of the child. Caning of young children is more
frequent than is caning of older children. Older children
are expected to be able to understand and heced reprimands
better than young children can. Thus, scolding is used
more often with the older children than it is with young
children. Other forms of physical punishment are used
more freguently with older children than with young ones.
In contrast to the negative methods discussed above,
teachers and parents at times praise other students for
appropriate behaviour in attempting to model and elicit
such behaviour from other students.



Not all of the ethnic groups in Tanzania use the
disciplinary methods discussed above. Some of the ethnic
groups, especially the coastal peoples of Tanzania, tend
to be more liberal and do not use the authoritarian model
used by most ethnic groups in Tanzania. However, the
types of punishment used in schools tend to be similar in
all schools.

Due toc the widespread use of corporal punishment in
controlling behaviour in educational programs, the
researcher looked at some of the disadvantages of using
such methods. Literature on the use of negative methods
of controlling behaviour especially the use of corporal
punishment is discussed below.

Literature on the use of corporal punishment
indicate that corporal punishment does not correct
discipline problems but may cause more problems than it
solves. Hartzell (1975) contended that corporal
punishment did not deter future misbehaviour as was
intended. The lack of deterrent effect may occur because
corporal punishment does not attack the root of the
problem. Hartzell (1975) also asserted that corporal
punishment may inadvertently push a child towards
commitment to a deviant lifestyle. Therefore, literature
overwhelmingly supports the abolition of corporal
punishment (Cryan, 1987; Hartzell, 1975; Henson, 1985;
Maurer, 1981; Ministry of Education Ontario, 1981;
National Education Association, 1972). The rationale
which has led to the persistent use of corporal
punishment has been discredited. Henson’s (1986)
Jdiscussion of the ten myths about corporal punishments
provides a good summary of the reasons often given by
those in favour of corporal punishment and identifies the
falsity of each of these myths. These ten wmyths are
discussed below.

1. "Corporal punishment is time efficient." This is
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not true as teachers who use corporal punishment spend
more time controlling their classes than do teachers who
seek the root of the problem and use other discipline
methods. Since corporal punishment does not have long
term impact (Ministry of Education, Onterioc, 1981),
teachers have to keep punishing students over and over
for violation of rules and routines (National Education
Association, 1972).

2. "The effect of corporal punishment increases with
its use." The effect of corporal punishment actually
diminishes with time forcing a teacher to use more force
each time. Students do not react well to such force.

3. "Corporal punishment attacks the problem head
on." This is not true as corporal punishment attacks the

student causing physical and psychological pain (Cryan,
1987) .

4. "All students dislike corporal punishment." Some
students seek corporal punishment to make teachers feel
guilty. In fact, corporal punishment is a deterrent of
misbehaviour in only a small number of students (Ministry
of Education, Ontario, 1981).

5. "Professional teachers only use corporal
puniishment for the benefit of their students." Most
teachers use corporal punishment to further personal
gains. For example teachers are more apt to use corporal
punishment when they are under pressure.

6. "Corporal punishment is a way of punishing only
those students who misbehave." Punishing one student
communicates the message to the whole class that they can
also get similar punishment. This may frighten or
intimidate some students making them less apt to
participate in class activities. Thus, the psychological
effect of corporal punishment extends to the whole class.
Thus, corporal punishment is detrimental to learning
(National Education Association, 1972).
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7. "Corporal punishment prepares students to live in
a society that punishes those who break rules." Instead
of leading students to conform to the rules of society,
corporal punishment teaches students that might is right
and does not lead students to want to bekave in positive
ways. Cryan (1987) found there was a relationship
between physical purishment in early years and the extent
of involvement in delinquency, violent crimes, and
lawlessness in drivers.

8. "Corporal pul:shment deters aggression." When
children are fa.cd with aggression they try to escape it.
However, if suc: ch:ldren can find no way to escape the
aggression they ~esort to aggressive behaviour (Maurer,
1981). Children’s aggression may be directed to other
children or to destruction of property. Teachers in
using corporal punishment reinforce use of violence which
in many cases has been started in the children’s homes
through the use of corporal punishment (Ministry of
Education, Ontario, 1981). In summary "aggression begets
aggression" (Wesley, 1979).

9. "Some students only understand this type of
communication." In assuming this position teachers
prevent students from learning oth=r ways of solving
their problems. Teachers should help students learn to
solve their problems through self-control and reasoning.

10. "Teachers have a right to do whatever they must
o maintain discipline in the classroom." If teachers
must use corporal punishment they should use it as (a) a
last resort, (b) have a colileague present, (c) forewarn
the students that consequences of non-compliance with the
specific rule or routine will be corporal punishment, and
(d) have a written account of events leading to use of
corgp:val punishment (Henson, 1985. pp.107-109).

In addition to these arguments against the use of
corporal punishment, corporal punishment may cause
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adverse medical and psychological consequences (Cryan,
1987). Thus, although use of physical punishment may
appear to be be:..«ficial in some situations, it has many
negative effects. Alternative methods of controlling
students’ behaviour have been recommended (National
Education Association, 1972; Hartzell, 1975). For
example, Hartzell (1975) recommended the following
alternatives to physical punishment: (a) setting limits
and firmly and constantly reinforcing them through non-
coercive sanctions, while (b) providing the students with
opportunity for success, recognizing and rewarding
positive behaviour and aiding students to develop
academic and social competencies.

The literature discussed above on the effect of
punishment is from North America. Similar studies on
the effect of using punishment should be conducted in
Tanzania. Since the researcher is of the opinion that
the adverse effects of punishment are universal, cnly
positive methods of behaviour managemel.: were included in
the observation instrument.

Thus, modification of the methods on teachers
reaction to inattention and misbehaviour to include
negative methods of control would not be appropriate
because of the disadvantages of using negative methods of
controlling children.

Question 5: The Teachers’ Use of Effective Instructional
Methods
Do teachers of students with mental retardation
in special education classrooms in Tanzania use
appropriate instructional methods based on
North American literature?

As noted earlier, the teachers used appropriate
instructional methods in most of the lessons observed.
However, this researcher believes that more observations
for each teacher are necessary before it is possible to
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make conclusions on the teachers’ ability tc use some of
the methods, for example, pre-teaching skills/information
to be learned later was not observed in any of the
lessons. The researcher recommends more observations for
each teacher because she was not able to assess whether
the teachers observed did not know how to use some of the
methods or whether they just did not have the opportunity
to use them during the few observations made. For
example, in the introduction phase of the lesson, the
teachers could only use one method from each section
during each lesson observed. Use of only one methods of
lesson introduction does not necessarily mean that the
teachers could only use that method. The researcher
believes that, if the teachers were observed more times
and at times asked to use skills they had not been
observed using in previous lessons and/or asked questions
on their reasons for using specific methods, a2 »cviher
representation of the methods used by the te: s of
students with mental retardation in Tanzan.=z -: - their
rationale for their use would be achiever'.

Discussion of research question five .. »nresented
below.

Section A : Introduction Phase of Instruction

It should be noted here that the observer found that

teachers seemed to motivate and gain students’ attention

during the introductory phase in all the lessons
observed.

Number 1: Motivating and Gaining Students’ Attention

As a group, the observed teachers tended to use two
methods in their attempts to motivate and gain students’
attention. Mentioning of skills to be learned (method b)
was observed in 54.6% observations and media was used in
34.1% of the observations, whereas "other methods,"
especially the use of songs, were observed in 34.1% of
thz observations. During most of the observed lessons,
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students seemed to be motivated and attentive most of the
time. However, the researcher could not conclusively
determine whether the teachers knew how to use the other
methods of motivating and gaining student attention
listed in the observation instrument because they were
not used at all or they were used in very few lessons.
The methods which were not used in any of the lessons or
used in very few lessons are listed with the percent of
observations in which they were observed stated in
brackets: (a) predicts students will enjoy lesson (4.6%
of the observations), (b) promises external rewards
(11.4% of the observation), and (c) reminds of criteria
(0% of the observations).
Number 2: Review of Related Previously Learned Materials
Questions were used to review related previously
learned material in 63.6% observations. Written/oral
quizzes were not used .:: any lesson, whereas summaries
were used in 2/44 of the lesson to review related
material previously learned. Most teachers considered
quizzes to be inappropriate for students with low
intellectual functioning in the programs for students
with mental retardation in Tanzania. Written/oral quizzes
could be used with some of the higher intellectually
functioning students. Related, previously learned
materials were reviewed when applicable in all but 2/44
of the lessons, 4.6% observations. Thus, a conclusion
can be made that teachers reviewed previously learned
material when necessary in most of the lessons. The fact
that no teachers used written/oral quizzes in their
review of related previously learnad materials indicates
consensus among the teachers as to its lack of relevance
for the students taught.
Number 3: Pre-teaching

Pre-teaching parts of skills/information to be
learned later was not observed in any of the 44 lessons
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observed. In 13.6% of the lessons observed, pre-teaching
of skills/information to be learned later was not
observed, when it would have been applicable. Pre-
teaching would not have been applicable in the rest of
the lessons (86.4% of the observations made). As no
teacher was observed pre-teaching, teachers’ knowledge
and/or ability to use this method could not be
effectively assessed.
Number 4: Statement of Purpose of the lLesscn

Most teachers stated the purpose of the lesson in
the introduction part of the lesson. However, there were
34.1% of the observations made in which teachers did not
state the purpose of the lesson. Statement of the purpose
of the lesson to students having severe mental
retardation may seem illogical to some of the teachers as
students may have problems understanding the language and
long-term goals.

Section B: Presentation of Skills/Information

Teachers used instructional methods related to
presentation of information/skills when applicable in
most of the observed lessons. However, there were some
methods such as “ie lecture method of presentation of new
information/skills which were not used in any of the
lessons observed. This limited the researcher’s ability
to assess the teachers’ competence in the use of such
instructional methods .
Number 1: Delivery of New Information/Skills

In delivery of new information and or skills,
teachers tended to use (a) demonstration (method a) used
in 77.3% of the observations made; (b) prepared hand-outs
(method c) observed in 25% of the observations made; (c)
questioning to check understanding (method e) observed in
90.9% of the observations made; (d) discussion (method q)
observed in 79.5% of the observations made; (e) drill
(method 1) observed in 38.6% of the observations made;



237

(f) practical exercise, and experiments (method j)
observed in 47.7% of the observations made; and (g) seat-
work (method k) observed in 31.8% of the observations
made. All cther instructional behaviours in this section
of the observation instrument were observed in less than
6/44 of the lessons. Teachers did not use the following
methods to deliver information/skills when they would
have be applicable: (a) demonstration (method a) in 6.8%
of the observations made; (b) prepared hand-outs (method
c) in 4.6% of the observations made; (c) media (method d)
in 6.8% of the observations made; (d) gquestioning to
check students understanding (method e) in 2.3% of the
observations made (e) inviting and responding to
students’ questions (method f) in 6.8% of the
observations made; and (f) game/contest (method 1) in
6.8% of the observations made.

From the data above, it can be deduced that the
observed teachers were well versed in the use of a wide
variety of methods in their presentation of new
skills/information.

Number 2: Clarity of Presentation of Skills and
Materials

Teachers tended to use methods of instruction which
fostered clarity of the presentation of new
skills/information. There were only a few lessons in
which effective instructional methods were not used when
applicable. Teachers clarity in the presentation of new
information/skills was rated as satisfactory in 97.7% of
the observations made. Explanation of unfamiliar words,
use of appropriate rate of speech, proper enunciation,
and use of vocabulary at the students’ level of
understanding were observed in 100% of the observations
made. There was appropriate use of monitoring studants’
attention in 97.7% of the observations made, drawing
attention to difficult points in 95.5% of the
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observations made, avoiding distracters in 90.9% of the
observations made, checking understanding in 84.1% of the
observations made, presenting skills in small steps in
77.3% of the observations made, building in review in
70.5% of the cbservations made, and repeating or
reteaching skills in €68.2% of the observations made.

There were, however, a few instances when effective
instructional methods were not used when applicable as
indicated below. In clarity of presentation of the
material, there were two of the observation sessions
(4.5%) 1in which the teachers, a) did not repeat or
reteach information whan students made consistent errors
in responding to teacher questions and b) did not draw
attention to difficult points, when these procedures were
necessary. In one of the observation sessions (2.3% of
the observations made), the teacher, a) did not have
built-in review, b) did not check for understanding
before moving to the next part of the lesson, and c) did
not present information or skills in small steps, when
necessary. The preceding data clearly indicate proper
use of methods of insuring clarity in the lesson. Thus,
there is no need for in-service training for the group of
teachers observed, but there is need for prescriptive
feedback for some of the teachers.
Number 3: Maintaining Attention

Teachers used most of the methods for maintaining

attention appropriately in most of the lessons observed.
Questions were asked whether students had hands up or not
in 93.2% of the observations made. Media (all types of
teaching aids) were used in 61.4% of the observations
made; media was not applicable in 36.3% of the
observations made. Instructional methcds were changed
when attention was diminishing in 25% of the observations
made while change of instructional methods was not
necessary in 26/44 of the lessons observed.
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The observed teachers used questions and a variety
of media in maintaining attention appropriately in all
but 2.3% of the observations made. Teacher 7 did not use
gquestions and did not use a variety of media in 1/3 of
the lessons, when applicable. Instructional methods were
not changed when attention was diminishing in 7/44 of the
lessons, 15.9% of the observations made. Except for not
changing instructional methods when attention was
diminishing, teachers used all methods of maintaining
attention when appropriate. The researcher believes that
teachers who did not change methods of instructicn were
not aware that the attention of their students was
diminishing. Some of these teachers were engrossed in the
content they were teaching to the extent that they did
not pay attention to the students’ level of attention.
This may have been a result of the researcher’s presence
during the lesson. Although most of the teachers observed
seemed comfortable teaching with the observer in their
classrooms, the effect of the knowledge that they were
being observed may have lead to behaviour not normal in
their everyday teaching.

Number 4: Teachers’ use of Bloom'’s Taxonomy in the

Presentation of Information and Skills

The knowledge level was used in all the lessons
observed; the comprehension level was used in 43.2% of
the observations made, while higher levels were used in
36.4% of the observations made. There was only one
lesson (1/44 of the lessons observed) in which use of
different levels of Blooms taxonomy was rated as
inappropriate. Thus, teachers used the different levels
of Bloom’s taxonomy appropriately in all but one lesson.
Althnugh the use of different levels of Blooms’ taxonomy
was ussessed as appropriate in most of the lessons
observed, teachers may need to use higher levels of the
taxonomy to provide more challenging instruction to their
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students.
Number 5: Seguencing of Instruction

Content of instruction was sequenced appropriately
in most of the observed lessons. Sequencing from low to
higher levels of Bloom’s Taxonomy was observed in 21/44
of the lessons in which information was presented at more
than one level. Presentation of skills from oral to
written and from concrete to abstract was observed in
25% of the observations made. Except for one lesson in
which the presentation from concrete to abstract was
applicable; these methods of sequencing were not
applicable in the other lessons observed. Presentation
cf sequencing of skills orally and at concrete level was
the most appropriate for students in the classrooms
observed due to the low intellectual functioning of the
students. Teacher 8 did not sequence content of
instruction to move from concrete to abstract or relate
students’ personal experience in 1/3 of the lessons when
applicable. Furthermore, this teacher did not move from
previously learned material to new content or end the
lesson by summarising important points in 2/3 of the
lessons. Teachers, 7, 9, and 14 did not end their
lessons by summarizing main points when it would have
been appropriate in 1/3 of the lessons. Thus, teacher 8
did not exhibit four techniques of sequencing content of
instruction when it would have been appropriate. Ending
lesson by summary of important points did not occur when
applicable in 5/44 of the lessons, 11.4% of the
observations made.

Section C: Monitoring Students’ Understanding

The teachers observed used methods of monitoring
student understanding in most of their lessons as
demonstrated by the discussion of results of each cluster
of items below. Teachers’ monitoring of students’
attention was one of the easier group of methods to
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observe and evaluate as teachers exhibited these
instructional methods in almost all the lessons. Teachers
observed were found to be competent in the use of
techniques of monitoring students’ behaviour and in
teachers’ questioning techniques. However, the teachers’
handling of students who did not answer questions and the
teachers, handling of incorrect answers were not done as
well.

Number 1: Techniques of Monitoring Students’
Understanding

The teachers observed received a rating of 4
(monitoring students understanding always when
applicable) in 90.9% of the observations made and a
rating of 3 (monitoring attention some of the time when
applicable) in 9.1% of the observations made for their
use of guestions to monitor students’ understanding.
Teachers asked questions at the knowledge level in 100%
of the observations made while gquestions were asked at
the comprehension level in 50% of the observations made.
Questions were asked at application and higher levels of
the taxonomy in 31.8% of the observations made. Teachers
distributed gquestions among all students in 97.7% of the
observations made. There was only one lesson in which
the techniques of monitoring student attention were not
used appropriately. The data on technigques of monitoring
students’ attention indicates that the teachers observed
were competent in the use of questions at different
levels of the taxonomy.

Number 2: Teachers’ Questioning Techniques

Teachers exhibited appropriate gquestioning
techniques in 100% of the observations made in all but
one of the questioning techniques in methods a to f.

Some of the teachers observed did not use frequent praise
and positive feedback for correct student responses when
applicable. Teachers indicated lack of frequent praise
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and positive feedback in 11.4% of the observations made.
Three teachers failed to provide frequent praise and
positive feedback, one teacher in 3/3 of the lessons and
the other two teachers in 1/3 of their lessops. The non-
use of praise and positive feedback by one teacher in all
3/3 lessons is surprising as most of the other teachers
used this instructional method in all the lessons, when
applicable. Prescriptive feedback is recommended for the
teachers who did not provide praise and positive feedback
as applicable. In-service training is not recommended
because all the other teachers used praise and positive
feedback in all the lessons observed.

Number 3: Teachers Handling Incorrect Answers

Teachers handled incorrect answers appropriately in
most of the lessons. However, there were a few instances
when incorrect answers were not handled appropriately.
Teachers failed to rephrase questions in 13.6% of the
observations made and did not ask simpler questions in
15.9% of the observations made. Other inappropriate
methods of handling incorrect answers were observed in
6.8% of the observations made. Thus, teachers failed to
use the set of instructional methods assessing the
teachers’ handling of incorrect answer in 15 lessons when
they would have been appropriate. Thus, teachers’
handling of incorrect answers was one of the weakest
areas in the instructional methods used by teachers
observed. In-service training for all the teachers
observed may be desirable.

Number 4: Teachers’ use of Techniques for Handling
Students who Do Not Respond to Questions

In general, teachers handled appropriately students
who did not respond to questions. However, verbal cues
were not used when appropriate in 2.3% of the
observations made and the teachers did not use gestural

cues when required in 4.6% of the observations made.
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Physical cues were used appropriately in all lessons
observed. Teachers did not answer questions and move on
in 2.3% of the observations n~Jde, whereas teachers did
not ask someone else to answer the gquestions when it
would have been appropriate in 4.6% of the observations
made. Teacher 14 did not use three techniques in this
section when appropriate, teacher 8 did not use two
techniques, while teachers 3 and 12 did not use one.
Section D: Use of Guided Practice

Number 1: Teachers’ Provision of Time for Guided

Practice

Time was provided for guided practice in 95.5% of
the observations made. Ratings of the provision of time
for guided practice were satisfactory (ratings of 3 or 4)
in all but 2.3% of the observations made in which a
rating of 2 was received.
Number 2: Teachers’ Practices During Guided Practice

In most lessons whe-= auided practice was used,
"teachers’ practices during guided practice" were rated
as satisfactory (a rating of three or four). However, in
2.3% of the observations made, teachers (a) did not use
prompts where applicable, (b) did not provide frequent
practice, and (c) did not require choral group responses
when applicable. Prompts were not faded when applicable
in 11.4% of the observations made. In addition, teachers
did not ask questions of all students in 4.6% of the
observations made. Guided practice activities in the
observed classes involved having the students copy
letters or numbers from the chalk board onto slates or
into exercise books.
Number 3: Reinforcement During Guided Practice

Although teachers used social praise, such as,
students clap hands for students as reinforcement, in
93.2% of the observations made, they did not use other
types of reinforcements which would have been
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appropriate. Teachers did not use descriptive praise when
applicable in 45.5% of the observations made, and when
used, unsatisfactory ratings were assigned to 6.8% of the

observations made. Social praise was not used when
applicable in 6.8% of the observations wade, and 4.6% got
an unsatisfactory rating. Social privileges were not

used when applicable in 88.6% of the observations made
and when used, unsatisfactory ratings were assigned to
6.8% of the observations made. Although token rewards,
may seem a viable method of reinforcement, teachers in
the programs observed would have great difficult amassing
enough reinforcing items for the students to exchange
with acquired tokens. The teachers observed lacked
variety in their reinforcement during independent
practice. This lack of variety may have been due to the
relative ease with which teachers could use the type of
social praise being used in the schools. Although
students seem to be pleased with the social praise
reinforcement used in schools, the researcher believes
that the motivating value of the social praise may
diminish with repeated use over time. The researcher
also believes that use of more personalized and relevant
descriptive praise (describing the behaviour the student
has performed appropriately) in place of the use of the
same verbal praise for all students in all situations may
be more reinfcrcing and informative tc the students. The
words commonly used in the programs observed are,
(kiswahili: Hongera! Imara! Wa!) which is a phrase
congratulating the student on good performance. The only
variation observed was the addition of the students’
names to this verbal praise. In addition, there were two
lessons in which a song was used praising each of the
students when the whole class had done something worth
reinforcing.
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Section E: Use of Independent Practice

Number 1: Teachers’ Provision of Time for Independent

Practice

Time for independent practice was provided in 40.9%
of the observations made. Of all the lessons in which
time for independent practice was provided, only one
lesson received an unsatisfactory rating. In the lesson
where unsatisfactory ratings were received, activities
irrelevant to the purpose of the lesson were assigned to
the students.

Number 2: Teaching Methods Used During Time Provwided for
Independent Practice

Most teachers did not provide students with time for
independent practice. Teachers did not use individual
work—sheets in 2.3% of the observations made when
applicable. Individual work-sheets were used in all but
1/44 of the lessons when applicable. The students’ level
of intellectual functio:iing and the subjects taught may
have influenced provision of time for indepencent
practice. For example, independent practice would not
have been applicable in the communication lessons
observed, whereas it was applicable in writing and
mathematics lessons. In addition, independent practice
activities which students with very low intellectual
functioning could handle and on which they can
concentrate for a long time may have been difficult to
find. Although the researcher indicated earlier that it
is easier for teachers in programs for students with
mental retardation to obtain instructional materials and
equipment than for teachers in the regular school
programs, such materials are still quite limited
restricting the teachers’ ability to offer independent
practice effectively for very low intellectually
functioning students.
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Section F: Classroom Rules and Routines

Number 1: Students’ Knowledge of Classroom Rules and
Routines

Students were aware of the rules and routines in
most of the classrooms observed. Consequences for non-
compliance were also appropriate in most of the observed
programs. Students did not know the rules and routines
of the classroom and the consequences for non-compliance
with rules and routines in 18.2% of the observations
made. Of the teachers who had consequences for non-
compliance with classroom rules and routines, the
consequences were inappropriate in 27.3% of the
observations made. The lessons in which the students did
not know the rules and routines were those classes with
very low intellectually functioning students. The
presence of inappropriate consequences for non-compliance
with rules and routines seemed to depend on the program
in which the teachers were. For example, in one special
education program all the teachers observed had
inappropriate consequences for non-compliance with
inattention and misbehaviour. These inappropriate
consequences included spanking, and using demeaning
comments about a student. An example of demeaning
language is that of one teacher who told students they
were "Zero" if they could not answer questions. When
asked why they used the specific methods of controlling
inattention and misbehaviour, one teacher indicated that
it was the policy of the program. The classes where
consequences were inappropriate were in programs where
the regulation was to use disciplinary measures similar
to those used in the students’ homes. Although the u<e
of similar disciplinary measures at home and school is
commendable because it offers continuity, teachers should
encourage parents to use appropriate consequences instead
of adopting inappropriate methods. The researcher was
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surprised that none of teachers observed used spanking as
a disciplinary measure during the lessons observed. Even
¢+ .~ .1 teachers in programs which identified spanking as

.~ of the disciplinary methods used, none of the
teachers spanked students when the researcher was in the
room. The researcher also observed that some of the
teachers observed, including some of those who did not
identify spanking as one of the disciplinary measure used
in the programs, had a stick on their desks or somewhere
else in the room. That the teachers may not have wanted
the researcher to see them using corporal punishment led
the researcher to conclude that most teachers may have
believed that the use of corporal punishment was wrong
whether it was accepted in the school or not. The
researcher also learned from the Tanzanian educators at
the University of Alberta that the Tanzanian Ministry of
National Education has regulations restricting the use of
corporal punishment. Therefore, it is imperative that
teachers be trained in the use of alternative metheds of
controlling behaviour.

Number 2: Teachers’ Reaction to Inattention and

Misbehaviour

As a group, the teachers observed did not stop minor
but extended misbehaviour in 11.4% of the observations
made and did not stop disruptive behaviour gquickly in
6.8% of the observations made. In addition, teachers
failed to praise someone else’s behaviour when app!icable
in 34.1% of the observations made. As individuals,
teachers 7, 8, & 9 did not react to misbehaviour and
inattention as appropriate. The teachers did not (a) stop
minor but extended misbehaviour when applicable, (b) did
not stop disruptive behaviour quickly, and ({c) did not
praise someone else’s behaviour ir one or more of their
lessons. Teacher 11 did not stop minor but extended

behaviour or praise someone else’s good behaviour in 1/3
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of the lessons observed. Teachers 2, 10, 12, 13, & 14,
did not praise someone else’s good behaviour in at least
one of their lessons. Praising someone else’s good
behaviour to control inattention and misbehaviour should
be included in in-service training for the teachers
observed as most of these teachers did not use this
method as necessary. Teachers 7, 8, 9, and 11 should be
provided with training in the use of all the skills of
controlling student inattention and misbehaviour
discussed in this section of the observation instrument.
The observed teachers indicated weakness in the use of
instructional methods used for controlling misbehaviour
and inattention. This weakness might be caused by
differences in the beliefs and practic=as in the
disciplining of children in the Tanzanian society and
North American societies. The researcher is of the
opinion that in-service training of teachers observed in
the use of positive methods of rontrolling misbehaviour
would be very beneficial to the teachers. As indicated
earlier, the teachers observed may have indicated that
use of corporal punishment was undesirable by avoiding
its use in the presence of the researcher. These
teachers may however not have the necessary skills to
enable them to use positive control methods.

Question 6: Instructional Areas Requiring Improvement
Does the observational instrument identify
specific areas of instruction requiring
improvement? That is does it indicate the need
for in-service for several teachers and/or
prescriptive feedback to a specific teacher?

This observation instrument identified specific
areas of instruction requiring improvement. In the
following discussion, in-service needs and prescriptive
feedback needs are identified.
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Identified In-service Needs of the Teachers Observed

Any of the methods in which three or more teachers
failed to display teaching behaviour when applicable has
been recommended as an area for in-service training for
the teachers. Another criterion used for determining
whether training in an instructional method should be
included in the in-service training is the assessment of
whether methods not observed could have enriched the
lesson if used. All the teachers observed may benefit
from the recommended in-service training by gaining new
insight into the use of different methods of instruction
as well as through interaction with other teachers. The
instructional areas in which in-service training would be
beneficial to the teachers observed are identified below.

1. Although students involved in all the lessons
observed appeared to be motivated and the
teachers gained students’ attention easily,
teachers in this group may benefit from an
in-service course on the use of the methods in
Section A, Number 1, Methods a to e., to
motivate and gain students’ attention. These
methods include (a) making statements
predicting enjoyment, (b) mentioning skills to
be learned later, (c) promising external
rewards, (d) reminding students of later
requirements, and (e) using media. Such
training could equip teachers with a greater
knowledge and competence in the use of these
methods in order tc add variety to their
lessons.

2. In-service training in the use of pre-teaching
as a methed of instruction may be beneficial to
teachers in this group as no teachers used it.

3. In-service training in statement of purpose of

the lesson would be advantageous to this group
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of teachers as the statement of purpose was
rated as unsatisfactory in 34.1% of the
observations made.

A fourth instructional method which should be
included in an in-service training program is
avoiding use of distractors to ensure clarity
of the presentation of new skills/information
(Section B, Number 2, Method f). This teaching
method should be included in in-service
training as 5/15 of the teachers did not avoid
distractors in their lessons.

Changing instructional methods when attention
is diminishing (Section B, Number 3, Method c)
should be included in in-service training as 5
teachers in total of 7/44 of the lessons did
not use this method when applicable.

Training on the presentation of skills/
information at different levels of Bloom’s
Taxonomy (Section B, Number 4, Method b and c)
is also recommended as an in-service training
topic for the group of teachers observed.
Restricted use of the higher levels of Bloom’s
taxonomy is acceptable due to the low levels of
intellectual functioning eof individuals with
mental retardation. However, this method

of instruction should be included in an
in-service course to strengthen the teachers’
ability to use higher levels of the taxonomy
when applicable.

Observed teachers should also be provided with
in-service training in ending lessons by
summarising main points (Section B Number 5,
Method f). Four teachers did not erd their
lessons with a summary in a total of 5/44 of
the lessons observed.
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In-service training in appropriate ways for
teachers to handle students’ incorrect answers
should be provided for the group of teachers
observed (Section C, Number 3, Methods a and
b) . Four of the teachers obssrved did not use
appropriately methods of handling students’
incorrect answers.

Fading of prompts once students become more
competent in the use of skills (Section D,
Number 2, Method b) should be included in in-
service training for the teachers observed.
Teachers failed to fade prompts as appropriate
during guided practice in 5 of the 44 lessons
observed.

Use of techniques for handling students who do
not respond to questions (Section C, Number 3,
Method a and b) should be included in
in-service training for the teachers observed.
Four teachers did not use appropriately
techniques of handling students who do not
respond to gquestions.

Teachers should receive training on the use of
reinforcement during guided practice (Section
D, Number 3, Methods a to e). The teachers
observed used social praise for reinforcement
in their lessons. Social praise used in all
lessons was restricted to clapping of hands
with accompanying verbal praise. Descriptive
praise was also observed in a few lessons.
Other types of reinforcement were not observed
in any of the lessons. Thus, the researcher
believes that the teachers observed would
benefit from an in-service course on the use of
different methods of reinforcing students.
The importance of students’ knowledge of
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classroom rules and routines and how teachers
can achieve this goal should be included in
in-service training for the observed teachers
(Section F, Number 2). The group of teachers
observed would benefit from in-service

training to enhance students’ knowledge of
classroom rules and routines as well as the use
of appropriate consequences for non-compliance
with classroom rules and routines.

In-service training should be provided in
appropriate teacher reaction to inattention and
misbehaviour (Section F, Number 2). Nine of
the 15 teachers failed to display appropriate
reactions to students’ inattention and
misbehaviour. Thus, in-service training in
appropriate reactions to student inattention
and misbehaviour would be beneficial to the
teachers observed.

Prescriptive Feedback

1.

Teacher 7 should be provided prescriptive
feedback in the use of methods of maintaining
attention as there were instances when this
teacher did not use appropriate methods to
maintain students’ attention. These instances
included failure to (a) ask guestions of any
students whether they volunteer or not, (b) use
a variety of media, and (¢) change
instructional methods when applicable in one
lesson and (d) change instructional

method when attention was diminishing in second
lesson.

Prescriptive feedback should be provided to
teacher 8 on the use of sequencing of

instruc*:; . T<cher 8 did not exhibit four

technigus- 1 = suencing of instruction. The



253

techniques the teacher failed to exhibit
included (a) moving from concrete to abstract
materials, (b) relating instruction to
students’ personal experience, (c) moving from
the content of previous instruction to new
content and (d) ending lessons by summarising
main points.

3. Prescriptive feedback should be provided to the
three teachers 6, 7, & 8 who failed to use
praise and positive feedback in a total of 5/44
of the lessons. In-service training for all
teachers was deemed unnecessary as all the
other teachers used praise and positive
feedback in all the lessons observed.

4. Teacher 13 should be provided with prescriptive
feedback on the provision of guided practice as
this teacher failed to display this method,
when applicable.

Inter-Observer Reliability

The inter-observer reliability calculation posed
some problems for the researcher because of the small
sample included in the study. The research was thus
limited to the use of inter-observer percent agreement
figures as all other statistical programs which could
have been used are more appropriate for larger samples.
In addition, the amount of missing data caused by the
fact that some of the instructional methods were not
observed also caused difficulties in analysis of the
inter-observer reliability. For example in Part II,
Section A, where only the instructional methods were
identified and in which the teachers displayed only a few
of the instructional methods possible, there was a lot of
missing data.

The percent agreement of the two observers varied

immensely with 100% agreement in some methods and as low
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as 22.2% agreement in others. The lo¥ percent agreemenrt
may indicate that the two observers were using different
criteria for assessing the specific method of
instruction. The second rater did not receive any special
training in the use of the observation instrument. This
observer also did not have experience in the use of
observations procedures. Thus, the observation
instrument received a very stringent test of reliability-
the worst case scenario in which an untrained,
inexperienced observer used the instrument. As mentioned
earlier it is possible that untrained and inexperienced
people could use the observation instrument. The lack of
observer training in the use of the observation
instrument and in the use of observation procedures in
general, may have contributed greatly to the low inter-
observer agreement. The researcher believes that with
rigorous training, different observers could learn to use
the instrument in a reliable manner to assess the
instructional methods used by the teachers. It is
essential that observers receive instruction in the use
of the instrument and that they achieve at least some
minimum acceptable level of reliability. However, it may
be necessary to make some modifications to some of the
items on the observation instrument. Some of the
instructional methods which need clarification are those
in the introductory phase of the lesson. For example, the
method of motivating and gaining students’ attention by
predicting enjoyment should be clarified on the
observation instrument so that the observers only record
this as observed when the teacher makes a statement
predicting enjoyment and not when enjoyment is only
implied »y their actions.

Other items on the observation instrument that may
need to be modified because of low inter-observer

agreement are listed below. The percentage agreement
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between the ok "2rvers is indicated in parentheses.
Sect.ion A: (a) Predicts enjoyment (33.3%), (b) Use of
summary in review of materials learned earlier (33.3%),

(c) Pre-teaching, observed (44.4%) and not applicable

(22.2%), (d) Maintains attention (48.2%). Section B: (a)
Media (44.4), (b)Inviting and responding to students’
qguestions (33.3), (c) Focused discussion (44.4%), (d)

Seat work or homework assignment (55.6%), (e) Teacher
repeats or reteaches information if necessary (55.6%),
(f) Explanation of unfamiliar words and concepts
(33.3%), (h) Avoids use of distracters (44.4%), (1) Uses
of a variety of media to maintain attention (55.6%), (3J)
Frequently changing instructional methods (55.6%), and
(k) Presentation of materials at lower level of Bloom’s
taxonomy before materials at higher levels (55.6%).
Section C: Providing answer and moving on to other
questions (22.2%). Section D: (a) Provision of
descriptive praise (33.7%), (b) Social privileges {(22.2%)
and (c) Token rewards (55.5%) and in Section F: (a)
Teacher stops extended but non-disruptive behaviour non-
disruptively (44.4%), (b) Stopping disruptive behaviour
quickly (55.6%), and (c) Teacher praises someone else’s
good behaviour (37.5%).

Before changes are made, additional reliability
studies should be conducted with trained and experienced
observers.

General Comments on the Observation Instrument, the
Procedure and the Training of Observers

The researcher found observing the lessons and
taking the anecdotal records easy to do. However, any
recording of the teaching methods on the observation
instrument was difficult to do during the lesson. The
researcher also experienced some difficulties in making
decisions as to whether some of the teaching methods
would have been applicable. The difficulty mainly
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occurred when the lesson was well taught and when
instructional methods used were appropriate. The
researcher found difficulties making decisions as to
whether any other methods of instructional methods were
applicable. This was complicated further by the fact
that teachers in a single lesson could not be expected to
use all of the instructional methods in all of the
sectionsi of the observation instrument. For example, in
the input phase of the lesson, there were 12 teaching
methods of delivery of new information/skills observed.
However, in the researcher’s opinion the observation
instrument was adequate for the purpose of the study,
which was to survey the instructional methods of teachers
in programs for students with mental retardation.

Training of individuals expected to use the
observation instrument may take a long time since the
results of the inter-observer agreement indicate a need
to discuss the meaning of each item and the criteria for
placing it in each category.

The procedure of conducting classroom observation
and completing the okservation instrument may be too time
consuming to be applicable in a system with very few
supervisory personnel in the all areas of education, and
especially in area of special education. A shorter
edition of the current observation instrument may be more
appropriate for Tanzanian special education personnel to
use.

In spite of the shortcomings of the observation
instrument, it may be useful as a guide to teachers to
evaluate and improve their own performance. The
observation instrument may also be useful in making in-
service training more prescriptive, time-saving and
efficient in focusing on particular teacher needs.
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Conclusion

The results of the current study indicate that
special education experts and teachers think that the
same methods of effective instruction are suitable for
both Nor:th America and Tanzania. However, they offered
some suggestions for modification of the observation
instrument for its improvement. Only clarification of
items was made, as most of the recommended changes were
not appropriate, when a criteria of the normative
function and the goals of instruction for students with
mental retardation were used to evaluate them.

The teachers of students with mental retardation
generally used effective instructional methods identified
in the North American literature. However, there were
several areas of instruction which were identified as
needing improvement. In-service training for all of the
teachers or for a small group of teachers, or
prescriptive feedback for specific was teachers
recommended. The procedures of observing and completing
the observation instruments is too time consuming to be
practical for everyday use. A suggestion was made for a
shorter version of the observation instrument. However,
the observation instrument as used served the purpose of
this study adequately as it helped identify instructional
methods used in programs for students with mental
retardation in Tanzania.

Recommendation for Future Research

1. The observation instrument developed for the current
study should be translated into Kiswahili and used in
similar research to assess its applicability to the
Tanzanian context before the instrument is recommended
for widespread use in special programs in Tanzania.

2. The observation instrument should be used with a
larger number of teachners including teachers with less

than two years’ experience, teachers from all regions and
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as well as teachers in programs for students having other
handicaps,i.e., visual handicaps, hearing handicaps, and
orthopaedic handicaps.

3. Teachers included in & similar study should be
observed six times to enable the researcher to observe
use of all the methods of effective instruction in more
detail. The observers will then be able to record the
frequency of occurrence of each method instead of the
general rating method used in the current research.

4. Teachers should be observed in an impromptu manner to
avoid any special preparations by the teacher which may
occur when they know of a forthcoming observation. There
were some indications that some of the teachers retaught
lessons which had been previously taught. For example,
the researcher happened to hear one teacher teaching a
lesson from outside and was surprised when the teacher
repeated the same lesson with the same students during an
observation. Impromptu observations would be used to
determine the frequency with which tne teachers use
effective instructional methods in their regular
teaching.

5. Before modification of any of the items on the
observation instrument is made, additional reliability
studies should be conducted with trained and experienced
observers. As well, follow-up studies should be
conducted on the specific items on which low amounts of
agreement were obtained to determine what specific
aspects of the items led to lack of agreement.
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APPENDIX A
Special Education Instructional Delivery
Evaluation Instrument

Instructions: This obgservation instrument is constructed for use in
recording observations of teachers of students with mental retaxrdation.
The observation instrument should provide information on a teacher’s
instructional delivery procedures. Users of this instrument need
training in its use to increase the validity and reliability of the data
recorded. Part I (anecdotal data) should be recorded in the classroom
during observation concurrently with audio-taping of the teachers’
instruction of an entire lesson. Part II of this observation instrument
can be completed in part during and following the observation with the
help of the audio-tape, or it can be completed entirely form the
informatirn on the audiotape, after the observation.

General Information
Name of teacher:
Highest academic level attained by the teacher:

Teacher’s experience in the regular classroom: Yrs Mths.
Teacher ‘s experience with students having mental retardation:
Yrs Mths.

Name of the Instructional Program where the observation takes place:

Age of the students in the program:
Functional Level of students (e.g., educable, trainable, or
dependent ) :

Subject taught during observational period (e.g. functiona..
mathematics):

Group Size:
Date of Observation:
Length of Lesson observed:

Recording interval frcm to
Name of observer:
Record whether this is the 1lst, 2nd, or 3rd observation:

Purpose of the lesson (knowledge and skills):

Are the skills being taught for the first time (acquisition)?

Are students being taught to perform new skills in a rapid, consistent
manner (fluency)?
Are students being taught to perform new skills in a variety of
conditions (generalization training)?

Are students being tested in their ability to recall skills taught
in the near or distant future (maintenance training)?
Time used to record and interpret information on this obser-ation form:
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PART I

Directions: Describe the instructional setting. Including instructional
grouping arrangement, the number and kinds of tesks occurring. For
example, students are seated in a circle in front of the teacher. The
teacher is reading from a book in which singular and plural nouns are
mentioned on one page, on the opposite page are pictures of singular and
pPlural objects corresponding to those mentioned on the other page. The
teacher reads a passage and then shows the picture to the students and
randomly asks one of them to point to the appropriate singular or plural
object(s).

Observations
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Directions: Describe any unus...l occurrences (e.qg., interrupticn by
parent, visitors or school administration, or one of the students
getting sick) during the observation.

Anecdotal notes
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PART TWO

Directions: For part two ind ate with a {\) any
procedures observed in each 7+ "an unit observed.
During or following the op: ~rwation circle the
number that is most represer '~ of the observed
behaviour in items which rey . rating. The
following rating guide shsul - .« used:

4 Means the teacher usuall 28 when required;

3 Means the teacher somet ir  uses when required:
2 Means the teacher rare}: uses when required;

1 Means the teacher nevey us®s when required.

eacher sometimes
uces when required,

teacher rarely uses

teacher usually uses
when required,

when required,
teacher never uses
when required.

&
[

Section A: Lesscn Introdw - tion.

l. Teacher in lesson introduction attempts to

motivate students and gain attention by

(a) making statements predicting that
group will enjoy the activity

(b) mentioning information or skills the group
will learn

(c) promising external reward for good
attention or work

(d) Reminding students, about later
requirements, such as tests, based on the
lesson

(e) using media to motivate students (describe)

(£) Other (specify):
(g) RATE: teacher’'s use of above techniques for
gaining and maintaining student attention ----| 4 3 2 1

2. Teacher reviews related materials previously
learned through

(a) questions
(b) quizzes

(<) summary

(d) not observed

(e)
(f)

not applicable
other observations or comments:

3. Teacher pre-teaches parts of skill\knowledge to
be taught later

{a)____ observed
(b) not observed
(¢) not applicable

(d} othes observations and comments:

4) Statement of purpose of the lesson

(a) teacher sharxes with students the purpose of
the lesson

(b) teacher specifies objectives in terms of
what students are expected to learn

(c) Other observations and comments:

(d) not applicable

{({e) Rate: teacher states goals of instruction as

AboVe e




Instructions: In all the following categories,
indicate whether the teacher behaviours being
rated are applicable to the lessons being observed
Each category should be rated as

P:v present or P |A
P:X not present e.g., (a) TP |
and A:v applicable or {(b) X X
A:X nct applicable (c) X

Section B: Presentation of the new material or the
input phase

1. Delivery of new information Oor gkills: Which of
the following instructional methods are used in
accomplishing the objectives of the lesson?

(P stands for present and A stand for Applicable)

P|A Make an X or av under both P and A

(a) __|_ demonstration in front of the ciass

(b) _|_ lecture

(c) _|_ repaired hand-outs (diagrams or teaching
aids)

(d) _i_ media (filmstrips, slides, tapes, records)

{(e) _|_ questioning students to check
understanding

(f) _|_ inviting and responding to students
questions

(g) _}|_ focusea discussion (prepared sequenced
questions)

(h) _|_ students take turns reading or reciting

(i) _|_ drill (flash cards, math tables, chorus
guestions)

(J) _|_ practical exercise or experiment

(k) _|_ seat-work or homework Aassignment

(m) _ | game, contest

(m) _}_Other (specify) _
(Adapted from Good and Brophy, 1978)

(n) RATE: teacher demonstrates or models skills to
be learned and materials are used (teacher spends
a lot of time in demonstration, repeats the skills
/information, and uses multiple examples) _
2. Clarity of presentation of material

P{A Make an X or a\.  under both P and A
(a) _|_ teacher repeats or reteaches information

necegsary such as when sStudents make

consistent errors in responding to teacher

questions .
(b) _|_ the lesson has a built-in review
(c) _|_ teacher explains unfamiliar words and

concepts

teacher usually uses
when required,

teacher sometimes
uses when required,

teacher rarely uses
when required,

m
]
m
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(d)

(e)
(£)

(1)

the teacher monitors, through gquestioning
and other activities, and adjusts the
lesson to provide more clarity

the vocabulary used is at the s3tudents
level of comprehension

the teacher avoids the use of distracters
such as "ee", "mm" and "sawa™. These are
kiswahili expressions commcnly used by
teachers which distract students but which
do not enhance student understanding
teacher s rate of speech is appropriate
(students have no difficultiesg keeping up
with the teacher directions)

teacher uses good enunciation

teacher checks understanding before moving
to the next part of the lesson

draws attention to < ifficult points
teacher presents skill/infcrmation in
small steps (Adapted from Good & Brophy,
1978, MacCannell & Young, 1980)

other observations and comments:

(m) RATE: the extent to which a to m above are

observed

3.

- — i —— —— —— " — — — S T T - — = o — - U S o ——

Maintaining attention:

(a)
(b)
(c)

(d)

4.

P

a

Make an X or atv under both P and A
teacher asks questions to any students
whether they have their hands up or not
teacher uses a variety of media (Specify):

teacher frequently changes instructional
methods when it appears that the students
attention on an activity is diminishing.
Other observations or comments:

At which of the following levels of Bloom'’s

taxonomy was the information or skill presented?

(a)

(b)

(c)

P

A

Make an X or a v under both P and A
knowledge (involves students remembering,
memorizing, recognizing and recalling
information) in the same form as initially
taught.

comprehension (involves students
interpreting, translating, extrapolating
and describing in own words)

application and other higher levels of
the taxonomy (e.g., applies knowledge and
skills to problems that are different
from, but parallel to those provided
during instruction)

teacher usually uses
when required,
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teacher rarely uses

ed,

teacher never uses
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(a)

(e) RATE: the extent which the teacher uses

different levels of Bloom’s taxonomy
(1) knowledge:

(ii) comprehension:

(1ii) higher levels of the taxonomy:

Other observations and comments:

5. Sequencing of content of ingtruction
P{A Make an X or a v under both P and A

(a) _|_ materials at the lower level of Bloom’s
taxonomy were presented before the
material at the higher level

(b) _|_ moves frem concrete to abstract (hands on
to symbols, blocks to numerals)

(c) _ moves from content of previous instruction

~ to new content

(d) __|_ relates student’s personal experiences to
new content

(e) _|_ moves from oral to written work

(f) _)_ ends by summarizing main points in the
lesson (closure)
(Adapted from MacCannell and Young, 1980)

(g9) _ Other (Specify)

Section C: Monitoring Student Understanding

1.

(a)

(b)

(c)

(d)

Teacher'’'s techniques for student understanding

monitoring

P

A

Make an X or a v under both P and A

teacher asks questions to monitor

student’s understanding (indicate

frequency)——=———remmr e

teacher asks questions at the different

levels of Bloom’s taxonomy: Indicate the
levels cbserved below.

(i) knowledge (involves students
remembering, memorizing, recognizing
and recailling information)

(ii) comprehension involves students
interpreting, extrapolating and
describing in own words)

(iii) application and above (requires
students to engage in problem
solving and applying information to
produce some results)

questions are distributed among all

students (those who volunteer and

non—-volunteers)

other observations and comments:

teacher usually uses
when required,

Sob b

teacher sometimes

uses when required,
teacher rarely uses
when required,

wWww

NNN

teacher never uses

Lol ol when required.
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2.

Questioning techniques used

(a)
(b)
(c)
(d)
(e)
(f)

P

A

Make an X or a v under both P and A
teacher asks one question at a time, and
waits before asking for a response.
teacher corrects student errors
consistently and immediately.

teacher praises frequently and gives
positive feedback when student responses
are correct.

state questions as clearly and concisely
teacher uses age appropriate language
while gquestioning

teacher attends to the responding student
(adapted from Good & Brophy, 1984;
MacCannell & Young 1980)

dling incorrect answers

(c)

A

Make an X or a v under both P and A
teacher rephrases question

teacher asks a similar but simpler
question

other observations and comments:

4.

Handling students who provide no answers to

guestiong: teacher used the following types of

cues

(a)
(b)

(c)

(d)
(e)
(f)

P

A

Make an X or aiv+ under both P and A
gives students verbal clues to help them
come up with appropriate responses

uses gestural cue, for example, if a
student needs to learn how to grate
coconut using "Mbuzi”, the traditional
instrument used for grating, the
instructor can make appropriate movement
with the hands to remind the student
without actually grating.

uses physical cue, in the example of
grating coconut given above, the
instructor could place his hands on

the students hands to prompt the students
response.

provides the answer and moves to another
question

asks ancther student to answer the
question

other observations and comments:

teacher usually uses
when required,

teacher sometimes

uses when required,

[i/]

Q
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teacher never uses
when required.
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Section D: Guided Practice
1. Does the teacher provide time for guided
practice (involves giving students opportunity to
practice while giving them necessary help to
perform skills correctly) in the lesson?
yes: If yes rate the frequency ~-~~——=————euo
no
other obserwvations and comments:

2. Teachers’ practices during guided practice
include the following:-

PiA Make an X or a v under both P and A
(a) _|_ use of prompts toc elicit appropriate
behaviour (using cues or hints, such a
verbal or gestural hints of the required

response)
(b) _|_ fades prompts used until no prompts are
necessary for performance of skill
(c) _|_ provides frequent practice
(d) _|_ asks questions to all students
(e) _|_ uses choral group response
(f£) _'_ Other observations and comments:

{g) RATE: the frequency with which teacher uses

prompts to elicit performance from students:

3. Indicate the type of reinforcement used by the
teacher and rate its use

P|A Make an X or a v under both P and A
(a) __|_ descriptive praise (such as stating to the
child "I like the way you are working
quietly at your desk”). RATE: ~———e—eeee--

(b) _|_ social praise, e.g., nodding or smiling
(specify): RATE:
(c) _|{_ social privileges, e.g. a chance to

discuss something of interest with the
teacher. RATE: —w——~————c—m—em e e

(d) _|[_ food rewards. RATE: ——=——————m—o———emew————
(e} _|_ token rewards. RATE:-——-——~—mm—meemene————
(£) other observations and comments:

Section E: Independent Practice
l. Does the teacher provide time for independent
practice (giving students opportunity to practice
acquired skills or information without teachers
help?
Yes: If yes rate the frequency—--—-——==—-cceua—-—
No
Other observations and comments:

teacher usually uses
when reguired,

teachef

o

wometimes

uses when required,

W

Www

teacher rarely uses
when required,

N

NN

teacher never uses
when required.

[

[
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2.

Teacher‘’s practices during independent practice
include

the following:-

(a)

(b)
(<)

)4

A

Make an X or ay under both P and A
providing students with individual
work—sheets

assigning students individual work-sheets
other observations and comments:

Section

1.

6: Classroom Management Skills Used

Classroom rules and routinas

(a)

(b)

(c)

(4a)

P

A

Make an X or a v under both P and A

the teacher has well established clasgsroom
rules and routines, these are procedures
used in activities such as distributing
materials, moving from one activity to
another, and entering the classroom after
recess

the consequences are well known by the
students

the consequences for non compliance with
rules and routines are appropriate
(adapted from Good & Brophy, 1978)

other (specify):

2.

Teacher’‘s reaction to inattention and

migsbehaviour
migbehaviour

(a)
(b)

(<)

(q)

(e)

P

A

Make an X or a v under both P and A
teacher ignores brief, non-disruptive
misbehaviour

teacher stops minor, but extended
misbehaviour non disruptively, e.g., uses
non-verbal cues such as eye contact,
gestures, touch or moves close to the
misbehaving student

teacher stops disruptive behaviour
gquickly, e.g., calls student’s name, or
calls for attention or work but does not
over dwell on misbehaviour.

teacher praises someone else’s good
behaviour (adapted from Good & Brophy,
1978)

other (specify):

teacher usually uses
when required,

teacher sometimes

uses when required,
teacher rarely uses
when required,

teacher never uses
when required.
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APPENDIX B

Special Education Instructional Delivery
Evaluation Instrument

Instructions: This observation instrument is constructed for use in
recording observations of teachers of students with mental
retardation. The observation instrument should provide information on
a teacher’s instructional delivery procedures. Users of this
instrument need train’- j in its use to increase the validity and
reliability of the data recorded. Part I (anecdotal data) should be
recorded in the classiroom during cbservation concurrently with audio-
taping of the teachers instruction of an entire lesson. Part II of
this cbservation instrument can be completed in part during and
following the observation with the help of the audio-tape, or it can
be completed entirely form the information on the audiotape, after
the observation.

General Information

Name of teacher: 1

Highest academic level attained by the teacher:RT

Teacher’s experience in the regular classroom: 14 Yrs 0 Mths.
Teacher’s experience with students having mental retardation:
2 Yrs 3 Mths.

Name of the Instructional Program where the observation takes place:
School 1

Age of the students in the program: 10 to 15 Yrs old.

Functional Level of students (e.g., educable, trainable, or
dependent): Educable

Subject taught during observational period (e.g. functiocnal
mathematics): Functional communication

Group Size: 7 students

Date of Observation: 25th October, 1990.

Length of Lesson observed: 15 minutes

Recording interval from 9:10 am. to 9:25 am.

Name of observer: Mary Mbova

Record whether this is the 1lst, 2nd, or 3rd observation: 1lst
Purpose of the lesson (knowledge and skills): To improve student’s
oral communication through having them introduce themselves and tell
stories.

Are the skills being taught for the first time (acquisition)? No
Are students being taught to perform new skills in a rapid,
congsistent manner (fluency)? No

Are students being taught to perform new skills in a variety of
conditions (generalization training)?_No

Are students being tested in their ability to recall skills taught
in the near or distant future (maintenance training)? Yes

Time used to record and interpret information on this observation
form: 45 minutes
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PART I

Directions: Describe the instructional setting. Including
instructional grouping arrangement, the number and kinds of tasks
occurring. For example, students are seated in a circle in front of
the teacher. The teacher is reading from a bock in which singular and
plural nouns are mentioned on one page, on the opposite page are
pictures of singular and plural objects corresponding to those
mentioned on the other page. The teacher reads a passage and then
shows the picture to the students and randomly asks one of them to
point to the appropriate singular or plural object(s).

Observations

Students are seated in rows facing the teacher
who is standing behind her table. The teacher
tells the students the purpose of the lesson. She
demonstrates how to introduce oneself as students
had previously learnt. The teacher leads discu-
ssion through focused questions. Each student
introduces themselves stating their full names
and where they live.

The teacher tells the story of "Kaume
Kenge" a story about a disobedient child. The
teacher askg students cuestions on the story.
Students take turns telling stories.

A teachers aid is present during the
lesson and goes to any students who exhibit signs
of inattention or misbehaviour. Thus the teacher
does not concern herself with class management.
The students were in general attentive and well

behaved.
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Dire tions: Describe any unusual occurrences (e.q., interruption by
parent, visitors or school administration, or one of the students
getting sick) during the observation.

Anecdotal notes

No unusual occurrences were observed
during this lesson.




PART TWO

Directions: For part two indicate with a (v) any
procedures observed in e2ach lesson unit observed.
During or following the observation circle the
number that is most representative of the observed
behaviour in items which require rating. The
following rating guide should be used:

Means the teacher usually uses when required;
Means the teacher sometimes uses when required:
Means the teacher rarely uses when required;
Means the teacher never uses when required.

=N WS

Section A: Lesson Introduction.

1. Teacher in lesson introduction attempts to
motivate students and gain_ attention by
(a)____ making statements predicting that
group will enjoy the activity
(b) v mentioning information or skills the group
will learn

{(c) promising external reward for good
attention or work

(d) Reminding students, about later
regquirements, such as tests, based on the
lesson

(e) using media to motivate students (describe)

(f) Other (specify):

(g) RATE: teacher’'s use of above techniques for
gaining and maintaining student attention -—---

2. Teacher reviews related inaterials previously
learned through

(a) questions

(b) quizzes

(c) summary

(d) y» not observed

(e)____ not applicable

(f) other observations or comments:

3. Teacher pre-teaches parts of skilllknowledge to
be taught later
(a) observed

(b) not observed
(c)_\~_ not applicable
(d) other observations and comments:

4) Statement of purpogse of the lesson

(a) \~_ teacher shares with students the purpose of
the lesson

{b) teacher specifies objectives in terms of
what students are expected to learn
(c) Other observations and comments:
(d) not applicable
(e) Rate: teacher states goals of instruction as
above—~-—rrmr e

teacher usually uses

when required,

teacher sometimes
uses when required,

teacher rarely uses
when required,

teacher never uses
when required.
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Instructions: In all the following categories,
indicate whether the teacher behaviours being
rated are applicable to the lessons being observed
Each category should ke rated as

P: v present or P |A
P:X not present e.g., (a) v v
and A:\v applicable or (b) X |X
A:X not applicable (c) X v

Section B: Presentation of the new material or the
jinaput phase

l. Delivery of new information or skills: Which of
the following instructional methods are used in
accomplishing the objectives of the lesson?

(P stands for present and A stand for Applicable)

P|A Make an X or a v under both P and A

(a) v |\ demonstration in front of the class

{b) X|x lecture

(¢) % |¢ repaired hand-outs (diagrams or teaching
aids)

{(d) X|X media (filmstrips, slides, tapes, records)

(e) n|{x questioning students to check
understanding

(f) X|X inviting and responding to students

|7 questions

(g9) v|v focused discussion (prepared sequenced
gquestions)

(h) XX students take turns reading or reciting

{1) x[X drill (flash cards, math tables, chorus
questions)

(J) X|K practical exercise or experiment

(k) x|x seat-work or homework assignment

(m) x|[x game, ccntest

(m) x|x Other (specify)
(Adapted from Good and Brophy, 1978)

(n) RATE: teacher demonstrates or models skills to
be learned and materials are used (teacher spends

a lot of time in demonstration, repeats the skills
/information, and uses multiple examples)

2. Clarity of presentation of material
P|A Make an X or a v under both P and A

(a) X;X teacher repeats or reteaches information
necessary such as when students make
consistent errors in responding to teacher
questions

X the lesson has a built-in review

X teacher explains unfamiliar words and
concepts

v the teacher monitors, through questioning
and other activities, and adjusts the
lesson to provide more clarity

2 avT
IS IR

teacher usually uses
when required,

teacher sometimes

uses when required,

teacher rarely uses
when reguired,

teacher never uses
when required.
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(e) v the vocabulary used is at the students

- level of comprehension

(f) v | the teacher avoids the use of distracters

|7 such as "ee", "mm" and "sawa". These are

kiswahili expressions commonly used by

teachera which distract students but which

do not enhance student understanding

(g) v v teacher’'s rate of speech is appropriate
(students have no difficulties keeping up
with the teacher directiorig)

« teachar uses good enunciation

w teacher checks understanding before moving
to the next part of the lesgson

% draws attention to difficult points

X teacher presents skill/information in
small steps (Adapted from Good & Brophy,
1978, MacCannell & Young, 1980)

(1) -'- other observations and comments:

K

=0 o
X KIS

(m) RATE: the extent to which a to m above are
observed -————recmemm e e e e

3. Maintaining attention:

P|A Make an X or aw under both P and A
(a) v | teacher asks questions to any students
whether they have their hands up or not
teacher uses a variety of media (Specify):

()

i
(c) %Lix teacher frequently changes instructional
methods when it appears that the students
attention on an activity is diminishing.
(d) Other observations or comments:

4. At which of the following levels of Bloom's
taxonomy was the information or skill! presented?
P|A Make an X or a v under both P and A
(a) v|v knowledge (involves students remembering,
memorizing, recognizing and recalling
information) in the same form as initially
taught.
comprehension (involves students
interpreting, translating, extrapolating
and describing in own words)
application and other higher levels of
the taxonomy (e.g., applies knowledge and
skills to problems that are different
from, but parallel to those provided
during instruction)

{b)

[P
1A

(c) X

x

teacher usually uses

when required,
teacher sometimes
uses when required,
teacher rarely uses
when required,
teacher never uses
when-required.




(d) Other observations and comments:
(e) RATE: the extent which the teacher uses ~
different levels of Bloom’s taxonomy
(1) knowledge:
(1i) comprehension:
(iii) higher levels of the taxonomy:

5. Sequencing of content of instruction
P|A Make an X or a v under both P and A

(a) X |¥X materials at the lower level of Bloom's
taxonomy were presented before the
material at the higher level

¥ moves from concrete to abstract (hands on
to symbols, blocks to numerals)

X moves from content of previous instruction
to new content

v relates student’s personal experiences to

~ new content

X moves from oral to written work

¥ ends by summarizing main points in the
lesson (closure)
(Adapted from MacCannell and Young, 1980)

_ Other (Specify)

2 a2 ©
IS Ix X

(]
IXP<

(9)

Section C: Monitoring Student Underxstanding

1. Teacher‘’s techniques for student understanding
monitoring
P|A Make an X or a v under both P and A

(a) v|w teacher asks questions to monitor

student's understanding (indicate

frequency)——~—=—w—w——aa- e e e —

(b) v | teacher asks questions i the different

- levels of Bloom’s taxonomy: Indicate the

levels observed below.

(1) knowledge (involves students
remembering, memorizing, recognizing
and recalling information)

(ii) comprehension inwvolves students
interpreting, extrapolating and
describing in own words)

X! X (iii) application and above (requires

students to engage in problem

solving and applying information to
produce some results)

(¢) v |v questions are distributed among all

T students (those who volunteer and

non—-volunteers)

(d) other observations and comments:

<
i<

1<
i<

teacher usually uses
when required,

cnbéa

3

teacher sometimes

Www ses when required,

teacher rarely uses
when required,

[ S SH L)
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teacher never uses

=" when required.




2.

Questioning technigues used

(a)
{b)
(c)
(d)
(e)
(f)

3.

P

v

L=

IS
IC

I<
1S

IS
1S

A

Make an X or a . under both P and A

v teacher asks one question at a time, and

waits before asking for a response.

«teacher corrects student errors

consistently and immediately.

teacher praises frequently and gives
positive feedback when student responses
are correct.

state questions as clearly and concisely
teacher uses age appropriate language
while questioning

teacher attends to the responding student
(adapted from Good & 3rophy,1984;
MacCannell & Young 1980)

Handling incorrect answers

(a)
(b)

(c)

P
%

4

-/

A
%
=

w

Make an X or a v~ under both P and A
teacher rephrases question

teacher asks a similar but simpler
question

other observations and comments:

4.

Handling students who provide no answers to

guestions: teacher used the following types of
cues

(aj
()

(d)
(e)
(£)

P
k4

L

=

A
v

p.

IA

(P

Make an X or av under both P and A
gives students verbal clues to help them
come up with appropriate responses

uses gestural cue, for example, if a
student needs to learn how to grate
coconut using "Mbuzi", the traditional
instrument used for grating, the
insttuctor can make appropriate movement
with the hands to remind the student
without actually grating.

uses physical cue, in the example of
grating coconut given above, the
instructor could place his hands on

the students hands to prompt the students
response.

provides the answer and moves to another
question

asks another student to answer the
question

other observations and comments:

teacher usually uses
when required,

teacher sometimes

uses when required,

teacher rarely uses
when required,

teacher never uses
when required.
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Section D: Guided Practice

1. Does the teacher provide time for quided
practice (involves giving students opportunity to
practice while giving them necessary help to
perform skills correctly) in the lesson?

no
other observations and comments:

v yes: If yes rate the frequency —--—-—=~—e—e—e—o

2. Teachers’ practices during guided practice
include the following:-~-

P|A Make an X or a v under both P and A
(2) v|\~s use of prompts to elicit appropriate
behaviour (using cues or hints, such a

verbal or gestural hints of the required
response)

(b) AIX fades prompts used until no prompts are
necessary for performance of skill

(¢) v| provides frequent practice

(d) |~ asks questions to all students

() v|w uses choral group response

(f) _!_ oOther observations and comments:

(g) RATE: the frequency with which teacher uses
prompts to elicit performance from students:

3. Indicate the type of reinforcement used by the
teacher and rate its use

PiA Make an X or a v under both P and A
(a) L |v-descriptive praise (such as stating to the
child "I like the way you are working
quietly at your desk”). RATE: =————w——eea—-
({b) v|v social praise, e.g., nodding or smiling
(specify): RATE:
{c) * I social privileges, e.g. a chance to
|7 discuss something of interest with the
teacher. RATE: —=——m=——m—r—mrm—m e e
{(d) x |X food rewards. RATE: —-—~———m——————mme——————
(e) x|x token rewards. RATE:-—=—~———————————oemm——__

(£)

other observations and comments:

Section E: Independent Practice

1. Doeg the teacher provide time for independent
practice (giving students opportunity to practice
acquired skills or information without teachers
help?

v Yes: If yes rate the frequency-—————==wwm—ewem——-
No

Other observations and comments:

0
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teacher sometimes

“ .ses when required,

www

teacher rarely uses
when required,

N

|8

NN
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teacher never uses
when required.
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2. Teacher’s practices during independent practice

include the followin
P|A Make an X or av under both P and A

(a) x| providing students with individual

work—-sheets

assigning students individual work-sheets

other observations and comments:

no
I X

IS 1%

—_— o~

Section 6: Classroom Management Skills Used
1. Classroom rules and routines

P|A Make an X or av under both P and A
(a) v | the teacher has well established classroom
rules and routines, these are procedures
used in activities such as distributing
materials, moving from one activity to
another, and entering the classroom after
recess
{(b) | the consequences are well known by the

|~ students
(c) v|. the consequences for non compliance with
rules and routines are appropriate
(adapted from Good & Brophy, 1978)
(d) _ other (specify):

2. Teacher’'s reaction to inattention and
misbehaviour
P|A Make an X or a v under both P and A

(a) v | teacher ignores brief, non-disruptive

misbehaviour

(b) X|X teacher stops minor, but extended
misbehaviour non disruptively, e.g., uses
non-verbal cues such as eye contact,
gestures, touch or moves close to the
misbehaving student

(c) v|v teacher stops disruptive behaviour
quickly, e.g., calls student’s name, or
calls for attention or work but does not
over dwell on misbehaviour.

(d) % |v teacher praises someone else’s good
behaviour (adapted from Good & Brophy,
1978)

(e) _ other (specify):

o]
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teacher sometimes

uses when required,

teacher rarely uses
when required,

teacher never uses
when required.
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Appendix C
Inter-Observer Reliability

Section* Teaching Method Percent
agreement
A #1 Motivating and gaining students, attention
(a) Predicts enjoyment 33.3
(b) Mentions information to be learned 55.6
(c) Promises external rewards 77.8
(d) Reminds about later requirements 100.0
(e} Uses media 88.9
A #2 Review of related material through
(a) Questions 66.7
(b) oQuizzes 100.0
(c) Summary 33.3
(4) Not observed 77.8
(e) Not applicable 66.7

A #3 Pre—~teaching parts of information to be
learned later

(a) Observed 44 .4
(b) Not Observed 66.67
(c) Not applicable 22.2
(d) oOther Observations 88.9

A #4 statement of purpose of the lesson
(a) Teacher shares with students the

purpose of the lesson 66.7
(b) Teacher specifies objectives 88.9
(c) Other observations 100.0
(d) Not applicable 88.9

B #1 Delivery of new information or skills

(a) Demonstration in front of the group 88.9
(b) Lecture 100.0
(c) Prepared hand-outs 100.0
(d) Media (filmstrips, slides, tape, etc.) 44 .4

(e) Question students’ to check understanding 88.9
{f) Inviting and responding to students

questions 33.3
(g) Focused discussion 44.4
(h) Students take turns reading or reciting 88.9
(i) Drill (flash cards, math tables,

chorus gquestions) 100.0
(j) Practical exercise or experiment 88.9
(k) Seat work or homework assignment 55.6
(1) Game, contest €6.7

* The sections on this table correspond to the sections in
the observation instrument
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Section Teaching Method Percent
agreement
B #2 Clarity of presentation of material
(a) Teacher repeats or reteaches
information if necessary. 55.6
(b) Use of built-in review 88.9
(c) Explanation of unfamiliar words
and concepts 33.3
(d) Monitoring student understanding 88.9
(e) Vocabulary at the students, level of
comprehension 100.0
(f) Avoids the use of distracters 44 .4
(g) Appropriate rate of speech 100.0
(h) Use of good enunciation 100.0
(i) Checking understanding before moving
to the next part of the lesson 88.9
(j) drawing attention to difficult points 66.7
(k) presenting information in small steps 77.8
B #3 Maintaining attention
(a) Asking guestions of any students
whether they volunteer or not 88.9
(b) Using a variety of media 55.6
(c) Frequently changes instructional
methods 55.6
B #4 Levels of Bloom’s taxonomy at which
the information or skill presented
(a) Knowledge 100.0
(b) Comprehension 88.9
(c) Applicaticn and higher levels 66.7
B #5 Sequencing of content of instruction
(a) Materials at the lower level of Bloom’s
taxonomy presented before the material
at the higher level 55.6
(b) Moving from concrete to abstract 77 .8
(c) Moving from content of previous 838.9
instruction to new content
(d) Relating student’s personal experiences
to new content 88.9
(e) Moving from oral to written work 87.5
(f) Ending by summarizing main points in

the lesson
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Appendix C
Inter-Observer Reliability

Section

Teaching Method Percent

agreement

C #1 Techniques of monitoring student understanding

(a)
(b)

Asking guestions to monitor student’s
understanding 100.0
Asking questions at the different levels

of Bloom’s taxonomy

(i) knowledge 66.7
(ii) comprehension 62.5
(iii) application an higher levels 88.9
(c) Distributing gquestions among all students
(those who volunteer and non-volunteers)
C #2 Use of questioning techniques
(a) Asking one question at a time 100.0
(b) Correcting student errors consistently
and immediately 100.0
(c) Praising frequently and gives positive
feedback when student responses
are correct 88.9
(d) stating questions as clearly and
concisely as possible. 100.00
(@) Using of age-appropriate language when
questioning 66.7
(f) Attending to the responding student 100.0
C #3 Handling incorrect answers
(a) Rephrasing question 100.0
(b) Asking a similar but simpler question 88.9
C #4 Handling students who respond to
questions
(a) Using verbal cues 77.8
(b) Using gestural cues 88.9
(c) Using physical cues 75.0
(d) Providing the answer and moving to
another question 22.2
(e) Asking another student to answer the
guestion 88.9

D #1 Providing of guided practice

a)

Providing time for guided practice in
the lesson 66.7
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Section Teaching Method Percent
agreement
D #2 Teachers’ practices during guided practice
(a) Using of prompts to elicit appropriate
behaviour 87.5
(b) Fading prompts used until no prompts
are necessary for performance of skill 62.5
(¢) Providing frequent practice 75.0
(d) Asking questions to all students 75.0
(e) Using choral group response 87.5
D #3 Using reinforcement
(a) Descriptive praise 33.7
(b) Social praise 66.7
D #3 (c¢) Social privileges 22.2
(d Food rewards 100.0
(e) Token rewards 55.6
E Independent practise
#1 Provision of time for independent 100.0
practice .
#2 Teacher’s practices during independent
practice
(a) Using work sheets 88.9
(b) Assigning students individual projects 66.7
F Classroom Management skills
#1 Classroom rules and routines
(a) The ‘teacher has well established
classroom rules and routines 100.0
(b) The consequencss for non compliance are
well known by the studernts 100.0
(c) Consequences {0y non-compliance to
classroom rules ard routines srce
appropriate 100.0
F #2 Teachers reaction to inattention and
misbehaviour
(a) Ignoring brief, non-disruptive
misbehaviour 88.9
(b) Teacher stops extended but non-disruptive
behaviour non-disruptively 44 .4
(c) Stopping disruptive behaviour quickly 55.6
(d) Teacher praises someone else’s good 37.5

behaviour.




