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Abstract
2

* The objective of the study was to examine the alignment of teacher’s classroom practice
with instructional objectives. It was mainly intended to explore teachers’ focus during
instruction, their practice of stating instructional objectives and the implementation of
assessment technique during instruction. The sample consists of 44 teachers who teach in
grade four in 15 first cycle primary schools of Minjar — Shenjora woreda. These sample
teachers were selected using comprehensive sampling technique. Questionnaire and
observation checklist were used as instrument to gather data. Percentage and mean were
used for analyzing the collected data. The result of the study revealed that three-fourth of
the sample teachers who teach in grade four of the sample schools did not align their
clasgroom practices with instructional objectives. Most of these sample teachers who
teach tn grade four of the sample schools focused more on teaching lesson contents rather
than teaching lesson objectives which omitted information about what the pupils will be
expected to do with the contents immediately after instruction. In addition to this, almost
all of the sample teachers who teach in grade four of the sample schools stated
instructional objectives by deriving from the ready- made list of teacher’s guide book that
reduged the capacity of meeting the current status, needs and readiness of a particular
gro* of students. This practice also undermined the responsibility of the classroom

teachers to determine the learning outcomes and the instructional activities that are well

matched to the current status, needs and readiness of the students.
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CHAPTER ONE

1. Introduction

1.1 Background of the Study

Teaching is a facilitating.process in which the teacher establishes learning environments
that are designed to achieve desired learning outcomes. These learning outcomes are
defined by the stated goals and objectives. The learning environments are all the
influcnces that surround a child and cause him/her to be interested in learning. That
means they include teachers’ behavior, the appropriate use of books and other media; the
development of a nurturing classroom milieu and learning activities that provide the
chyldren with a maximum opportunity to learn (Dubey, 1985 and Jarolimek, 1997). )

»

In addition to this, Reed and Bergemann, (1995) and Joycee and Weil {1996 detined that
tcaching 1s an cxciting process of helping students to discover new sounds with which
thgy can communicate and develop as person, increase their capacity to think clearly and
wisely and build social skills and commitment. They further described that teaching
involves creating an environment in which students can safely suspend the absolutenxess
of their every day realities to enter a world; because the core of the teaching process 1s
the arrangement of learning environments within which the students can interact with
cach other and with their environment and study how to learn.
Y .

In relation to planning for teaching, many writers asserted that teaching is not simply a
scries of ad hoc decision made on the spot instead, it needs a successful planning.
(Arrasian. 1997, Jorolimek, 1997 and Dhand.H., 2004). They also pointed out that to
tecach successfully teachers must plan successfully; successful plgmning means knowing
how to facilitate positive learning experiences for all students. To this effect, teachers usc
their best professional judgment to decide which method, strategy and techniques will
work best tor a particular situation.

In general. these authors argued that, without good planning, successful teaching would
be impossible. Since planning for teaching has to do with time management. They also

pointed out that, designing lesson that poorly match lesson contents with teaching

—_—




strategies is doomed to failure. Because planning instruction is a context —dependent

activity that includes consideration of pupils, teachers and instructional materials.

Concerning teachers’ classroom practice, Chauhan (1979) and Dahnd, (2004) mentioned
that teachers to teach sysfematically and effectively, teachers need to prepare lesson plans
which act as a guide to facilitate instruction and enable the teacher to assess whether
instructional objectives are achieved. To some considerable degree, most teachers control
their instructional effectiveness in their classroom. These active teachers vary their daily
planning using different teaching strategies and techniques tend to achicve more
successes in their teaching. These varieties also serve as a motivation for students; where
as few teachers simply rely on the same old teaching techniques day after day. If one
observes these teachers classroom teaching. he/she finds that either the teacher i1s
delivering information or one of the students is reading from the text book and other
students are silently following him/her in their own textbooks. This practice probably 1s

ll‘conccpl of traditional teaching,.

In relation to the importance of instructional objectives, Airasian (1997) suggested that to
help keeping the real purpose of teaching in mind; it is recommended that teachers
include statement of instructional objectives in their lesson plans. This author also
cxplained that, although instruction can be preceded without clearly defined instructional
objectives. doing so usually means that instruction foeuses on moment — to moment
activities rather than on the more important long — term goals of instruction. This author
also described that instructional objectives are not descriptions of daily teaching
activities: mnstead they are descriptions of what punils are expected 1o get out of these

activitics. b

About driving instructional objectives, Chase (1999) and Morrison (2004) described that
mstructional objectives are derived from task analysis and provide refinement and

implementationssi-goals. These objectives firstly implemented through nstruction and

finally by ussessment,




[n relation to this, minister of education (hence forth MOE, 1999) explained that based on
a certain topic or title of a lesson, the plan is designed so as to attain a certain
instructional objectives which are the main part of a lesson plan. These instructional
objcgtivcs are the sign posts for the lesson. It is mostly believed that, these objectives
should be student- centéred and based on performance indicators. These instructional
objectives serve teachers to assess what the students has been learned, since the terminal
behavior 1s always defined in terms of what students are supposed to learn and what is
expected from them. These instructional objectives also provide constant means of
feedback.
[n addition to this, Amhara National regional state education Bureau (hence forth
ASREB. 2000) indicated that instructional objectives are drawn on what leamners alrcady -
know and what‘they want to know next and all the time the teacher is aware of who the
learners are. Although, there could be controversies about the relevance of objectives,
,ohjccti\*e; have remained an integral part of lesson plans.
(&ccming the alignment of teachers classroom practice with instructional objectives,
Savage and Armstrong (1987) and Shepard (2000) cited in Baye (2007) mentioned that,
teachers usually developed lesson plans for each day of the unit. These lesson plans
provide teachers several special benefits; they help pinpoint the potential problem areas
before actual instruction.. When these potential problem areas are identified, teachers can
think of ways to responded to them, so that pupils learning of the content will be
advanced. they give the teacher a sense ofsconfidence and security. But if the alignment
between teachers’ practices and the instructional objectives is weaker, the attainment of
cducation objectives for the level will be less effective. Therefore teachers should
confirm that their practices are in line with instructional objectives.

-
Hence the ultimate purpose of this research is to examine the alignment of teachers’

classroom practice with instructional objectives.




1.2 Statement of the Problem

In teaching, teachers are expected to focus their attention on attainment of the expected
instructional objectives that are appropriate for children and relevant to the lesson. These
objegtives have an immediate intent of stating actions that are used to clearly identify an
cxpcct‘cd pupils leaming‘ outcomes in order to help; selecting appropriate instructional
methods and resources, communicate to others the purpose of instruction and help to plan

assessment that tell whether or not pupils have learned what was taught. (Airasian, 1997,

and Jarohmek, 1997).

In relation to teachers’ classroom practice, these authors also mentioned that the heart of
te;ching process 1s based on the activities teachers use with their pupils. Teachers’
classroom practices include most of teaching strategies and activities that are to be done
by teachers. The activities of teachers involve; introducing the lesson, delivering of the
input on, the day’s lesson, stabilizing of the input through checking points and
sx‘marizing main points of the day’s lesson. These all activities of the teachers are

aimed at attaining the nstructional objectives which are stated in the lesson plans at'the

beginning that should represent important achievement targets.

In connection to instructional objectives, Morrison (2004) indicated that there are
proponents and oppositions of writing instructional objectives. The proponents readily
accept the 'impor’tance of writing observdble and measurable instructional objectives
whenever possible. Whereas, the oppositions have strong views against such specificity,
believing that objectives are often unnecessary or that the important outcomes of a
program do not lend themselves to objectives statements. They feél that the morc

important long —term outcomes of an instructional program are hard to define and often

immeasurable.

In the Ethiopian context, although there is a common understanding amongst teachers
and cducation expertise about the usefulness of setting instructional objectives, a problem
has been observed in relation to implementing these lesson objectives. In a lesson plan

onc can casily find the specific objectives that are put forwarded by teachers.




Besides. it is not new to find the SMART lesson objectives in some teachers planning
paper, but complaints are heard from supervisors and education expertise that most
teachers designed attractive instructional objectives on their lesson plans, they have been
obscrved that they come across with problems of implementation in the actual classroom
which brings dissatisfaction in some students. Also some parents complained that their
children do not read and write after completing the first cycle primary school grades.

These points indicate that there is a need of examining the problem.

A research on the alignment between objectives, classroom discourse and assessments
was conducted by Rall (2005). It was intended to exam
Cngiti\'c levels of course objectives, instructional strategies and assessment. To guide
the stated objec:tives, basic research questions were posed and descriptive type research
method with convenience sampling technique was utilized. In addition to this, video tapes
-and observation were used as instruments for gathering data. Then descriptive statistics
i‘uding mecans and percentages were utilized for analyZin&the gathered data. The.study
indicated that most of the sample instructors (five of the seven) aligned the cognitive
levels of what they anticipated students to learn through instructional objectives..

However. 1n relation to this problem, no research has been conducted in so many schools

in the rural Woredas of Amhara Region.

To this Sl&d, this study in general is tafgeted to examine whether or not teachers’ .
classroom practices are aligned with instructional objectives in the case of Minijar
Shenkora woreda first cycle primary schools.
To come up with possible fintings, the following research questions were posed
1. Is there alignment between teacher’s classroom practices with instructional
objectives?
1.1 Do teachers concentrate more on teaching contents or lesson objectives?

1.2 How'do teachers state instructional objectives?




1.3 Do teachers employ different assessment techniques to assess their students
learning during instruction in order to identify whether the intended learning

outcomes are achieved?

1} L
1.3 Objectives of the Study
In addition to get answer for the given research questions the research has the following
speeific objectives
' e Examining teachers’ practice of attaining the intended learning objectives of the
lesson
e Finding out teachers’ practice of aligning the lesson delivery with the planned
" structional objectives
e ldentifying the relationship between assessment techniques and the planned
istructional objectives
‘ o Putting forward the recommendation based on the findings of the study.
1.4. Significance of the Study
The finding of this study may have the following significances;
o It will give hint for teachers how to align their classroom practice with
P .instructional objectives so as to attain the intended learning out comes.

e [t will provide some inSights for tleachers how to derive and state instructional
objectives in different circumstances, with differ;:nt students, at different times in
order to fit the unigue characteristics of their paiticuiar pupils and resources.

e [t will help teachers to enhance the implementation of assessment techniques
during instruction that help them to identify whethe; or not the intended
outcomes are achieved in order to plan to; (1) re-teach the lesson, (2) extend the
learning from the lesson through additional practice and (3) progress to more
difficult learning tasks.

e ltmay also scrve as a reference for other researchers to conduct in depth rescarch

on the topic.




1.5. Delimitation of the Study

As has been stated so far, the main objective of this research is studying the alignment of
teacher’s classroom practice with the planned instructional objectives in first cycle
,7 primary schools of Minjar -Shenkora woreda. Whereas, teachers’ perception and attitude

towards instructional objectives are not the focus of the study. In addition to this, students

- ) )
achicvement is not studied.

* 1.6 Limitation of the Study

[Lack of video tape recorder hindered the rescarcher to support observation conducted
on teachers’ classroom practice and to make more detail analysis and discussion on

‘observation check list results.

1.7. Operational Definition of Key Terms

‘\ Alignment  refers to the correct or orderly relationship between teachers’

classroom practice and instructional objectives.
= Driving instructional objectives:- the ability that teachers have to mékc
mstructional objectives appropriate for particular group students and classes
= Instructional objectives: - Are the stated information that tell about specific
- . purpose or target of the lesson

. Classroom practice: - Is the way that[activities take place repeatedly in order to achieve

the desired behavior.




CHAPTER TWO
2. Review of related literature
2.1 What is Teaching?

Teaching is a process of motivating, encouraging, stimulating and building strong self-

image. All these descriptors really define teaching as it is the most important profession.

In this case; teaching requiies teachers who posses a body of specialized knowiedge

which is acquired through training and experience. (Jaroilimek, 1997).

Similar to this, Chauhan (1979) gave a comprehensive definition that teaching is
stimulation, guidance, direction and encouragement of learning. In this definition there
are Tour key words which need explanation; (1) stimulation means to cause motivation in
the learner to learn and to create an urge to learn; (2) direction means that teaching is not
haphazard activity but it is a goal directed activity which leads to predetermined behavior
and the activities of the learner are directed and controlled keeping in to consideration the
ecOnomy of time and efficiency of learning (3) guidance nreans to guide the leartier to
develop his/her capabilities, skills, attitude and knowledge to the maximum for adeqﬁate
adjustment in external environment (4) encouragement means to encourage the learner to
acquire maximum leaming. This author also added that the teacher should make his
teaching meaningful when he/she employs meaningful materials and aids, because

»

meaningful materials and aids create interests in students learning and 1is retained for

s .
longer period.

Similar to this, Brown (1982) and Save the children (2000) defined that teaching is the

process of imparting important knowledge, skills and attitude to students in order to
S~

achieve new behaviors in them. To achieve the desired behaviors, the teacher should

consider imstructional objectives.

In addition to this, Polland and Bourne (1994) and ANRSEB (2000) defined that tcaching
1s a complex pr(‘)ccss that can be conceptualized in many different ways. That means,

teaching as a complex process, different individuals approach in different ways. There arc




-

different ways of being effective in different circumstances with different students at

different times.

About effective and good teaching, Dubey (1985), Morrison (1993), Stephens (1994),
Cruickshank (1995) and éave the children (2000) mentioned that good teaching has more
to do with style than with content; because, good style elevates teaching above the level
of mere drill and rote. It captures the fleeting regard of students, holds their attention,
garbs their interests, entertains them and wins their enduring confidence. This style for
interaction, forming patterns of behaviors and ways of presenting and values are acquired

through practice and experience. They also mentioned that being an effective teacher is
®

judging ultimately in terms of imparting knowledge and values that students can

comprehend and relate to. This is possible when the teacher has thorough knowledge of

the child and the subject matter a good relationship with the learners and interacts with

them using creative and innovative methods of teaching.

4

These scholars also described that effective teachers have an intuitive ability to sense
whether the instruction is getting through to the learners. They are able to perceive when
to slow the pace and when to move ahead more rapidly. They know by the reactions of
the children whether the material is too difficult, too easy or at about the right level of
complc;dty. Such teachers detect which children have learned the material and which
ones will need re teaching. This quality can’best be described as the ability to make astute
observations of the entire process while it 1s in progress and to adjust the teaching act in
accordance with these observations. In general, according to them effective teachers
create a positive classroom atmosphere that supports a strong academic focus.
A

In addition to this, according to these authors, to be effective teacher, information and
knowledge about curriculum and instructional processes is needed in order to conduct
quality program and create conducive learning environments. Learning environment is all
the influerces that surround a child and cause him/her to be interested in learning. In
1()()king at the learning en?ironment, the teacher will consider the pupils, the classroom

matcrials @nd the teacher. So when teachers understand their pupils, they can provide




better programs for them. In general what teachers know about their pupils’ influence

how they teach them.

Coxzceming teachers decision about how and what to teach, Brown (1982) and Morrison
(1993) demonstrated that for some teachers, not too much of a decision is involved;
because, they teach what is in the textbook is good enough for them. But for the other
tecachers, 11 1s not enough merely to teach what is in the textbook. These teachers question
the curriculum every day, wondering, if it is right for their pupils, concerned about
whether or not it is meeting pupils needs. Because the curriculum is not so much what is
found in the printed guide as what the teacher makes of it to the classroom. It is the
tcfigher’s adaptation of it to meaningful leaming experiences that really counts. The
teacher should use the guide as a framework and must feel free to express his/her
teaching methods in the way that can best help make him/her a success in classroom.
II‘ClaliOIX to clementary school teaching, Jarolimek (1997) explained that elcmc:ntary
school teaching requires teachers who like children and 'enjo"y being around them. It also
requires teachers who are endowed with infinite patience. Because, there is necessarily a

considerable amount of care giving associated with good elementary school teaching.

In general. MOE (1994) manifested teaching as; it enables students to solve problems and
to use information for making lives better for themselves, their families and their
communities. It also encourages students to communicate effectively about what they are
doing and what they are learning,

Concerning the approaches™o teaching and learning, Chauhan (1979) and Muiji and
Reynolds (2005) explained that teaching is manifested in various acts that teachers
demonstrate to reflect their commitments to particular philosophy of education. Due to
this reason, teaching has been explained from different angles by different educators.
These scholarswaso suggested that discussing about the most influential approaches or

models to teaching and learning is important. - -

10




2.2 Major Approaches/ Models to Teaching and Learning

Teachers to be effective and successful in their teaching, they have to understand the
major approaches to teaching and leaning on which their teaching methodology is based.
~ (Muiji .and Reynolds 2005 and Leu 2000 cited in Gebeyaw 2007). Thus, the major

approaches or models to teaching and learning are presented as follows.

_2.2.1 Positivist Approach to Teaching and Learning

In positivist approach to teaching and learning, the goal of teaching is to transmit a fixed
knowledge to students. This knowledge is centered on the teacher, who transmits it to

3

st@dents (Arsenau and Rodenburge 1998).

Concerning the teaching —learning process to this approach Leu (1998) cited in MOE
(1999), Leu (2002) and Long (2000) cited in Gebeyaw (2007) indicated that the teachers
la‘ 1S 1epeatmg of siving the preseribed piece of informatias hom the syl
textbooks as efficiently as possible. Thus, the positivist approaches to teaching and
learning emphasize on using pedagogy of rote learning or chalk and talk methodology.
They also pointed out that, in this approach the learner is seen as relatively passive,
simply absorbs and memorizes facts or information that transmits by academic teacher.
These mformation or facts are usually taken from the academic discipline for the purpose
of repeating them.To this effect, in this approach there is less emphasizes on linking facts
and making a coherent and meaningful whole. Instead, just memorize the fact is
sufficient and though to be successful learning. In general, learning to positivist approach

is said to be successful when students can repeat what was taught.

-

S~

2.2.2 Constructivists Approach to Teaching and Learning

Constructivism has been highly influential in education and has led to a variety to new
teaching methods and strategies (Muiji and Reynolds, 2005). In relation to the emerging
out of this apprgach, Gredler (1997) cited in Hailysus (2007) indicated the reason that
students were learning isolated, de contextualized skills and information. Because of this,

educators felt that students were unable to apply their information and procedural zed

skills to real world situation. -

11
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About the emphasis of this approach, Vygotisky (1978) cited in MOE (1999), Copley
(1992) cited in Gebeyaw (2007) and Muiji and Reynolds (2005) described that
constructivist approach to teaching and learning emphasis on the analysis and

interpretation of information, but not just memorization, because, knowledge is produced

- or made meaningfully tRrough interaction between the learner and the world around

him/her. This interaction leads to analyze and interpret information. When a learner
analyzes and interprets information, he/she produces or constructs knowledge or new

ways of looking at the world.

According to these authors, the principle of education to this approach is that, teaching
is based on the premise that pupil’s actively construct knowledge rather than receiving it
form the teachers, since learning is a search for meaning. To this effect, teachers should
cncourage students to construct meaning by structuring learning activities around big
ideas and exploration, giving pupils enough time to explore concepts thoroughly and
cilectin‘g new knowledge to what pupils already knew. This approach has six princ.iples
of education; (1) education should be life itself, not a prepar;tion for living, (2) learning
should be directly related to interests of the learner, (3) learning through problem solving
should take precedence over inculcating of subject matter, (4) the teacher role is not to
direct, but to advise, (5) the school should encourage cooperation rather than competition
and (0)- only democracy permits indeed encourages the free interplay of ideas and

personalities that is a necessary condition of;true growth. _

They also added ‘that, these teaching principles have led constructivist to propose a
number of methods that can helpfully be used in their classrooms. These methods are; (1)
modeling: that shows pupils-how to do or think about difficult tasks, (2) scaffolding;
which provides a lot of support at the outset that will be gradually with drawn, (3)
coaching; that helps pupils while they solve problems, (4) articulation; that helps teachers
to get pupils to express their ideas, (5) exploration and problem solving activities (6)
glving pupils chesec, encouraging them to come up with multiple options and answer.

and (7) being flexible and adaptive rather than sticking to a fixed lesson plan.

12




In case of the role of teachers, these authors also stated that constructivism requires a
teacher who acts as facilitators whose main function is to help students become active
participants in their leaning and make meaning by connecting prior knowledge, new
’7 knowledge and the processes involved in learning. They further indicated that
" constructivism should enc’ourage experimentation, contingency and fluidity in lesson that
can ndt be prescribed in the way direct instruction can be. However, certain key factors
will be similar, which allow constructivist authors to suggest a number of possible lesson
*structures. Such as; (1) start a lesson by testing out pupils prior knowledge and encourage
open answer and discussion, (2) introduce the topic of the lesson by creating puzzling or
surprising situation that causes pupils to think about the situations, (3) the teacher will try

®
to get pupil to do this in group, (4) by this activities, pupils confront issues which allow

them to develop understanding, (5) ask pupils to look back at the activities in order to
analyze and discuss what they have been doing either with other groups or with their
teacher to_reflect their understanding (6) then the teacher can convene the whole class to

di‘lss on the finding and come to conclusions.

To sum up, the constructivist approaches very different from the positivists approach to
teaching and learning. Constructivist focus on the process of learning, where the learners

construct their own sets of meaning about the world a

w

active constructors of knowledge
whereas. positivists emphasize on passing of the knowledge from the teachers to the

students which may promote passive or rotéflearning.  «

2.3 Alignment of Teachers’ Classroom Practice with Instructional

Objectives .

In relation to the alignment of teachers’ classroom practice with instructional objectives
Atrasian (1997), Chase (1999) and Anderson and Krothwohl (2001) cited in Ball (2005)
described that the desired instructional objectives are used as the guideline for shaping
the activities accomplished by both teachers and students. Besides this, instructional
objectives arc used to guidc the implementation of assessment that are in turn used to

present the new input. There 1s high expectation that the instructional objectives stated on




the lesson plans are aligned with the entire teaching — learning process that is held in the
classroom and lesson plans should reflect this alignment. The degree of alignment 1s
determined by comparing instructional objectives with teachers’ classroom practices; that

arc instruction and assessment.

-

[n rclation to specific instructional objectives, Chase (1999) suggested that t;achcrs to
direct instruction systematically, they specifically introduce or define the objectives as
what is to be learned in a particular lesson, which creates motivation to learn in the minds
of the learner. Hence, this author indicted that since general objectives do not direct
teacher’s observation when he/she wants to see if a child is making progress a teacher
nctds a set of specific hehaviors on which to focus. These hehaviors show what a child

can and can not do after instruction.

About the selection of instructional materials and the implementation of teaching
mﬂlods, Brown (1982), Savage and Armstrong (1987), Air'asian (1997), Chase (1999),
Save the Children (2000) and Petty (2004) explained thét, th‘e materials and instructional
activities that are planned are likely to help pupils master the stated instructional
objectives. Teachers must select and utilize variety of instructional materials and they
also choose and implement appropriate teaching methods and techniques. The right
method§ and techniques help students to grasp concepts and ideas. Whereas, poor
methods and techniques result not only frustrate students but also minimize their chance
of success in the future. On the other hand, selecting, utilizing and evaluating
mstructional materials require professional skills which can only be acquired through
training and practice: without them the teacher will almost certainly not teach at all. They
also added that, if teachers have clear about what learners are expected to learn, they can
more easily and more accurately determine how well students have learned. This practice

will create motivation to learn in the minds of the students.
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In general, if instructional materials, teaching methods and techniques do not help, they
will not be useful in bringing about desired pupil learning. Therefore, teachers are
expected to create the match/ alignment between the planned instructional objectives and
their classroom practice.

In addition to this, Airasian (1997), Chauhan (1999) and Jarolimek (1997) emphasized
that blindly following what is in the textbook undermines the classroom teachers’
responsibility to determine outcomes and instructional activities that are well matched/
aligned to the needs of his/her pupils. These scholars also mentioned that if teachers
develop the habit of selecting instructional objectives from a ready — made list, composed
in"another setting, the spontaneities and capacity to meet the needs, abilities and interests

of a particular g£0up of children would be greatly reduced.

Concerning the selection and preparation of instructional objectives, these scholars also

s]‘wed that, to provide a good match between the expected learner’s outcomes and the
capacity of the children to achieve instructional objectivesj those objectives shou'lq be
based on the realities of the actual classroom in which the learners are located. To this
effect, instructional objectives should be selected or prepared by the classroom teacher
for a particular group of learner. However, according to these scholars, in teachers’

classroom practice, teachers commonly omit topics from a text when they teach, but they

rarely introduce new topics that are not included in the text.

To sum up, Brown (1982), Airasian (1997) and Petty (2004) assured that in planning
lesson the first thing to do is to decide what teachers hope to achieve or what things the
teachers want to students to~learn from the lesson. They also assured that poorly match
lesson contents with teaching strategies is doomed to failure. Because, planning
instruction is a context- dependent activity that includes consideration of pupils, teachers
and instructional materials. In addition to this, Shepared (2000) cited in Baye (2007)
indicated that,#4 the alignment of teachers classroom practice with the planning
instructional objectives 1s ‘weaker, the attainment of educational objectives for the level

will be less effective.
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2.4 Instructional Objectives

Instructional objectives (also known as behavioral objectives or learning outcomes) are
basically statements, which clearly describe an anticipated learning outcomes and the
expeeted level of pupil achievement. They are the starting points in the instructional
proccs;es. because they identify the purpose and desired outcomes of instruction in terms
of pu'pil achievement. These instructional objectives also included in teacher’s lesson
plans as statements which represent important achievement targets that describe
behaviors or performances of pupils to be learned trough instruction. Instructional
objectives also helpful for both the teachers and learners throughout the teaching-learning
process and they are invaluable in the assessment process. (Airasian 1997, Jarolimek1997

and Morrison 2904).

In relation to the importance of instructional objectives, Brown (1982), Savage and

' /\mnstrbmg (1987), Airasian (1997), Save the Children (2000) and Petty (2004) indicated

t& instructional objectives are logically and closely tied wi'th assessment, as one c.ritical
roles of assessment is to determine how well students have 1éamed the intended outcomes
because 1nstructional objectives are specifically stated to describe learning outcomes.
When the teachers specifically defined objective of the lesson, students may know in
advance as what is to be learned in a particular lesson. They also added that, if teachers
have clear idea about what learners are expected to learn, they can more easily and more

accurately determine how well students hate learned. This practice will create motivation

to learn 1n the minds of the students.

According to these authors, the purpose of lesson plans is usually stated in the form of
objectives that explain what the students are to learn. Preparing lesson plans is the most
important element of organizing instruction, but unfortunately, it is often neglected even
by mexperienced teachers; because, preparing lesson plan i1s a time consuming task. In
preparing lesson plans the first thing to do is to decide what they hope to achieve or what
things the teacher wants the students to learn from the lesson. In their explanation, they
noted that a lesson plan should not be a narrative of what the teacher hopes to do; it must

be a step by step plan of action that can be easily followed while the lesson is being
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thought. Lesson plans also help the teacher to; (1) remind what and how the teacher is
going to teach, (2) encourage logical development and thorough preparation, (3) act as a
guide to teachers, (4) give confidence to teachers when it is carefully thought out and

prepared and (5) enable teachers to assess whether or not the lesson has achieved its

* objectives. Furthermore, these authors described that in order to reach the desired results

of insfruction/ the end/ the teaching strategies and activities/ the means / must be relevant

and appropriate. Without pupil learning clearly in mind, it is difficult to judge the

adequacy of instructional activities.
2.4.1 Driving Instructional Objective .
®

Instructional objectives are deriving from the task analyéis and represent the major tasks,
knowledge and attitude defined by the analysis. So that, teachers to make decision, they

need data for task analysis. These data are obtained from a variety of sources such as, (1)

cumulative records containing test data, anecdotal records, student’s progress reports and

s&ples of school work, (2) observation, (3) interview and (4) pretests. These objectives
are the starting point for the design of instructional activities. The task analysis helps.the
subject matter expertise to formulate and develop meaningful instructional objectives.
Driving the objectives is a four —step process to be completed after task analysis. These
steps are: (1) review the task analysis and identify the essential knowledge, task and
attitudes the learners must master to solve the performance problem (2) group the task
analysis in’clusters with the goals or need¥ you have identified (3) write an objective for
each of the goal statements or needs and (4) write objectives for any additional
information that 1s essential and that is not addressed by objectives (Jarolimek, 1997 and
Morrison. 2004). "
Concerning to students need assessment, Morrison (1993), Airasian (1997) and Chauhan
(1979) claborated that to make instruction interesting, meaningful, appropriate and
relevant teachers can not forget pupils. Because, teachers derive instructional objectives
by assessing their pupil’s status and needs, the structure of the subject matter to be taught,
sate or local mandated objectives and the' resources available for instruction. This

information is synthesized by the teacher in to a set of instructional objectives appropriate
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to the class. After a teacher assessed the status and needs of the learner, objectives from
prior years will need to be modified, added or eliminated. Under normal circumstances,
instructional objectives do not dramatically changed in a single year; however some
changes are likely with each new group of pupils

In refation to teachers practice in driving instructional objectives, Airasian (1997),
Chaunhan (1979) and Jarolimek (1997) revealed that textbook authors can not tailor
objectives. plans and assessments to every user. They can not take the status, needs,
readiness and resources of all teachers and classes in to account. So they offer materials
they think most teachers would agree with and accept. It is the responsibility o‘f all

®
classroom teachers to assess the suitability of the textbook orientation for their own

particular situation.

-In general, about driving instructional objectives, ANRSEB, (2000) indicated that

t&hgrs do not invent instructional objectives; these largely come from the curriculum
laid down 1n the teachers’ guide and students’ textbook. Iherefore the teacher has to
make decisions about what skills, knowledge and understand the particular unit is dealing
with and if there 1s any other element that should be included in the lesson. Because,
instructional objectives are drawn on what learners already know and what they want to

know riext.

&

N

About planning for elementary school classrooms, Dubey (1985) and Airasian (1997)
discussed that planning n elementary school classrooms generally is more complex than
planning in high school classrooms. This is because; the range of pupil chrematistics that
must be consider is broader than in high school. This includes, in addition to content,
pupil readiness, behavior and learning styles. as well as how a lesson will fit with other
lessons to be given that day. They also explained that in planning instruction, an initial,
and cxtremely important, consideration is the present status and needs of the pupils. They
also discussed*triat primary school education objectives mainly focus on; (1) developing
literacy: that mcans children going through primary education should have learned to

rcad, write and count numbers so well that they have the ability to remain literacy for the
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rest of their lives. Children should be able to read and writ in their mother tongue as well
as in the major language of government and commerce, (2) developing innumeracy; that
means, children are also going through this level to have learnt the skill of handling
numbers. They should be able to count and perform the basic operation of addition,
subtldctlon mulhpllcdtlon and division. To this issue MOE (2002) stated that in the first
cycle primary education (Grade 1 to 4), children will learn reading, writing and
arithmetic skills. To this effect instructional objectives should be well- written

statements.

2.4.2 Approaches to Instructional Objectives
. .

Writing instructional objectives is a developmental activity that requires changes and

additions as the instruction is developed. There are two generally recognized approaches

to write instructional objectives which refer as a strict behavioral and more flexible

'cogniti{'e objective approaches (Jarolimek, 1997, Chase, 1999 and Morrison, 2004).

About the numbers of instructional objectives, Airasian (1997) indicated that there are
many ways to state instructional objectives, but not all them covey clearly what pupils are
to learn from instruction. This author also revealed that teachers did not concentrate on
lesson contents as instructional objectives, doing so omits information about what the
pupils will be expected to do with that content. Merely stating the content to be covered
in instruction 1s insufficient to select 4nstructional -materials communicates his/her

objectives to other or helps plan assessment procedures to examine pupil.

This author argued that it is reasonable at times to assume that high level objectives can
not be completely satisfied during the planned instinctual program /period/. Teachers can
do a follow- up evaluation after a course to determine learner competencies relative to

such important long-term objectives.
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2.4.2.1 General Objectives

These objectives (also known as the cognitive objective) express the intent of instruction
in board general terms. These objectives do not include precision, but they clearly state
z’ the purpose of the lesson. The cognitive approach is best suited for the cognitive domain.
' These éognitive objectivés are stated in two parts (1) as statement of the general
instructional objectives, which are stated in broad terms to encompass a domain of
learning. These general statements indicated the overall outcomes of the instruction, (2)
*as specific sample performance that indicated mastery of the objectives (Jarolimek, 1997,
Chase, 1999 and Morrison, 2004).

. .
These authors also added that, advocates of generality insist that specific statement
restrict learning opportunities to those that can be observed and measured. These
advocates concluded that objectives based on higher order learning or those apply to arts,
acsthetiés. or social sensitivity are likely to be eliminated because they frequently do not
lei themselves to precise measurement. Thus teacher§ feel uncomfortable with

instructional objectives that specify expected learning to such an extent.

2.4.2.2 Specific/ Behavioral Approach to Instructional Objectives

General objectives do not direct teacher’s observation when she/he wants to see if a child
1S makil.lg progress. Because of this, teachers need a set of specific behavior on which to
focus, since specific beavers show what 4 child can and can not do after instruction.
Specific or behavioral objectives are written in order to provide specific direction and
meaning ror what is expected from students. (Lasley II, 1997 and Chase, 1999).

In connection to the disadva?ltages of general objectives, Airasian (1997) explained that
general objectives; like understanding write. Analyzed, appreciate ... did not provide
subject content reference. They lack clarity because they did not say how pupils can use
the behavior and the behavior by itself lack clarity if there are no references to a targeted
body of content. These words are unspecific. They can be interpreted in many different
ways and hence do not cléarly convey what pupils are to learn. Such misunderstanding

should be avoided when teachers sate instructional objectives in terms of actual processes
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pupils are expected to perform after instruction. In order to be of use, these unspecific/
broad goals must be broken down in to more specific, more immediate behaviors that can

reasonably be attained in the classroom.

e

¥ .
On the other hand con::erning the importance of specific or performance objectives,
Jarolimek (1997), Lasley II, (1997) and Morrison (2004) described that precise (also
called Mager — style) instructional objectives require the learner to demonstrate an overt
*responses that indicate mastery of the intent. These objectives are also important in
teacher planning; because, they help to facilitate, (1) an identification of what is expected

of students after instructional, (2) a basis for organizing instructional activities .and
m;tcrials (3) means for determining ways to assess student performance and (4) a
performance level of accountability for students. That is the reason why performance
objectives are defined in terms of student outcomes; what the students will be able to do.

They are, written in terms of that clearly delineate the student behavior that will be

e\‘uated.

In general, these authors identified that the curriculum process that involves the
identification of specific objectives, teaching to these objectives and assessing results or
outcomes 1in terms of these objectives has been widely accepted in the educational

community; since, objectives that are easily measured have been given high visibility in

education. « %

However. according to these authors, experienced teachers realize the importance of
providing children with a variety of learning experiences; if instructional objectives are
limited to these easily measurable behaviors that restrict learning to what can be

measured. the richness that a variety of learr{ing activities brings to children would be

lost.

In relatior: to the advantage and disadvantage of experience in teaching, Airasina (1997)
and Melisew (2008) pointéd out that these experienced teachers have a mental notepad

“filled with past experiences that can be called up from memory by a brief list of topics,
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phrases or activities. They also discussed that teachers who have long years of expiries in
teaching, are expected to have good exposure to align their classroom practice with the
planned instructional obejcives. On the other hand, teachers who have more experiences,
the more they might be fadmg up. So that they may ignore things as they were rather than
makmg assessment need 1 m order to make same adjustment.

In relation to writing the integrated objectives, Morison (1993) and Morrison (2004)
pointed out that this approach is typically applied to write objectives in all the domains.
The purpoée bf integrating objectives is to have students understand how concepts and
ideas in one curriculum area are related to those in other areas; since, knowledge in one

[ 4
aress interconnected to knowledge in another area.

According to these authors, this approach emphasized on that, instructional objectives are
'precise' statements that answer the questions; what behavior can the learners demonstrate
t‘ndicate whether he/ she mastered the knowledge/ skill specified in the instructiop. For
this reasons, behavioral objectives consist of at least two essential and two optimal
component parts (1) action verb, which describes the learning required by the learner, (2)
subject content reference; that describes the content treated. These two essential
components of instructional objectives indicate what the learner is to achieve and they
completely express an instructional objectives(3) level of achievement; that indicates the
minimum ﬁcceptable performance, which answers how well? How much? How accurate?
How completely? and in what time of period? (4) Conditions of performance; that specify
resources which are necessary for establishing evaluation requirements.

These authors also revealéd that proponents of specificity contend that statement of
specific. concrete and measurable outcomes are necessary to provide quality learning and
instruction. These proponents also believe equally strongly that learning outcomes must
be observable immediately folowing the instruction or that they must lend themselves to
measurement m order to reveal whether or not learning has occurred. These authors also
mentioned that a specific behavioral objective describes how learner behavior is to be

achieved and what level of attainment is expected. These characteristics make behavioral
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objectives ideally suited to lessen that can be taught in a short period of time and
evaluated immediately following the instruction. Specific objectives enable the teacher to
determine quickly whether to; (1’) re teach the lesson (2) extend the learning from the

lesson through additional practice and (3) progress to more difficult learning tasks.

Overa‘H, these authors showed that specific behavioral objectives define the behaviors
that will be observed in assessment. Therefore, these objectives are convenient aids for
both instruction and assessment. However, the reason that many teachers shy away from
stating precise objectives is that formulating them demands much thought and effort.
E%ch objectives should be unambiguous / clear it must communicate exactly the same

thifg to all learners and to other teachers. Many teachers are not accustomed to such

exactness in instructional planning.

‘In general, these authors argued that. Like behavioral instructional objectives, cognitive
i&ructional objectives specify learning as outcomes and focus on the products or
outcomes of instruction. However, to this approach instruc:[ional objectives becan.u; th\e
means for instruction by interpreting the intent. In this approach, the sample
performances simply indicate behaviors that allow the teacher to infer hat the learner has
achieved the higher level intent. Therefore, these objectives are well suited fro describing
higher: levels of learning where as objectives that are easily measured have been given
high visibirlity in educational programs. ¢ N
2.4.3 Characteristics of Well- Written Instructional Objectives

The minimum requirements for well- stated instructional objectives are (1) they described
a pupil leaning outcomes that is the result of instruction,(2) they are stated in terms of an
observable process or behavior that pupils will perform and (3) they indicate the content
matter or which the pupils will perform the behavior. In addition to this, they show that
instructional objectives should meet the following criteria (1) it should describe a
learning outcomes (2) it should be student oriented that means, it focuses on the learner

and (3) 1t should be observable or describes an observable product. To write observable
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objectives teachers use verbs that are observable and lead to well defined learning

outcomes (Airasian 1997, Mager 1997 and Anderson 2000).

. About the uses of these well — written instructional objectives, these authors also indicted
' that instructional objectives should meet the following point to be useful for instruction.
These™are (1) it should be sequentially appropriate (2) it should be attainable with a
reasonable amount of time and (3) it should be developmentally appropriate. because,
*developmentally appropriate objectives set expectations for students that are well- written
within their levels of intellectual, social, language or moral development, especially

elementary school teachers should be aware of the developmental staged of their pupils.
[

-

In connection io the focuses of well- written instructional objected, Savage and
Armstrong (1987) and Jarolimek (1997) revealed that well — written instructional
objectives should consider four main things; (1) audiences; that is to whom instruction is
d&ted (2) behavior; that is what do teachers expect the audlences to be able to do (3)
degree; that is how much of the spe01ﬁc set of criteria be successfully achieved and )
condition that is how and under what circumstances the behavior is to be performed. So
that instructional objectives give the teacher a clear focus on what his/her pupils should
be able to do as a consequence of instruction. On top of this, well — written instructional
objectives help teachers to prevent losing sight of desired instructional outcomes by
providing a ready references that can ber constructed .when reviewing the results of

instruction and developing assessment techniques to determine pupils learning.

In general well- write instructional objectives serve as directional statement which
facilitate and assess learning™They are suited to lesson that can be taught in a short period
of time and evaluated immediately following instruction that enables the teacher to
determine quickly whether to; (1) re teach the lesson (2) extend learning from the lesson

through additional practices and (3) progress to more difficult learning tasks.
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2.4.4 Kinds of Instructional Objectives

All instructional objectives or learning behaviors could be classified in to one of the three
categories called cognitive, affective and psychomotor domain. Instructional objectives
J are often classified according to the kind or level of learning that is required to reach
| 1eaminé outcomes. So that Bloom’s taxonomy of objectives is divided in to three

catego}ies (Airsain, 1997, Anderson, 2000 and Morrison 2004)

'2.4.4.1 Cognitive Objectives

These scholars stated the nature of cognitive objectives that, these objectives call for
ougcomes of mental activities. They include lower and higher — level objectives. Lower —
level objectives include mental actives that are limited to memorizing and remembering
facts dates, names, events and principles. These objectives call only for memorization
that require pupils to list, match, select, cite, define, identify, repeat and recite. These

bb'ictives serve as a building block for higher — level objectives.

On the other hand, higher — level objectives are more complex than simple recall and
memory. They include activities such as analyzing information, applying facts and results
to solve new problems, comparing and contrasting ideas or objective and synthesizing

disparate pieces of information in to a single origin zed data

2.3.4.2 Affective Objectives \
According to Airsain (1997), Anderson (2000) and Morrison (2004) affective objectives

focus on emotion. Whenever a person seeks to learn, to react in an appropriate way
emotionally, there is some ihinking going on. The goal of affecting is some kind of
affective behavior or the product of attitude. According to this author explanation,
affective objectives are the hardest objectives for most people to write and to assess.
They deal alfnost exclusively with intent feelings and conditions that can only artificially

be observed extremely. So teachers gather information with the help of in.formal

observation.
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2.4.4.3 Psychomotor Objectives

Concerning the focus of psychomotor objectives savage and Armstrong (1987) and
Jarolimek (1997) mentioned that this objective focuses on the body control or
e manipulation of the muscular skeletal system or some parts of it. That is dancing, Writiné,
| passing\a ball, drawing et<;. these objectives are important at all levels of schools, but they
are hi:ghly empathized on the lower grades when most leaning task require motor

coordination.

In general, these scholars explained that the intended kind of learning must be considered
wh.en instructional objectives are written, becéuse every instructional objective contains
some levels of learning from each of the three domains. So, instructional objectives
should reflect a balance of the three domains. To this effect teachers should construct
appropriate assessment techniques to assess their student’s knowledge, attitude and skill
devclopinent during instruction.

<

2.4.5 Assessment during Instruction

Assessment is an integral part of instruction by which, teachers assess their pupil thréugh
different techniques to make sound decision in relation to their classroom practices and
their pupils learning (Hasesn, 1998, MOE, 1999 and UNESCO, 2004). Similaf to this
deﬁnitic;n, assessment is the process of collecting interpreting and analyzing information
to aid in decision — making. Assessment f the classrodm is 'highly based on teacher’s
observation of student as they go about their normal learning activities. Assessment is the
process by which vthe quality of an individual’s work or performance is judged.
\ "

About the nature of assessment, Airasian (1997) pointed out that assessment during
instruction has spontaneous and informal nature. Because of this, it must overcome some
validity problems, including the classroom teacher’s potential, lack of objectivity
regarding the success of instruction and the tendency to judge instructional success by

facial expression and participation but not by actual pupil achievement.
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In relation the role of teachers during assessment, Hassen (1998) described that
assessment is the duty of the individual subject teacher. This teacher assessment is
expected to cover the lesson material discussed to determine whether the students have
achieved the desired learning ou‘fcomes and feedback to pupils. To assess the students
‘ learn, teachers use many‘ types of assessment techniques. Such as; (1) by observing
students and recording relevant information, (2) by entry level (staring point) assessment
that helps teachers to identify where a students should start in learning a particular
‘concept or skill based on the students previous learning and knowledge of the content (3)
by error analysis that helps teachers to identify pattern of errors (a regular occurrences of
one or more types of error) that the students makes in his/her work (4) by performance
ass.eSsment by which teachers assess a set of tasks performed by students which show
whether the students understand a concept, skill and behavior at the end of the lesson.

This assessment gives an accurate view of student’s academic development, performance

and capahilities (5) portfolio assessment that helps teachers to monitor student’s progress.

However, the techniques and procedures employed in schooi by the teachers seem to be
weak that may be arises from an inappropriate and inadequate training of teachers in
assessment. He further explained that types of techniques which are used in assessment
are; observation, questions and answers, set of exercises (course work) short quizzes,
paper and pencils test and terminal exams.

& .

ANRESB (2000) and UNESCO (2004) stated that the best time for assessing learning is
when it 13 actually going on. It 1s clear whether or not students understand from the way
they tackle the activity. Monitoring their performance is -an important assessment
technique. Questions them on what they are doing in a non- threatening way and getting
them to talk about what they are doing are valuable ways of assessing their understanding
and leaming. It will not be possible to observe all the students while they are working, so
we should select a sample. In classroom assessment, observation is used in assessirfg
pupil’s performance, and its results should contribute towards facilitating the teaching
learning process, observation includes revising class work, homework and observing

students as they read and work individually or cooperatively. Set of exercise (cause work)
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is a widely used technique within the school to assess pupil’s acquisitions of content of

the subject.

} On the. other hand, MOE (1999) stated that all pupils’ behavior can not be assessed only
usmg paper and pencil tests Because there are many important behavioral outcomes, that
require “the use of another assessment techmques and procedures. Especially, in the first
cycle primary schools, children Jearn to develop their reading, wring and arithmetic
Skills. So, behavioral changes in personal —social development (i.e interests, feeling,
attitudes, belief...) are also included. All these outcomes could not be tests with the
common formal assessment techniques.
In relations to the implementation of informal Airasian (1997) stated that to get a more
complete and reliable picture of instructional success, teachers should supplement their
informal observations with more formal types of evidence taken from sources. Such as;
ho&work papers, chapter and lesson review exercises and'worksheets, Each of ttlese
techniques can tell the teacher something about how well puptls have mastered in- lesson
objectives and help to identify misunderstandings and problem area. Teachers’ informal
assessment tells them about pupil’s affective characteristics, such as trying hard, feeling
carelessness. ‘At elementary grade levels, teachers typically are asked to rate a pupil’s
conduct, effort and school citizenship, which provide teacher’s perceptions of pup1:1
affective chatracteristics. In general, this autlor pointed out that informal assessment, such
as pupils enthusiasm and participation can be useful, but they re not substitutes for more
formal assessment. Moreover these, teachers rely heavily on oral questions to get
adequate information during instruction. Oral questions are the major assessment
technique for most classroo teachers, since they enhance learning by stimulating

thinking and 'inquiry. They also provide useful assessment information to teaching.

In general, according to this, author, assessment of the progress of an instructional
activity through different techniques may lead to a variety of decisions about ceasing (to

stop), changing or continuing the activities.
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2.4.6 Purpose of Assessment during Instruction

In classroom, teachers have twofold task to accomplish (1) they deliver the instruction
sghat they have planed, (2) they constantly assess the progress and success of their
’instruc{ion, because the real criteria for determining teachers’ instructional success is

pupils’ achievement. In this effect teachers must read the classroom society minute by

minute, sensing its mood and making decisions about what to do next. Once teaching
begins, the teacher constantly assesses its progress by observing pupils reactions and
asking them questions. On the bases of their reactions and responses, the teachers make
decisions about how instruction is going. If the teacher decides that the leéson 1S
prodressing satisfactorily, he/she continues teaching as planned, but if the teacher senses

a problem such  as lack of interests or understanding, he/she revises the planned

instructional activities to alleviate the problem and initiates other teaching activities.

Because .the purpose of assessment is facilitating the instructional process, since

ass"sment‘ gives an accurate view to determine whether the students have achieved the

desired learning outcomes. Assessment helps teachers to focus'on monitoring and guiding
pupils in their progress through the content of the subject matter by identifying studcﬁts
learning problems on daily and timely basis and by giving feedback to a students about

his/her learning (Airasian, 1997 and Hassen, 1998).

In line with this, MOE {2002) stated that ass‘@ssment provides students to be continuously

assessed and where necessary, to repeat lessons to the}n until they understand these

lessons. In this manner students go through the first four years of schooling without any
class repetitions, and yet with mostly of the basic skills of reading, writing and

arithmetic. consequently, the inefficiency of the educational system is reduced

significantly.
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‘CHAPTER THREE
3. Design of the Study

As it has already mentioned in the introduction part, the main purpose of this research
’ : o :
¥ was tdrgeted to examine the alignment of teachers’ classroom practice with instructional
objectives in Minijar — Shenkora woreda first cycle primary schools. To achieve this

objectives a descriptive survey research method was employed.

'3‘.1 Population, Sample and Sampling Techniques

The researcher decided to conduct this research on grade four (4) using purposive
samapling techniques. The main justification for taking grade four (4) as the man sample
was .that at this grade the intended educational objectives for the first cycles level are
expected to be fulfilled and observable evidences are expected to be shown in all of the
children who are attending at this grade. In addition to this, teachefs who teach in grade
foa are expected as they came with their pupils starting from grade one as self
contained teacher The main educational objectives for this level is enabling chll'dren
reading, writing and arithmetic skills. Therefore, the population of this study was grade
four teachers who teach basic subjects (that is Amharic, English and math) in 47 ﬁrst

cycle primary schools in the Woreda. The total population of teachers who teach in grade

four (4) 1s 87.

Thus, out of 47 first cycle primary schoolls ,15(30%) of the schools were selected as
sample schools using convenient 'sampling techniques. Since tvhes’é‘ 15 schools aré found
in and around the Woreda’s town and nearby the main road, which helps the researcher to
make the research easily maglageable. Again to make the research more reliable all 44

teachers who teach in grade four in the sample schools were taken as subject of the study

using comprehensive sampling technique.
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Table 1 Name of sample school and Number of Teachers Teaching in Grade four

Name of sample schools

Number of section for grade

four

Number of teachers who

teach in grade four

ﬁitawra.ry Tades Geabich Nol

Fit/Tades Getabich NO 2

Alemgena

Bolo silase

Balambrs Haile

Sama

Kemolicha

Zewddie

Weldamilk

Weolde Gorigis

Akelal

Erartouti

Tutie

Kengnazimach Mekuria

Total

3.2 Data Gathering Instrument i

-

To obtain information from the subjects of the study, two types of data gathering

instruments were employed. These were questionnaire (open- ended, close —ended) and

structured observation checklist.

3.2.1 Questionnaire

-

Questionnaire with close —ended and open- ended items were constructed by reviewing

related literature and distributed to teachers to gather information about the alignment of

their classroom practice with instructional objectives. Fifteen (15) close- ended questions

in S points rating scale items that range from strongly disagree (1) to strongly agree (5)
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were preparéd for the respondents to examine the alignment of teachers’ classroom

practice with instructional objectives.

z} Queéti.onnaire for the first cycle primary school (grade 4) teachers were translated in to
‘Ambharic. A fter information were gathered the questionnaire were again translated back in
to Engiish for analysis. Close- ended question were analyzed and compared with open -
ended questions, observation checklist and related literature to identify the problem.
For this purpose three (3) items of open — ended questions was developed to get
adclitional information from the respondents. These open- ended questions enable the

teachers to give their own comments, opinions suggestion without any restriction. These

questions were used for the purpose of triangulation. So they were qualitatively analyzed

3.2.2 Observation

.S‘&ctured observation checklist that contains 10 items was constructed and used to
identity the presence or the absence of a certain behavior during instruction. This
observation checklist was developed based on the review of related literature that mainly
rely on the predetermined criteria related to teachers classroom practices that are
introducing the lesson, delivering the input, engaging students in to learning activities,
assessin.g st}ldents learning using different assessment techniques during instruction and
summarizing the lesson. For this purposef six (6) teachers’ classroom practices were
observed tor three times each with the help of two assistant observers who serve as
cluster supervisofs in the Wbreda. Finally, the result of observations was used to

strengthen the data obtained through close- ended questionnaire. -

~

3.3 Data Analysis Procedure

To obtain adequate information from this study firstly, questionnaire were developed
based on the review of related literature which referred to the basic research questions.

These questionnaires were translated in to Amharic to avoid the problem of

understanding English.

37




Secondly, pilot study was conducted on ten first cycle primary school teachers that did
not included in the sample. The purpose of pilot study was to make necessary correction
either to restate or reject the vague statement. Based on the pilot study result, reliability
z} of the.tems was calculated using spearman Brown’s formula. The obtained reliability
‘results for teachers que;tionnaire was 0.824. Thirdly, before administrating the
questio;maire, the items were checked by English Language teacher who have the first
degree in English. Following this, a short explanation was given to grade four teachers
about the purpose of the questionnaire. Fourthly, the administrated questionnaires were
collected and the data were analyzed. Then, the interpreted data were organized
quantitatively and qualitatively. Responses that obtained from closed — ended questi?ns
wer.e’organized quantitatively. In quantitative analysis percentage and mean were used. In
computing mean,- results obtained 3.0 and above are considered as agreement. In contrast,
mean values below 3.0 are considered as disagreement where as, the responses which
were obtajned from observation checklist were organized and quantitatively analyzed.
Fir&ly, the results that were obtained from each instrument which are organized
quantitatively and qualitatively presented by comparing aI;d contrasting to reac}; the

conclusions and possible solutions.
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CHAPTER FOUR

4. Data Analysis and Presentation
The total population on which the study conducted was 87 teachers who teach in grade
'# four (4) in the Wreda. Among them 44(50%) were included in the sample. From the total
of 44 qﬁuestionnaires distributed 42 (95%) were filled and returned. The rest 2(4.5%)

which were distributed for teachers were not returned.

Thus, based on the responses obtained from the sample respondents, the analysis and

interpretation of the data are presented as follows.
®
4.1. Respondents’ characteristics

All 42 (100%) of the respondents have certificate in teaching. This is an indication of a

favorable condition for aligning their classroom practice with the planned instructional
ob'ictivesf

In support of the above data, Jarolimek (1997) indicated that teaching requires teachers
who posses a body of specialized knowledge which is acquired through training and
experience. : |

»

Table II. Teachers Teaching Experience
3

No | Item Below 1 | 1-5years | 6-10 years | 11-15 years | 16-20 year | Above 20
| year years
No | % | No | % No | % No | % No | %. No | %
1 Year of - - J0 11919 (214 |14 |333 |8 19.1 |6 14.3
experience

Table II shows that about one-third (33.3%) of teachers have a teaching experience of 11-

15 years. Almogf cne- fifth (21.4%) and (19.1%) of the respondents have a teaching

experience of 6-10 and 16-20 years respectively. The rest nearly one-seventh of the

teachers (14.3%) and (11.9%) have above 20 and 1-5 years experience respectively.
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This data indicated that a large percentage of the respondents who teach in grade four in

the sample schools have relatively long years of experiences in teaching.

2~ In support of the above data, Dubey and Ndaghi(1985) explained that experience helps
teachers to form patterns of behavior, styles for interaction with students and was of
presenting materials and values. In addition to this, Airasian (1997) and Melisew (2008)
explained that experienced teachers have a mental notepad ‘filled with past experiences
that can be called up from memory by a brief list of phrases or activities. They also
discussed that teachers who have long years of experience in teaching are expected to
have good exposure to align their classroom practice with,the planned instruction‘al

®
objectives.

4.2. Respondents’ Responses in Participating on Trainings and

l’r?arin.g Lesson Plans

Table III. Teachers’ Responses on their exposure to training and pref)aring of lesson plans

No Item Yes No

No % No %

1 Participation in training on objective formulation

and ymplementation _ 20 47.6 22 52.4

2 Adequacy of the training to state and practice
' i
instruction 4 20 16 |80

3 | Preparing daily lesson plans that give place for | 42 100 - -

behavioral instructional objectives

4 | Efforts to align classroom practice with

instructional objectives = 40 95.2 2 4.8

Table III indicated that, 22(52.4%) of the respondents did not participate on training, while,
20(47.6) of the respondents participated on the training.
In support of the a«wove data, Baye (2007) explained that knowledge and skills acquired during

pre-service education are not-enough and there 1s_always a need to learn for better and better

practice
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In the above table, respondents who received training were asked to respond whether or the
training was adequate to state and practice instructional objectives and aligning these objectives
with their classroom practice. Accordingly, 16(80%) of them replied thaf as it was not adequate.

')The rest 4(20%) indicated that the training was adequate.
The abqve table also depicts, all 42(100%) of the respondents have prepared daily lesson plans
that give place for behavioral instructional objectives. Open ended questions was given for those
who responded by saying ‘yes’ for questions number 3 of the above table to write some common
%e’rformance indicator words. Most of the them wrote performance indicator words like, “to
understand, to know, to interpret, to do...”. These words do not serve as a means to measure the
expscted behaviors seen on the learner. Where as, the rest few respondents wrote performance
indicator words like ‘to list, to name, to arrange, to separate, and to identify. This data indicated
that most of the respondents appear to have difficulty in understanding the difference betweén

general and behavioral objectives

In ‘oport ot this idea, Jarolimek (1997) Morrison (2004) discussed that instructional objectives
are included in teacher’s lesson plans as statements which represent important achievement

targets that deseribe behaviors or performance of pupils to be learned through instruction.

These authors also indicated that precise or Mager —style instructional objectives require the -
learner to demonstrate an overt response that indicates mastery of the content. Whereas general
objective; like; understand, write, analyze, appreciate... can be interpreted in many different
ways and hence, do not clearly convey what pugfils are to learr. Behavioral objectives consists of
at least two essential (i.e. action verb and subject content references) and two opiional (i.e. level
of achievement and conditions of performance) elements. This is the reason that many teachers
shy away from stating precise objectives is, formulating them demands much through and effort.
%

Again table III shows, 40(95.2%) of the respondents positively reacted to arrange conducive
learning environmental in order to align their classroom activities with the planned instructional
objectives. Whereas 2(4.8%) of the respondents negatively reacted to the above respondents. For
those positively resnonded respondents for question number 4 of table III, open-ended questions

was given to mention at least some conducive learning environment elements. These respondents

mentioned some elements in the space provided fo’r/‘open ended- question like; the availability of
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student’s textbooks, appropriate media, sitting arrangements, learning group formation and

interaction, student- teacher relation, ... are some elements of conducive learning environments.

743 Respohdents’ Responses about their Classroom Practices

Table IV. Teachers’ respon‘ses about their focus during instruction

No

Al

Item

Level of agreement

Strongly
disagree

Disagree

Unde
cided

Agree

Strongly
agree

Mean
value

N (%)

N (%)

N
(%)

N (%)

N (%)

o techniques

Teaching strategies and
that 1 facilitate
during instruction more
emphasize on covering lesson
contents prepared for the
period rather than teaching

lesson objectives

1(2.4%)

6(14.3%)

22(52.4%)

.

13(30.9%)

4.0

3]

I donot follow specific

‘i{nstructional objectives that

ocus on precision to measure
learning outcomes at end of the
lesson

3(7.2%)

9(21.4%)

16(38.1%)

| 14(33.3%)

3.7

I facilitate additional activities
that were not stated on
instructional objectives in order
to develop students content
knowledge

5(11.9%)

18(42.9%)

14(33.3)

5(11.9%)

2.9

I do not try to create conducive
learning environments to
achieve the intended learning
outcomes

-

16(38.1%)

24(57.1%)

2(4.8%)

1.7

I use concrete examples and
real objects during instruction
to clarify concepts to student

22(52.4%)

20(47.6%)

4.5

I  introduce the  lesson
objectives of the day before the
instruction 1s began

22(52.4%)

20(47.6%)

4.5

Table IV shows, 22(52.4%)-and 13(30.9%) of the respondents agreed and strongly agreed

respectively as they focused more on teaching lesson contents and the mean is 4 that
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shows the agreement of the respondents. Concerning the use of specific instructional
objectives during instruction, 16(38.1%) and 14(33.3) of the respondents agreed and
strongly agreed and the mean value is 3.7 which shows the respondents agreement. In
:’relations to facilitating additional objectives which were not addressed in the teachers’
-guide and students textboo‘k, 18(42.9%) and 5(11.9%) of the respondents disagreed and
strongl); disagreed and the mean value is 2.9 that indicates respondents disagreement. In
creating conducive learning environments, 24(57.1%) and 16(38.1%) of the respondents
disagreed and strongly disagreed and the mean value is 1.7 which shows disagreement.
Respondents were asked to rate their response about using concrete examples and real
objects during instruction, 22 (52.4%) and 20(47.6%) of them agreed and strongly agreed
resp.et;tively and the mean value is 4.5. Finally, the respondents rated their responses for
introducing lesso;l objectives, 22(52.4%) and 20(47.6%) of the respondents agreed and
strongly agreed and the mean vale is 4.5 which indicates respondents agreement.
Fr(‘ the above data, it can be seen that teachers emphasized more on teaching le§son
contents rather tan teaching instructional objectives. 'v
To support the above description concerning teachers classroom activities, Chauhan
(1979), Airasian (1997), Jarolimek (1997) and Dahand (2004) showed that during
instruction teachers focus their attention on attaining instructional objectives that are
appropriate for children and relevant to a lesson, because, this objectives have an
immediate intent. These authors’ also explained that in classroom teaching, teachers do
not concentrate on lesson contents as instructional objectives; because, doing so omits
information about what the pupils will be expected to do with the content. They also
showed that instruction can be preceded without clearly defined instructional objectives;
but this instruction focuses dbn moment to moment activities rather than on the more
important long-term goals. These authors again added that, without pupil learning clearly
in mind; it is difficult to judge the adequacy of teachers’ classroom practice. These
authors also described that some teachers concentrate on teaching contents, because they

simply rely on tif€’same old teaching techniques day after day. .
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About using concrete examples and real objects, Vygotisky (1978) cited in MOE (1999),
Chauhan (1979) and Airasian (1997) pointed out that knowledge is produced or
constructed meaningfully through interaction between the learner and the world around
~him/her. To this effect, the teacher should make his/her teaching meaningful, because
ineaningful materials and aids create interests in students learning and 1is retained for
longer period. They also indicated that, if the materials and instructional activities that are
planned for a particular lesson do not help pupils to master the stated instructional

dbjectives, it can be said that there is mismatch between teacher’s classroom practices

with the planned instructional objectives.

] . ! N
Table V, Teachers’ Responses on Deriving Instructional Objectives

No

€

Item

Level of agreement

Strongly
disagree

Disagree

Unde
cided

Agree

Strongly
agree

Mean
value

N (%)

N(%)

N
(%)

N (%)

N (%)

I drive instructional
objectives directly form
teacher’s guide book
without making
modification

3(7.2%)

6(14.3%)

20(47.6%)

J

13(30.9)

3.8

1 use students
experienices and their back
found knowledge as inputs
to make instructional
objectives appropriate to
their needs

leamingﬁ

5(11.9%)

13(31.0%)

16(38.1%)

8(19.0%)

3.2

I make task analysis on
unfamiliar lesson contents
to develop instructional
objectives that were not
addressed in  teachers
guidebook

8(19.0%)

17(40.5%)

12(28,5%)

-

5(11.9%)

2.7

10

I state lesson contents as
Instructional objectives in
my daily lesson plan

11(26.2%)

17(40.5%)

9(21.4)

5(11.9%)

2.7

¥
11

Iidentify poteatial learning
problems to make
instructional objectives -
appropriate to the students
need

9(21.4%)

16(38.1%)

13(31%)

4(9.5%)

2.8
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As it is shown in table V, 20(47.6%) and 13(_30.9%) of thfe respondents agre_ed and
disagreed as they derived instructional objectives directly from teachers guidé book
ﬁv’jthout making modiﬁcatiorl and the mean is 3.8 that shows agreement of respondents.
When teachers were asked to rate their responses on using students learning experience
as inputs '1 6(38.1%) and 8 (19%) of them agreed and strongly agreed respectively and the
mean is 3.2 which shows respondents’ agreement. In relation to stating lesson contents as
instructional objectives, 17(40.5%) and 11(26.2%) of the respondents disagreed and
strongly disagreed and the mean is 2.7 that shows respondents disagreement. In
identfying potential learning problems, 16(38.1%) and 9(21.4%) of them disagreed and
strongly disagreed respectively and the mean is 2.8 that shows disagreement of the

respondents.

From_the above description 1t can be seen that these sample teachers simply stated
instriuctional objectives by deriving from the read-made 1is't. Even though, teach'ers
responded as they assessed their students learning expe‘riences and background
knowledge to use as inputs to make instructional objectives appropriate to their needé,
they rated their responses for questions number 10 of table V as they did not make task
analysis on unfamiliar lesson contents to develop instructional objectives that were not
addressed in teacher’s guide book.

')

-

To support the above data, Airasian (1997) revealed that teachers stated instructional
objectives by asseséing their pupils’ status, needs and the structure of the subject matter
to be taught. This information is synthesized by the teachers 'in to, a set of instrﬁctional
objectives appropriate to the class. After making assessment, objectives from prior years
will need to be modified, added or eliminated. This author also described that text book
authors can not tailor objectives, plans and assessment to every user. They can not take
the status. needs readiness and resources of all teachers and classes in to account;

therefore, all these tasks are the classroom teacher’s responsibilities.
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In addition to this, Arasian (1997) and Jarolimek (1997) pointed out that if the teacher
develops the practice of selecting instructional objectives from a ready — made list
composed in another setting, the spontaneity and capacity to meet the needs, abilities and
,Xnterest,s of a particular group of children would be greatly reduced. They emphasized
that if a teacher blindly Tollows what is in the textbook; will undermine his/her
responsibility to determine outcomes and instructional activities that are well appropriate
to the needs of the pupil. In general, these authors indicted that if instructional objectives
are based on the realities of the actual classroom in which the learners are located, they
will provide .a good match between the expected learners outcomes and the capacity of
the children to achieve it. So, instructional objectives should be modified by the
class.reom teachers for a particular group of learners.
Concerning identi-fying potential problems, Savage and Armstong (1987) Hassesn (1998)
and UNESCO (2004) pointed out those identifying potential problems areas before actual
instructional is an important task of the teacher. When these potential learning problem
are‘are 1dentified, teachers can think of ways to respond them. So that pupils learning
of the content will be advanced. They also explained that idéntifying students learn.iqg
problems on daily and timely basis help teachers to focus on monitoring and guiding the

students’ progress through the content of the subject matter.

To sum tp, Airasian (1997), ANRSEB (2000) and UNESCO (2004) indicated that
planning instructional objectives that poorly match with, lesson contents and teaching
activities is doomed to failure. Bécause, planning instructional objectives is a context —

dependent activity that includes consideration of pupils, teacher and instructional

materials.

-
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Table VI. Teachers’ responses on implementing assessment techniques during instruction

Item

Level of agreement

Strongly
disagree

Disagree

Undeci
ded :

Agree

Strongly

agree

N (%)

N (%)

N (%)

N (%)

N (%)

Mean

12

I evaluated student’s questions and
answers during instruction to match
instructional objectives with my

classroom activities

2(4.8%)

2(4.8%)

20(47.6%)

18(42.8%)

4.2

13

% Iimplement different assessment

techniques during mstruction to
assess individual’s students and the
who_le class to identify whether the
intended learning outcomes are'

<

achieved.

1(2.4%)

7(16.6%)

27(64.3%)

7(16.7%)

3.8

14

I use questioning techniques during

instructional to get adequate

information about students learn

19(45.2%)

23(54.8%)

15

I use informal assessment

techniques during instruction to
the intended

assure  whether

Jearning outcomes are achieved

2(4.§%)

5(11.9%)

21(50%)

14(33.3%)

3.9

As it is shown in table VI, concerning students questions during instruction, 20(47.6%)

and 18(42.8%) of the respondents strongly agreed and agreed 'resp‘ectively and the mean

is 4.2 that shows respondents agreement. In implementing different assessment

techniques. 27(64.3%) and 7(16.7%) of them agreed and strongly agreed respectively and

the mean is 3.8 which indicates respondents agreement. In using questioning techniques

during instructisw-23(54.8%) and 19(45.2%) of the respondents strongly agreed and

agreed respectively and the mean is 4.5 that indicates respondents agreement. In

connection of using informal assessment techniques during instruction, 21(50%) and 14
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(33.3%) of the respondents agreed and strongly agreed respectively and the mean is 3.9

that shows respondents agreement.

] From the above descrlptlon it is possible to understand that teacher 1mplemented
dlfferent assessment techmques during instruction in order to identify whether the

intended outcomes are achieved.

In support of the above idea, Hassen (1998) Chase (1999) indicated that the critical role

of assessment is determining how well students have learned the intended outcomes.

About the importance of questioning, Airasian (1997) and ANRSEB (2000) indicated that
because it is not possible to observe all students while they working, selecting samples
and questioning them on what they are doing in a non threatening way and getting them

to talk about what they are doing are valuable ways of assessing their understanding and

1ea‘ing.

In relation to using informal assessment techniques, Airasian (1997) explained that ‘in
addition to questioning techniques, teacher employ informal assessment techniqlies that
tells them about pupil’s affective characteristics. This author also indicated that at

elementary grade levels teachers typically are asked to rate pupils conducted effort and

school citizenship.

In general. MOE (1999) showed that there are many important behavioral outcomes, that
require the use of informal assessment, especial, in first cycle primary school classrooms,
children learn to develop thfir reading, writing and arithmetic skills. So, behavioral

changes in personal —social development (i.e. interest, feeling attitudes, belief ...) are also

included.
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4.4. Analysis of Observation Checklist Results

Table VII. Summary of Teachers’ Classroom observation

Observation results

“;No Observed activities Yes No
' " R No % No %
1 Does the teacher state measurable instructional
objectives in his/her daily lesson plan 8 444 |10 55.6
2 Does the teacher drive instructional objectives directly
. from teachers guide book without modification 18 100 - -
3 Are Instructional objectives written with performances
indicators? ' 3 167 [15  [833
4 @ i Does the teacher introduce the day’s lesson objectives )
to students?- 7 389 |11 61.1
5 Are the day’s lesson objectives integrated objectives \
domains? 17 94.4 1 5.6
6 Do-es the teacher select appropriate instructional
q methods to achieve the intended learning outcomes? 4 222 | 14 77.8
7 Does the teacher concentrate more on teaching lesson
contents rather tan instructional objectives 11 61.1 |7 38.9
8 Do -the students participate in different learning
activities during instruction? - 7 389 |11 61.1
9 Are teachers’ assessment ,techniques helpful to _
identify whether the intended learning gutcomes are \3 16.7 | 15 83.3
achieved during instruction?
10 Are teachers classroom activities aligning with the
planned instructional objectives 4 222 (14 | 778
i 4

In the above table, in 8 (44.4%) classroom practices measurable instructional objectives were
stated, but in 10(55.6%) classroom practices measurable instructional objectives were not stated.
In all 18 (100%) classroom practices teachers’ stated instructional objectives by simply deriving
from the ready-made list. In 3(16.7%) classroom practices teachers wrote instructional objectives
with perfomﬁnce‘”iﬁdicators, but in 15(83.3%) classroom practices teachers did not write their
instructional objectives with performance indicators. In 7(38.9%) classroom practices, teachers

introduced the day’s lesson objectiv’es; whereas, in 11(61.1%) classroom practices teachers did
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mot introduce the day’s lesson ObjCCtIVCS In 17(94 4%) classroom practlces objective domains
were integrated. In 4(22.2%) classroom practices, appropriate mstructlonal methods of teaching
were selected, but in 11(61.1%) classroom practices, appropriate instructional methods of
)teachmg were not selected. In 11(61.1%) classroom practices, teachers focus more on teaching
lesson contents, but in 7(389%) classroom practices, teachers focus more on teaching lesson
objectives. In 7(38.9%) classroom practices, students participated in different activities, but in
11(61.1%) classroom practices, students were relatively passive. In 3(16.7%) classroom practices,
teachers’ assessment techniques were helpful, but in 15(83.3%) classroom practices, teachers’
assessment techniques were not helpful. Finally, in 4(22.2%) classroom practices, teachers’
classroom activities were aligned with instructional objectives, whereras, in 14(77.8%) classroom

practices, teachers’ classroom activities were not aligned. .
®

»

The above desc-riptions show that, in relation to stating’ measurable instructional
objectives, more than half of the observed teachers did not state measurable instructional
objectives on their lesson plans. Instead, they stated general objectives that do not guide
the‘observanon during instruction to identify whether or not the intended leammg
outcomes are achieved. In driving instructional objectives, all of the observed teachers
did not make modification on the ready- made list of instructional objectives to fit the
instruction to their particular classes and resources. Instead, they simply stated instruction
objectives by deriving directly from the read- made list composed in another situation.

This prattice was also rated by most of the sample teachers in teacher questionnaire

part.(see item 7,onpp 40) i

In connection to ‘writing perforrhance indicator words, more than three-fourth of the
observed teachers did not write performance indicator words_in their instructional
objectives. But, they stated~ action verbs that can be interpreted in many ways.
Concerning introducing the day’s lesson objectives to students, most of the observed
teachers d:d not introduce the day’s lesson objectives to students and they did not
facilitate teaching and learning activities to bring the intended learning outcomes. In
relation to integraring objective domain, almost all of the observed teachers stated at least
two of the objectives domains in the integrated. way in their lesson objectives. In selecting

instructional .methods, all the observed teachers did not select appropriate instructional
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methods that help them to achieve the intended learning outcomes. Instead, they simply
rely on the same old teaching method. It was assured during instruction that almost all of
the observedl teachers seen either they delivered all information or one of the students
,’ read information from text book and other students are silently: following him/her in their

-

own textbooks.
In relation to concentrating on teaching contents, in these teachers’ classroom teaching,
teachers were observed when they tired to cover lesson contents prepared for the period.
About students’ participation in different learning activities during instruction, more than
half of the students did not participate in different learning activities during instruction. In
rela’tiﬂn of implementing assessment techniques during instruction, more than three —
forth of the obser-ved teachers assessment techniques during instruction were not helpfﬁl
to identify -whether or not the intended learning outcomes are achieved. The
implementation of different assessment techniques in these observed teachers’ classroom
tea‘ing seem to be weak. ; '
In general, the observation result revealed that the alignment of teacher’s classroom
practice with instructional objectives is weaker; as a result the attainment of education

objective for the level is les effective. (see appendix E).

»
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CHAPTER FIVE

5. Summary, conclusion and recommendation

518
i ummary

The main purpose of this study was to examine the alignment of teachers’ classroom

practice, with instructional objectives. In the course of study, the leading questions were:

1. Is there alignment between teachers’ classroom practices with instruction objectives?

.1 .1 Do teachers teach lesson contents or lesson objectives?

1.2 How do teachers state instructional objectives?

1.3 Do teachers implement different assessment techniques during instruction to assess
stheir students learning in order to identify whether the intended leaning outcomes

-

are achieved?

To answer these questions, a descriptive survey method was used. Then a five (5) point
raﬁ@ scale questionnaire were administered to the sample 44 teachers who teach in
grade four of the 15 sample schools in Minjiar-Shekoral woreda. In addition® to
questionnaire 6 teachers’ classroom teaching were observed three times each with the
help of tow assistant observes who serve as cluster supervisor'in the Woreda. After data
were gathered from 42 teachers (2 teachers were unable to fill in and return back)

percentage and mean were used to analyze the data drown from five (5) point rating scale

questionnaire.

On the other hand, data obtained from observation checklist were quantitatively and
qualitatively analyzed to enable researcher in order to detect the differences in the
alignment of teachers’ classroc‘lm practice with instructional objectives.
From the analysis; the following major findings were obtained
1. Sample teaches — who currently teach in grade four of Minjar- Shenkora Woreda
first cycle primary schools- classroom practices were poorly aligned with
instructioqal objectives. As a result the attainment of educétion objectives‘for the
level (that is enabling children reading, writing and arithmetic skill) is less
effective. (See the evidence on appendi;("E). This misalignment can be described

by the following details.
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1.1. 35(83.3%) of the sample teachers who teach in grade four of the sample
schools concentrated more on teaching lesson contents rather then teaching
lesson objectives. As literatures revealed, concentrating more on teaching lesson

. contents leads teachers to omit information about what students will be expected
to do with the co;ltents. In addition to this, merely stating the contents to be

" covered in instruction is insufficient to select instructional materials, to
communicate objectives to other or to help assessment procedures.

e In relation to lesson objectives, most of the sample teachers who teach in grade four
of the sample schools do not have clear understanding about the differences

. between writing general and specific objectives. On the other and, other some

“sample teachers who have better understanding about writing these objectives did

not state behavioral objectives in their lesson plans accordingly. As literature

indicated, the reason many teaches shy away from formulating these behavioral

‘ objectives is formulating them demands much thought and effort.

e (Concerning the arrangement of conducive learning envifonment, most teachers who
teach in grade four of the sample schools did not arrange conducive learning
environments. As a result, students did not get opportunities to interact with each
other aﬁd wit their environmental and study how to learn. As literatures showed,
arr;nging conducive learning environment is the core: of the teaching process;
because arranging and facilitating meﬁningful material and aids during instruction
help teachers to create interests in students learning and is retained for longer
period. :

o 24(57.1%) of the samp% teachers who teach in grade four of the sample schools
responded that they were started teaching with the experiences the child has already
accumulated and they correlated the child previous experiences with the new.
However, they were asked to rate their response about identifying Potential learning
problems to make instructional objectives appropriate to students need, they rated
that they did not identify potential learning problem areas which helps teachers to

think of ways to respond to these problems.
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e 1.2. 33 (71.5%) of the respondent teachers who teach in grade four of the sample

)

1 4

schools stated instructional objectives by deriving from the ready-made list of
teacher’s guide book without making modification. These instructional objectives
de not provide a good match between the expected learner outcomes and the
capécity of the children to achieve them.
1.3. 34(81%) of the sample teachers who teach in grade four of the sample schools
implemented different assessment techniques during instruction to identify whether
or not the intended learning outcomes were achieved. However, the implementation
. of these assessment techniques were not guided by behavioral instructional
dbjectives ar}d again, teachers’ lesson objectives were not modified for a particular
group of learners. Because of these reasons, assessmienttechniques that weré
employed during instruction were weak to show what a learner can and cannot do

after instruction.

L 4

5.2 Conclusions

Based on the major findings, the following conclusions are made

The finding of the study indicated that most of the sample teachers concentrated more
on teaching lesson contents rather than teaching lesson objectives. From this finding,
it is phossible to conclude that teachers who teach in grade four of the sample schools
omitted information about what the pupfils will be expected to do with the content.
Because, concentrating more on lesson contents rather than on lesson objectives leads
teachers to fail in select‘ing instructional materials, in c‘ommunicating lesson
objectives to others and in helping assessment procedures. - |

R

As the majority of the respondents rated, they stated instructional objectives by
deriving directly from the ready-made list composed in another setting to guide their

instruction and assessment. From this finding, it is possible to conclude that teachers

who teach in grade four of the sample schools forgot their pupils when they stated

instructional objectives.
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% In implementing different assessment techniques during instruction, much is expected

from classroom teachers. However, te3achers who teach in grade four of the sample

schools assessment procedures were not guided by behavioral instructional

53

objectives.

Recommendations

The investigation of the study revealed that there is poor alignment of teachers’

classroom practice with instructional objectives in grade four of the sample schools in

Minjar- Shenkora Woreda.

Based~on this pomt the following recommendations are made.

L.

<

Current efforts at School Improvement Program (SIP) have emphasized on the
teachers’ role in decision making through identifying learning problems in order
to achieve the intended learning oﬁtcomes for the leyel. Therefore, ;school
management and academic committees should proyide' practical support to

teachers in building their capacities through facilitating school based training.

Because of- their close and frequent contact with teachers, cluster center
supervisors are shouldered higher responsibilities to facilitate gap- filling

orientation to teachers about the alignment of instructional objectives with their

classroom practices. i N

Woreda education office expertise, teachers college professionals and officials in
both institutions should provide professional support by arranging workshops and
seminars on the alignment of teachers’ classroom practice with instructional

objectives through the college- school linkage programs.
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Appendix -A

Bahir Dar University
Department of curriculum studies

-

A questionnaire to be filled in by first cycle primary school teachers

The purpose of this questionnaire 1s to gather information regarding the alignment of teachers’
elassroom practice with instructional objectives. The information to be obtained is only for
research undertaking. Therefore, the cooperation of first cycle primary school teachers in
providing genuine information is highly valuable to complete the study. No need of writing your

[y

nanft on this paper.

Thank you in advance for your cooperation

Abate Haile

-

Pals Personal Data

Direction: - Please indicate your response by putting (x) mark on the space provided except the

questions which require written response.

Name of the school

Your level of education

Certificate Other,

3. your years of experience in teaching

Below one year _ from 1-5 years

From6-10years from 11-15 years

From 16-20 vears above 20 vears B

Part 1l Teachers™ questionnaire about their opinion on the alignment of their classroom practice

with instrucuional objectives
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Direction I: please indicate your response for each question in the way you are asked to express

your opinion.

Have you taken on-the job short-term training on how to drive and state instructional

4 objectives and align these objectives with your classroom practice?

Yes 0 No 0

2. If yOur response to question number 1 is yes, who provided the training?

3. If vour response for question number 1 is ves, do vou think it was adequate to up-date vour

know-how about driving and stating instructional objectives and aligning these objectives

with your classroom practice?

® Yes © No o .
4. Do you prepare daily lesson plans that give place for behavioral instructional objectives?
Yes O No o
5. It your response tor question number 4 is yes, please write at least 3 common performance
i_ndic'ator five words that you state in your instructional objectives.
6. Do you exert much effort in arranging conductive leaming environment in order to align your
classroom activities with the planned instruction objectives?
Yes O No C
7.

If your response for question number 6 is yes, please mention at least two of these conductive

learning environments?

Direction II:- The following questions (from 1-15) indicate teachers’ practice of driving and
staing nstructional objectives, their concentration i classroom teaching, their ’assessment
techniques that arec employed d\uring instruction and their attempt to align their classroom practice
with the planned instructional objectives. Therefore, after réading each items deeply. please

indicate vour level of agreement by putting (x) mark under the corresponding number.

1= strongly disagree

o

= disagree™
3 undecided
4 agrec

5= strongly agree
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No

1

6

9

14

15

Items about the alignment of teachers classroom practice with instructional

| objectives

Scaled-values

I drive instructional objective directly from teacher’s guide without making

413 12

1“

%ﬁ}odiﬁcation

It is necessary to identify potential leaming problems to make instructional

| objectivgs relevant to the lesson and appropriate to student’s need.

' I use different assessment techniques during instruction to assess individual

| students and the whole class to identify whether the intended learning
olitcomes are achieved.

Teaching strategies techniques that I facilitate during instruction emphasize

more on covering lesson contents prepared for the period rather than
achieving the intended learning outcomes.

T use questioning technique during instruction in order to get adequate
~information about student learn.

make instructional objectives with my classroom activities.

I use students’ learning experience and background knowledge as an input to

I eﬂuate the student questions and answers during instruction to align
instructional objectives with my classroom activities. i

objectives that were not addressed in teachers guide.

It is not necessarily important to create conducive learning environment in
order to achieve the intended learmning outcomes.

I make task analysis on unfamiliar lesson contents to develop instructional

I do not-follow specific instructional objectives that focus on precision in
order to measure learning outcomes.

& -~ o
[ facilitate additional activities to instructional objectives in order to develop
students” content knowledge.

[t1s not important to use concrete examples and objects during instruction to
clarify concepts to students.

-

I'introduce the lesson objectives of the day to students before the insurrection
1s begun.

-1 do not usz informal assessment techniques during instruction in order to

assure whetner the intended learning outcomes are achieve

I state lesson contents as instructional objectives in daily lesson plans.
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Appendix C

Bahir Dar University

» Department of Curriculum studies

Grade ~-------------- Section -----—---emmemeee

. Period ~------mmememee-

Observation data -------------

Observation checKlist prepared for the completion of master thesis

Observation -----------

No Activities for observation

Alternatives

Yes No

1 | Does the teacher state measurable instructional objectives in his/her

daily lesson plan?

to

' Does the teacher drive instructional objectives directly from

| teachers’ guide without modification?
3 ,

Are instructional objectives written with performance indicators?

4 | Does teacher introduce the day’s lesson objectives to students?

5 7'\176 the day’s lesson objectives integrating objectives domains?

6 Does the teacher select appropriate instructional methods to achieve

% the intended learning outcomes?

7 E Does the teacher concentrate more on teaching lesson contents

|

i . . z ‘ & «
' rather than instructional objectives

8  Does the students participate in different learning activities during

mstruction?

9 . Are teachers assessment techniques helpful to identify whether the
. intended leaming outcomes are achieved during instruction?

10 Are the teachers classrooms activities align with the planned
__instructional objectives?

Name of observers Sin Date

| PR o1 S mssewsmmaes: ceeeesssesEssssmssems eemsmm—aee
2 (assistant)  —--dttemmmmmee

R RN I el B e T —
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Appendix F
Summary of teachers questionnaire on the pilot study results

m ~ Questions N | Results
7 T ; % T T ol | J ﬂ | i | |

= o . B | |

= | “ | *v “ _\,m<o: Odd _

(=] i | |

=3 | m

4] | i .No | .No.

a2 |

1 (2 (3 14 |5 |6 |7 |8 |9 |10 |11 [12 (13 |14 |15 |16 \@ (Oy |E* |0O* |EO
N ‘ ﬁ _ ji

1 2 14 5 |2 [4 [5 [5 |1 |5 |2 14 |2 |4 [5 [1 |2 ,Sw To T% 841 MQSQ

2 4 |1 (4 s |5 Ja4 |2 J4 [2 (1 |2 |1 [4 |4 |2 HA gk Tw \ma ?mm ‘%og

3 5 14 4 |4 15 |4 |1 (4 |2 (5 |2 2 124 |5 |2 i 31 25 TS 625 | 775

4 5 14 |5 |5 (4 [2 [4 |2 |4 |2 15 |1 |4 |s [4 |1 22 |35 484 11225770

5 4 15 (4 |1 |5 4 |5 J2 |2 [4 |1 [4 |5 [4 [2 |5 L?o me 841 -[784 812

| i

6 5 (2 12 14 14 |5 |2 |5 |1 T 2 |4 |5 T4 |4 |2 28 Tw 784 | 625 | 700
L
-7 4 |5 |5 12 14 14 [2 [5 |1 T 2 s |5 4 |2 [4 133 |25 1089 | 625 | 825

8 _H 4 14 |5 |5 |4 [5 J2 14 |1 |12 |4 |5 |4 |2 [1 1|25 28 625 | 784 | 700

9 T 4 T 5 |5 Lw 4 12 11 2 14 [5 |5 |4 |1 .12 426 27 675 | 729 |702

]

10 [5 |4 _Z 4 |5 4 |1 14 |2 (4 |2 |5 [4 |4 |1 |2 |31 24 961 | 576 | 744
| | | | 1272 271 [,7523 | 7439 | 7295
| | | | g | -

Reliability result 0.824
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