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ABSTRACT 

The purp se of this tudy i to appraise the extent which would - be teacher teach in the teaching 
practice effectively \\'hen Cell in the light of the fi\'e key behaviors. i,e" lesson clarity, 
in tructional variety. teachers ta k orientati n and engagement in the learning process and student 
ucce s rat , To thi end. two data gathering instruments (observation scales and que tionnaire) 

weI' employed. while three Amharic and five English teachers teaching and one hundred sixty 
eight tudent-teacher iQ training \vere used as the subjects of the study, Percentage was employed 
to analyze the data , 

Finding made clear that the behaviors of clarity such as informing learners about the ksson 
objective and pro iding them \\'ith an ad\'ance organizer are not performed properly, The beha\'iors 
of c1arit such a checking for task-relevant prior learning at begirming of the les on. gi\'ing 
directi\ 'es slowly and distinctly. etc, are performed in a medium level by teachers and \\'ould-be 
teachers, Would-be teachers perform the behavior that is knowing ability levels and teaching at 
slightly abO\ e learners' current level of functioning in a low marmer. 

\\ ith r gard to variety. some of its beha\'iors such as showing enthusiasm and animation through 
variation in eye contact voice and gesture . etc,. are better done , Wherea the beha\'iors such as 
using attention-gaining de ices, using a mix of rewards and reinforcers. u ing various types of 
questions and using various mode of presentation are badly done, 

Regarding task orientation. behaviors such as de\'eloping unit and lesson plans and teaching in 
accordance v,ith text and curriculum guide. etc,. are performed in a medium level. \\'h reas the 
behaviors such as selecting the most appropriate instructional method for the objecti\' s being 
taught and establishing schedule in which major classroom acti\'ities begin and end \\'ith clearly 
\'isible events are performed in a 10\\ manner by would-be teachers, 

:\s regards engagement. the behaviors such as providing for guided practic . pro\'iding c rrcctives 
for guided practic in a non- e\'aluative atmosphere, u ing meaningful \ 'erbal praise are not bener 
done, Amharic and English teachers better do the behavior that is using group and indi\'idual 
activities as motivational aids when necessary, \\'hereas it i done in low I vel by \\ ould-b 
teachers of Amharic and English, On the other hand. the behavior that is monitoring at\\ ' rk by 
circulating and frequently checking progress is performed by a medium level. 

Concerning modcrate-to-high success rate, beba\'i r sucb a e tablishing unit and k on 
organization that reflects task-relevant prior learnino ' etc .. are performed in a medium Ie\' I. 
Whereas the behaviors such as administering COlT cti\ 'e immediately after initial re pOll ' e and 
establishing momentum arc badly done , 

Finally. giving due emphasi to organizing a series f eminars /workshops to familiariz and to 
refresh the language teachers of TTl in particular and the staff in gene ral v ith modern principks, 
theories and m thods of teaching by im'iting resource per ons \\'ith diflerent fields or 
specialization. and arranging continuous hort-term in- ervice education for tcacher ' r \\ LHtld-bt.: 
teachers in particular and for fir t cycle primary chool teach I' in gcneral art: the major 
recornm ndations in order to improve t aching ef~ cti\'cncss, 

viii 
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CHAPTER ONE 

1. INTRODUCTION 

1.1. Background of the Problem 

The \\ ide range of literature in the area of teacher education in general and on effective teaching 

in particular appear to reflect the significance of the teacher education program and the 

prominent role that it plays. - xtensive researches have been made on arious aspect of teacher 

education in arious parts of the world. Among the e the area of efTecti e teaching has got 

con iderable attention b a number of researchers. 

R~ an and hi colleagues (as cited in Perrott 1982). for instance. conducted research to identi f~ 

faclOr associated \\ ith effecti e teaching and came up \\ ith three main factors. \\arm anJ 

under tanding: organized and busines like: and stimulating and imaginative. to be the Ign or 

effecti\e teacher. 

Ro ensh ine and Fur t (as c ired in Perrott. 1982: 1-"') have revic\\ cd the re earch lUd i c · nn 

effe ti\ 'e reaching and identified fiye teacher characteri tics con i tentl) a sociated \\ ilh gain ' in 

pupil' achie\ement: i.e., enthusiasm. busine like orientation. clarit). ariet) in tea hing. and 

the extent ro \\ hich the teacher provides opportunitie for pupi I to learn the in tru ti( nal 

con lI.; n t. 

Be ides. researchers have also put on much effon to identif~ teaching b ha\ ior that racilitatc~ 

pupil " learning in pe ific curriculum areas foeu ing on readin g and mathematic instruction <.It 

the primar) 'chool Ie el (Bennet. 1976 cited in Perrott. 1982: 3). Rcult ' \\ere f<.unJ to he 
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• 

consistent \\ ith the finding f (R) an. 1960. Flanders. 1970. and Rosenshine. 1971 cited in Perrott. 

1982:4 ). 

imilarly. different re earcher ha e made quite interesting attempts to disco er tho e teacher 

beha iors that \vere casually related to de irable student outcomes. such as good grades on 

cla -sroom test. higher tandardized test core. better attitude to . chool and subject. and 

increased problem- 01 ing skills. Although some studies pointed out findings that \\CIT 

contradictor~ to one another or found no relation hips between certain clas room proce ses and 

student outcomes. many found patterns of classroom interaction that consistently produced 

desirable outcome . ha be n indicated approximately ten teacher beha\'ior ha\c sho\\n 

promising relationship to desirable student outcomes. Five beha iors resulting from the e sLUdics 

have strong research support (Dunkin and Biddle. 1974' Ro enshine, 1971. 1973: cited in Perrott. 

1982; Walberg, 1986' Brophy and Good. 1986: Brophy, 1989). and the other fi e ha e less 

support but appear logically related to effective teaching. 

The first fi\ c teaching beha iors that re earchers generall ha e agr d ontribute to cnecti\ c 

teaching are identified as key beha ior . These ke, beha lOr are I s on clarity. instructional 

ariety. teacher task orientation. and engagement in the learning proce . and tudent suc e S 

rate. The second five are identified as cmal) tic or helping b ha lor that an occur In \ al'l(HIS 

mixrures to help implement the ke) beha\ i r . They ar u e of ·tudelll idea. tructuring . 

questioning. probing and enthu iasm (Borich. 1988: 4- 17). 

Moreover. research nergy is till being expanded at a higher rate to find OUI the magnitude or 

each or tho c \ariable ·. Therefor. it \\ould b rca. onable to assumc Ihal c'\I~nsi\e H. \\cll ".., 

inten ive literalure in the a pecl of efrective teaching renect an 0 r incn:asing inlcre 'l in and 

emphasis not only upon the significan e of teacher education, but al 0 upon lhe intention to assist 
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teachers (pr - en ic~ a \\ell a in - ser ice) to obtain proper training. To thi end. it is c\ idcnt 

that 0 much ha. beul done and is still endeavored to facilitate and refinc the program or teach~r 

education abroad. The effort is really appreciable. 

110\\·cver. the researcher of thi paper ha felt that research work on this most important issuc i 

quite limited in th~ -thiopian context. For in -tance. one researcher ( braham. 1993:50) in his 

study undcr the toric "Factor which Innuenee Teaching Effectivene : A comparative Anal, sis 

or :Vlak and Fcmak Teacher in 'Icmentar chools" recommended t\\ 0 th ings: 

I. The E LC GP i \\'eakly and negatively correlated \ ith both T.T.I GP and cores In 

teaching effectiyenes . 

2. Female teachers teaching effectiveness as compared to their counter-part eems to be 

highl) intluenced by their achievements at T.T.1. Hence. he recommcnded that teachers. 

counselor and administrators should pay special attention to the problem ' of female 

trainees and set up programs that might help them to be effective teacher. 

Even if \'ariou re 'earcher did this kind of re earch \york for a long timc about the qualit~ or 

educatio,") the prohlems recur li'om timc to time. A tated by mbcrb r (198:). Ethiol ia's 

educational system is challenged b) a numb r of unresol ed diffi ulti~. s a I' ull. thcre ha\c 

been an increasing public critici m and di cu sions about thc declining quality of edu ation from 

time to time. Though ther are many factor that adver ely afT ct the qualit~ r education. 

ineffective tcaching is one of the major onl.: peaking about the ef~ cts or tea her upon 

teaching .. kililu (1967) stated that or all the component that go t make an educational \ tem 

viable. functional and productive, nothing i as crucial as the pr \ i ion. and maint nan c or a 

qualified and ati lied tcaching force. In his opinion. the impro cment uf education in Ethiopia 

dl.:pends dir etl)' upon the ability of the Mini try of -ducation in general and Regional I.duc:ltion 

3 
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Bureaux in particular to train and retrain effective teachers. Ho\\cver no svstematized stud\ has . . 

been carri d out \\ hi h CO\ er Ie son clarity. variet . task orientation. engagement and moderate-

to-high uc e - rate -. 

• 

1.2. Statement of the Problem 

• 
f,rt'e ti\ ene s in teaching mainly relies upon the qualities of teacher.. Teaching profession 

require teachers highly trained \\ ith ubject matter. \\ell equipped \\ ith the methods of teaching. 

and above all profe ional commitments. The question of qualified teacher in turn. is directl) 

relat d to the r cruitment and preparation of future teachers' and the retention of teachers in the 

• 
prof ion (Farrant. 1980). 

Hence. being a \\orld where the pressure i high for upgrading the quality of teacher education in 

• general and for more highly specialized pedagogically trained graduates in particular; the effort 

made so far in Ethiopia i limited . 

I·urtherlllore. Arba inch Teachers' Training In titute i about to produce it. I t h graduates. :0. 

for man) important reason. especially being ignorant knowledge of it re ult \\ould natural!\ be 

the pressing need of the Institute as well a concerned personalitie . Thu . it appear timely and 

rele\ant to a e s effecti ene of the p rspecti e teacher ofth In titllte. 

The purpo C ofthi stud i. therefore. to appraise the extent to \\hi h \\'ould- be teacher teach in 

the kaching practice effecti\ely when seen in the light of the fi\c ke) behavior. i.e .. Ics: n 

• clarit). in tructional ' ·ariet). leach rls ta k orientation and engagement in the learning proce 's 

and student success rate . 

• 

• 
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To thi end. this tud)' attempts to eek an wers for the following basic questions: 

I. Are the prospecti\c teacher clear enough in the classroom? 

. 2. re they \ ariabk or flexible in the classroom? 
• 

re the) ta k oriented in the classroom? 

4. Do they engage tudent in the learning process? 

5. Do the~ e tabli h moderate- to- high rates of success in the classroom? 

• 
1.3. Significance of the Study 

Thi stud) is hoped to be ignificant for the finding could help the Institute as \\ell as those \\ho 
• 

are interested to obtain proper feedback about the quality of its outcomes. It i al 0 hoped that the 

tud) help the Education Bureau and concerned authorities to compile information that can be 

u ed in the planning. de elopment. and refinement of teacher education pr gramme. 

• 
Be ide, the re earcher hores that the finding of the tudy pro\'ide concerned part: \\ ith an 

in ight into ho\\ the pro pective teacher 111 Arba Minch Teacher' Training In.-titute rate 

functionall) and in \\ hat ch racteristic the, are deficient and suggest po iblc mean ncce::-.un 

to mak lip an: defici ncie \\hich may appear. 

Oth I' than the e, it i the res archer's hope that th i tudy \\ i II en e tho c: \\ ho need local 

• literature ill the area of effective teaching and stimulate further re earch . . ~ 

1.4 . Delimitation of the Study 

The Iud)' is delimited to the apprai al of the teachi ng ffectiven s of the pro pe ' Iive graduates 

of Arba Minch Teac hers' 1 raini ng In tilLlt in the light of the fIve key b ha\iors idcnlilied anJ 

• 
5 
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agn;ed upon to be dire tl~ related \\ ith achie ement of pupils . These Ii\' key behaviors are taken 

for this study because their pre ence i found to be e sential for effective teaching. 

furthermore. due to lack of time and manpo\\er. the researcher delimited his tudy to onl~ t\\O 

'ubiect . namel\'. Amharic and Entdish language in grade 4. The researcher elected uradc 4 that . ., ..... - "- \"",; -
it is the final stage of the first cycle of primary education \ here both Amharic and Engl ish 

• languages are given as subjects in this grade. Language is the basis for learning any other subjects 

be 'ause it not only er c as a subject but also serve a a medium of instruction both in primar). 

econdary and t rtiar) I \ el. Becau e of this. the re earcher selected the mentioned subjects for 

conducting thi re earch. 

There fare. the finding and conclusions to be made are in term of apprai alaI' t aching 

efTecti enes only in Amharic and English subjects in grade 4 by u ing the five key behaviors. 

• 

1.5. Limitation of the Study. 

• Apart from the varlOLIS mInor problems the re earcher encountered \\ hen conducting thi s 

re. earch. the f'ollo\\ ing \\ ere only a fe\\ that made thi tudy shan or inrormmion . 

Obser arional tudy i expen ive in terms of both time and expel1i e. It might b prud nt to 

• 
obser e a \\ ider ample of TTls and ubject. A a re ult. thi rudy \\a limited to one TTl and 

t\\O ubjects though it would have been more comprehen ive had ther ubjcct be n included . 

In addition. b cau e of lack of related literatur of thiopian nature. the re, ear her dep ndcd 

more upon foreign literature. In spite of these hortcoming, h we er. it \\as attt.:mptcd to make 

the ' tud)' a complete a po ible. 

6 
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1.6. Operational Definition of Concepts 

rhe. following term are defined in accordance with the context they are u ed in the study. 

Advance or anizer: a tatement made by teachers before a pre entation or bcfore ha\ ing 

tudents read textual mat rial that pro ides a structure for ne\\ information to be linked 

to prior knowledge. 

Attention gainin o device: a device that help secure and maintain attention. 

CorrectiYC fcedback: information given to students about how \vell they are doing. 

Effectivc Teachino : orchestration and integration of the key and catalytic beha lor ' into 

meaningful patterns to achieve specified goals and promote student achievement. 

tngagement: amount of learning time devoted to an academic subject. 

Feedback:. information given to students about their performance; same a knowledge of 

results. 

Guided practice: practice assigned to students to be completed under the guidance or \\atchful 

eye of the teacher. 

I ndependent practice: an a signment given to student to accompl i h on their 0\\ n \\ ithout the 

teacher"s guidance to practice ne\\'ly presented material. 

Instructional variety : the \'ariability or nexibility of deliver) during the prt:scntatJon (I f 

a Ie son. 

Knowledge of results: feedback given to tudents abollt their p rforman e. 

Le son clarity: logical. step-by-st p order. and understandable and audibl deli\'cry free of 

di ' tracting mannerisms. 

Momentum: the force and pace ofa Ie on. 

Pacing: the momentum and nO\\ of a les on or instructional acti\·ity. 

7 
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Prior knowlcdoc: information and "no" ledge held b) stud~nts before the) rccci\c inslruclion on 

a topic. 

catwork: ind pendent ,,·ork done by tudents at their de ks. uch as reading. ans\\crJng 

que tion . and complding \\ork sheets. 

tudent success rate: the rate at "hich students understand and corrccll" comrlCIl.: 

exerci es. 

ymphonic conductor: a person who directs the performance of a group of people playing or 

inging mu ie. etc .. especially by tanding in front of them and making ge tures with hcr 

or hi . arm . 

Teacher ta k orientation: amount of cia sroom times the teacher devotes to the task of teaching 

an academic subject. 

Teacher Training Institute (TTl): an institution responsible for the training of \-"ould-be 

teachers of the First Cycle (grade 1-4) of Elhiopian primary education. 

8 
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CHAPTER TWO 

2. -REVIEW OF RELATED LITERATURE 

The importance of education to nationa l development is unquestionable. It is a means of shaping 

the young generation in desired outcome . Thc realization of educational objccti es is dircClI~ 

relat d \\'ith the effectivenes of teaching. Because of this. much eflort has becn exerted b~ a 

number of theori t, re 'earchers. educator. and the concerned organizations in devi ing 

appropriate mean and \\ays of improving teaching effectiveness. Quite considerable body of 

ugge tion ha been tomardcd to thi nd . There is also a \\ide rang ofliteralLlre dealing \\ith 

the topic .. Teaching ffecti eness", In this re iev.. literature that i rele ant to the stud~ \\ ill he 

pre ented 0 as to have an insight into the core element and to briefly expose the readers to some 

of the basics of the subject under cons ideration. Accordingl . it will be dealt with under the 

follo\\ ing heading. name I) . effecti \'e teaching. 

2.1. Effective Teaching 

2.1.1. The Nature of Teaching 

The informal practice of teaching existed long timc ago Illce the creation o/" man on earth 

(Chauhan, 1990). relati\'ely sy tematic treatment of it, h \\e\ 'cr. can be traced to the time 

"\\'hen tribal pricsts systematized bodies of knowledge and culture .. ( acttler. 1968: II). 

A more formal approach of teaching. on the other hand. ma) h as ociatcd to tht: time or .IuslIil ' . 

16
1h 

c. ( LK-International Consu ltanc). 1999), ccording to thi. au thor . .IuslIils opcncJ school 

and teach r trai ning co ll ege in Europ and began to se lect. train and supcn i 'e teacher. or 

theology and philo ophy. 

9 
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!nce then. man) educators appr ached teaching scientifically and attempted to formulate a 

univer all) applicable concept of teaching. Howe er. they could not come up \\ ith single and 

common definition of teaching. because of several difficulties associated to it. 

ne major difficulty arises from the vagueness of difference it ha with the term "instruction". 

the other come from the many variables 0 interrelated to it (Anderson and Burns. 1989). 

t the most general Ie el. some educators (for example, Good as quoted by Anderson and Burns. 

1989) aid. "in truction is synonymous with teaching." In a speci fic sen e. according to Anderson 

and Burns. (1989). confl icting vie\\ sexist: wh i Ie some educators consider instruction a a subsct 

of teaching (i.e .. a ' one of several teaching acts). others regard it as inclusiw of tcachillg (i.t'.. 

teaching a one component of instruction). 

Man., educators. ho\\e er. prefer the latter definitions of instruction Wed and \t1urphy (1982: 

890), for example. considered in truction a .. a broad term that ma) encompass most of the 

activities taking place in the clas room and the school as well as mall) acti\ itie taking pia c in 

the home . 

Ander on and Burn (1989:9) al 0 hare thi cone ption of in tructi n. Their argument i' that 

"most teacher beha\ ior . studenr behavior and teacher-student int ra (ion occur morc' \\ ithin [he 

larger context of in truction" than teaching. 

oncerning the concept of teaching. everal author forwarded their 0\\ n definition . Amidon 

(1966) defines teaching as teacher tudent inreraction. which mainl) il1\ oh' talk . Flanders. C[ al 

(1970) con iders tea hing a an int ractive proce S \\h I' ther i are ipro al influence hc[\\een 

the teacher and tudent. Gage (1978) dcfinl.:s teaching a an acti\ ity dire 'ted at hdpin!.!. anOlIk'!' 

person to learn. Anderson and Burn (1989) tend to accept Klauer's (1985) cOile ption or 
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teaching that regard it as an interpersonal activity in which two or more people learn. This inter­

personal acti\'it~. a to Klauer quoted by Anderson and Burns (1989). can be t\\O \\a) \\ here 

both the teacher and tudcnts talk and intlucnct: each othcr. 

From th aforemcntioned definitions of teaching. it is possible to extract three common and 

important fcatur : activity. interpersonal. and purposefulness. 

a. Activity : teaching is an activity. it is an action a per on can ob. cr c it taking place 

(Robert on a quotcd by Ander on and Burns. 1989). 

b. Interpcr onal: Klauer defines (as quoted by Anderson and Burns. 1989:7). "Teaching is 

an interper onal activity ... : involves interaction between a teacher and onc or 

more students." 

c. Purpo efulncss: teaching i conducted with a purpo e: it i dircctcd tov,ard learning. 

Though the term "teaching" does not imply that learning has taken placc. it 

does imply that learning is intended (Ander on and Burns. 1989). 

Out of the e thr~ common feature of the different definition of tcaching. it is po~ . ihl ' to 

develop a ingle definition. This can be stated as .. teaching an interpel' onal. intera ti\ e 

activity. typicall~ involving verbal communication. which undertaken for th purpo c of 

helping one or more students learn or change th \\ays they can or \\ ill behave" (Ander nand 

Burn. 1989:8). This definition eems to be the b st. for it combinc ' th three common katllre~ 

of the aried detinitions of teach ing. 

2 .1 .2 . Effective Teaching Meaning 

entral to the pro es of learning to teach is concepts and dclinitions of the "good" and the 

"effective" tcaching. Literatu re has indicated that trying to define ffecti c teaching has long 
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occupied the thought of man) teachers. educators. and professional re earchers. Howe er. there 

has been a remarkable di, ersity among educationists in the definition of effectin~ teaching. orne 

ha, e argued that an effective teacher is one who can e ·tabl i h rapport with students and a 

nurturing. caring environment for personal development. Other ha e defined an effecti e teacher 

as a pcr on \\ ho ha a lovc for learning and a superior command of a particular academic ·ub.icct. 

till other argue that an effecti e teacher i one who can activate student encrg~ to \\ork to\\ard 

a more.iu t and humane social order. 

Thi remarkable di"ersity \\ ithin the educational community ho\\ the difficult~ f having one. 

singl . and complete definition of eftecti e teaching. Besides. IIlce ffective tcaching arie \\ ith 

the age of the tudent population (primary. secondary. etc.). the subject matter (reading's. 

math ). and e en the background characteristics of the students (high vs. 10\\ ocioeconomic 

statu) multiple definitions \\'ould be a must. 

In fact. the e factor produce multiple definition of effective t aching. each of\\hich applie to a 

particular teaching context. thereby defining effecti e teaching mol' accuratel~ . Here in lies ont: 

of the major problem with the attempts to ha e a ingle definition of fTecti\ e teaching. The 'c 

attempts failed to consider (or e en acknov,ledge) that different t aching context I' qUire 

different teaching behaviors. The complexity and difficulty of learning to teach ari e from thc 

complexit) of the \'aried decision making contexts in \\'hich tea hing mu t occur. Thu . an~ 

single definition of effective teaching would be simplistic and inaccurate becau c or its 

in ensiti ity to tht: different learners. curricula. grade level. and in tructional material \\ ith 

\\hich teaching and learning must take placc. It is the proper mix of kc) and helping bt.:ha, iors in 

the context of the classroom that can come to define efft cti e teaching. 

12 



, .. 

• 

• 

• 

• 

In sum. based on the foregoing fact. it can be said that effective tcaching is a comprehensi\ c 

concept that invoh' the orche tration and integration of ke and helping variables into 

meaningful pattern ' to arri eat r achieve peci/ied goals . 

2.1 .3.Teaching Behaviors Contributing to Effective Teaching 

Research findings reveal that approximately 10 teacher behaviors sho\\ promising relation hips 

to desirable student performance. primarily as mea ured b, classroom a essmcnts and 

tandardized test . Fi \ e of these behaviors ha\'e been consistently supported b~ r~search studic-; , 

And the ther fi e ha\e had som\,; support and appear logically related to effective tcaching. The 

fir t fi e are called key behaviors becau e they are considered essential for effecti\e teaching. 

The econd fi\ 'e are called helping behaviors that can be used in combinations to implement the 

key behaviors (Borich. 1996: I O--ll), 

2 .1.3.1. The Five Key Behaviors 

According to Borich (1988 :8-11). the Ii e key beha iors are the following: 

• lesson clari (~ 

• instructional \'ariet) 

• teacher task orientation 

• engagem",nt in the learning proces 

• student succe s rate 

2.1.3.1.1. Lesson Clarity 

Lesson clari ty refer to ho\\ clear and under tandabl e a pr entation i to th cia -. Ik in\? ckar 

means being under lOod by thc I arners. and that may depend a much on \\ hat a tcae her doc~ 
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prior to tea hing. a Ie on a ' on \\ hat he does during the lesson. If one teaches \\ ith a high degree 

of clarit~. he \\ ill spend Ie s time going 0 er material. His question will be ans\ ercd correctl) 

the first time. allo\\ ing more time for instruction (Borich. 1988:7-8). 

orne of the rnaj r indicators of Ie son clarity according to Borich arc the 1'0110'" ing: 

• informing the learners of the lesson objective, 

• providing learner with an advance organizer, 

• checking for task-relevant prior learning at the beginning of the lesson and re-leaching. 

if nece ar\'. 

• gi\'ing directi es 10\\ Iy and distinctly. 

• kno\\ing the ability Ie els of the learners and teaching accordingl~. 

• u ing examples. illustrations. and demon trations to explain and clarif~ the content of 

the Ie on. and 

• pro\'iding a revie\\ or summary at the end of each les on (Borich. 1988:197-300) , 

Research findings indicate thal students perform better and achi \ e more in less time \\ hen the) 

are told the les on objective earl in the instructional sequence (Kouri ky and Quaranta. 1987 :1: 

Dubellc:. 1986 citc:d in Burden. 1995 :267), 

Funhermore. Kourisky and Quaranta added that studc:nts are more lik I) to become invoh ed and 

deri\'e more atisfaction and enjoyment from an acti\'ity that has a definit aim. Similar!). Borich 

(1988) tated that informing the lean I' of an objecti \ e in ad \ an e hclp ' the tudent organi/c hi: 

Ihcr thinking in ad\ ance of the Ie son b) pro\ iding mental "hooks" on \\'hich to hang the J..C) 

aspects of the teacher' lesson, This activates the learning pr ce and focu e it in the dire ·tion 

that is mo t efficient and conduci e to obta ining the required beha ioral outcome (Borich. 

1988:123-124), 
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It i reported that another major indicator of Ie ,on clarity is an advance organizer and it i~ ~a i d 

that it gives the learner a conceptual preview of what is to come and helps prepare to store, label 

and package the content for retention and later use. In a sense, an ad ance organizer is a tree-likc 

structure \\ ith main I il1lb that act a pegs, or place holders, for the branches that are yet t come. 

\\'ithout these limb on \\ hich to hang content. important distinctions can casil~ become hlurred 

or lost (Borich. 1988: 170-171). 

Au ubel and Brady too, added that advance organizers serve as intellectual scaffolding on \\ hich 

ne\\ kno\\'ledge i built. It is al 0 said that ad ance organizers are u ed a a means of making 

information meaningful to student. So. advance organizers consist of statements made b~ 

. teacher just prior to actual presentation of the learning material. These statements are at a higher 

Ie el of ab traction than the subsequent infarmation. Furthermore. advance organizer h Ip 

student use prior kno\\"ledge just as establishing set does. They differ. ho\\ever. in that the~ arc 

tied more tightly to the subsequent information and pro ide an anchor far later learning (Brad). 

1985: 26-27: Au ubel. 1963 cited in Arends. 1991 :235). Moyles. al 0 aid that advance 

organizers are belie ed to make children les likely to concentrate on irr levant feature or to 

jump to faulty conclusions. \\'hich then have to be corrected. Building up curio it~ is al 0 a trong 

anention grabber in its 0\\"11 right and can help arou e childr n' inter st in the tirst place 

(Mo~ Ie . 1995: 88-89) . 

The other major indicaror of clarity i chccking for task relevant prior I arning at the beginning or 

the les on. Herc. it i aid that the major purpose of dail) revic\\ and checking i to emrhasi/c 

the relationship bet\ een lessons so that student remember pre\ iou kno\\ ledge a a logical 

extension of content already rna tered o Rcvic\\ ing and checking at rhe beginning of a Ie on also 

i the most efficient and timely way or finding out if the tudent. hn e ma tel' d lask-rcle\ anl 
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prior kno\\ Icdge ufficientl~ to begin a new Ie on: if not. the mi ing contcnt can he n:-taught 

(B rich. 1988:I.t8: Rosen -hine and te\·ens. 1986 cited in Burden. 1995: 266: adkcr and 

adker. I 997:-l8-49: I DR. 1999: 68-69) . 

Research finding has also revealed that beginning a lesson by checking pre iously Icarned task­

relevant kn "Iedgc i a coml11on practice. Yet in a study by Good and rou" onl~ 50 percent of 

experienced teacher bcgan a Ie ' on in this fashion (Good and GroU\-\'s. 1979 citcd in Burich. 

1988: 148). 

Giving directi\ e 10" I~ and di tinctl)' i said to be one of the major indicator of clarit~ . It i · 

believed that giving directions distinctly and slowl~ help tudents be clt~ar "hat thc) ure 

supposed to do. Qthem ise. inundating too much information and direction too fast confu e 

students (Arend. 1991: 171: Burden, 1995: 275; adker and Sadker 1997: 48-49). 

Kno"'ing the abilit~ Ie el - or the learners and teaching to those Ie el i anotha maj r indicUlOr 

of clarity. It i suggested that the \i ork a teacher give to hi pupil to do must be propcrl) 

adjusted to their knowledge and their PO\ ers. and to the stage of general de\elopment. "hich 

they have reached . If the \\ ork is too ea y. the children ha e no feeling that i_ 'gelling on'. Thc) 

do not get the ati faction or 0 ercoming difficulties. and so thc) 10 c intercst. n the other hand. 

if it is too difficult they \\ ill be discouragcd. Thc, \vill lose their faith in their O\\'n abilitic -. and 

they will lose intere t. The~ like to be able to do their work \ II and to 'get it right' (R~ burn and 

Forge. 1957:48: . ggarv, al. 1996:58). 

Another major indicator or clarity i u II1g c.\ample . illustrati n . and deJl1onstrutions. It i~ 

thought that the LIS of e:\amples is ba ic to tcaching and is a skill cOlllmonl: u 'cd in claril) ing 

explanation . Enl;cti c teaching of ncw concepts. rclation hip or principle dep nd on the 
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teacher" abilit~ to u e e\ample and eek examples from pupil In such a \\ay a ' to help to 

comprehend tlll.:se new concept (Perrott. 1982 : 37: Callahan and lark. f988:9) . 

adker and adker and Arends also added that skills must be learned b) experiencing. First the 

teacher mu t teach the student ho\\ to perform a skill. To do so. teacher e planations and 

demonstration ' can be er~ effecti ·e. In this process sho\\-how procedures are u ualh more 

useful than tell-how procedures (Sadker and adker. 1997: 48-49; Arends. 1997:82). 

The last but not lea t major indicator of clarity is ending lesson \\'ith revie\\ or summar~. It is 

aid that ummarizing the main points can help students gain a better idea of the content or clarif~ 

mi understanding. The teacher should plan to stop the Ie son several minutes before the bell ring~ 

to begin the ummation. Moreover, the teacher has to make sure that he has everyone's attention 

beforehand and he should a\ oid merel
J 

reiterating the content during the lesson (Rosenshine and 

te ens. 1986 cited in Burden. 1995 : 276: Le ine. 1989 cited in Burden. 199-:276: Burden. 

2003: 184). 

Jacinta and Regina too. added that recapitulation help nsur a clear accurate gra p of the 

material taught and it aids under landing rather than memorizing. Furthermore. the re apilUiation 

of a lesson sho\\'s the pupil clearly the ignificant points to be learnt (Jacinta and Regina. 

1981 :98). 

In um. clarity i the precision of t acher' communication about th de ircd behayior. larit\ in 

teaching help students understand better. \\ork more accurat I). and be mor lIccL:sflll. 

Effective teachers xhibit a high degree of clarit by gi ing clear and :\pli it directions. 

instruct ion ' . and e:\pectation . I f the teachers are con tantl), a ked t I' P at q lIest ions. d i reel ions. 
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and explanation. or if students do not understand the teachers' expectations. the teachers arc not 

manife ti ng clarity. 

Thus. effective teaching can't be determined only by the clarity. ffectivc teaching is the 

outcome of a combination of all key behavior and helping behaviors. Therefore. ideas fomarded 

by somc scholars regarding the importance of variety wil l be con idered next. 

2. 1.3. 1.2. Instructional Variety 

ccording to Borich (1988). variety refers to the ariability or flexibilit of deli ery during the 

presentation of a lesson . For instance. it include the planned mixing of different classroom 

beha iors such a the di pia) of reading materials. use of visual aids. use of" pace. etc. 

The following are ome of the major indicators of instructional variety. These are: 

• using attention-gaining de ices 

• showing enthusiasm and animation through variation in e 'e contact. \ ice. and ge tures 

• \ aryi ng mode of pre entation (demonstrating. aski ng quest ions. i ndependelll " 'ork) 

• using a mix of rev,ard and reinforces 

• \ ar. ing t)pes of questions 

• encouraging pupil's participation (Borich.1988:300-"'04). 

It is reported that using attention gaining de ic i the fir t ingr dient of a good I on plan. 

When the teacher reca ll that the attention-gaini ng de ices " 'ith which a I on begin can take 

many forms including pictures. audio/\'id 0 tapcs. demon tration . or experiments: or the) m<.l) 

be less pectacular. such as po ing a cha llenging question. pr enting a dilemma or b "ilucrin!! 

situation. or even bringing about the ilence that accompanies a unique or int r ting \ iSLIal 
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di play. Beginning a Ie on in this manner stimulate the learner differentl) than he or she ha 

become accu tomed to during the pre ious activity. Also it is uggested that the teacher has to 

remember that it i not necessary to try to present the spectacular all the time (although this is 

al\\ay' fun to do \\hen the opportunity arises). but it is important to present a change from the 

instructional timuli to which the learner ha grown accustomed lrom a pre ious activity. Thi 

not only \\'ill wake up the recepti e modalitie of sight and sound. but also. and just as 

importantly. it \ ill timulate the cogniti e process associated \\ith them. Without this a\\akening 

and con ciou change from the mood and tempo of an earlier activit. or class. the learners' 

3ttention may ne er fully be either on the teacher or on hi s lesson . Attention-gaining de ices. 

therefore. help create natural cycles of highs and lows that make life in classrooms more 

interesting and less regimented (Borich. 1988:302: Ed\\'ard . 2000: 368: Good and Broph~. :WOO 

cited in Burden. 2003: 106) . 

Borich also suggested that gaining attention im'olves gaining the student interest in \\ hat the 

teacher \\ ill present and g tting them to s\\'itch to the appropriate modalit) for the coming Ie son. 

\\ 'ithout the students' attention nothing in the les on \\ 'ill be heard. let alone actively engage thelll 

in the learning proces. ach les on plan. therefore. begins \\'ith a description of an in tructional 

e\'ent to engage the students' intere t. curiosity. and attention. In other w'ords. one of the mo,· t 

c mmon attention gaining devices is LO relate the content to be covered to the student . intere t 

or to arou e their curio it~ by asking que tion . He also added that the pre entation o/" an 

apparent contradiction (e.g .. \\hy do the teacher illu trate \\'ater 1I ing the color blue ",hen \\ater 

realh clear?).etc .. the another useful technique ~ r gaining tud nl.· 

attention.{Borich.1988: 122). 
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imilarl). Borich tated too. that diagrams. pictures, illustrations. scale models. and fi Ims are 

other t~ pe. of attcntion-gctting aid, Thcsc de ices can be used to appeal to the student' ense of 

i iOIl \\ hile the oral presentation i appealing to their sen e of hearing, He further noted that 

graphic or visual of almost an\' kind can be a particularly effecti e opener with less able 

students who are known to be more oriented and responsive to isual than to aud iton 

presentation (Borich. 1988: 123), 

III the amt: VCIll. , rgyle als stre scd that the use of focusing help enhance communication , 

Focu ing i the teacher \\'a)' of intentionally directing pupils' attention , According to him. thi 

control i mainly accomplished by the use of either erbal statements. specific gesture or 

mo ement . or ome combination of the t\\'O, These are: 

• Verbal focusing : this involves emphasis of particular word. statements or directions. e,g, 

'Listen to this: ' Look at this diagram,' etc, 

• Gestural focu ing: this consist chieflv of eye movements. facial expre slon and 

mo ement of head. arms and bod\ , Gestures are important means of communication 

bet\\een teach r and pupil. The) are u ed to galll attention and to indicatc clllotioll~ 

(Argyle. 1970 cited in Perrott. 1982:29), 

The othl!r indicator of variety i enthu ia m and animations , It i tated that nthu. ia III i: an 

expre ion of excitement and inten ity, It i quite obvious that a teacher \\'ho i enthu iastic and 

vibrant is more entertaining to ob erve than an unenthusiastic teacher. Ilo\\c"er. t acher 

enthu ia m has also been related to higher student achievement. nthu ia m ha t\\O important 

dimen ins: inter t and in\'ol ement \\'ith the subject marter, and \ igor and ph~ sical d~ ll 'lmism, 

nthusia tic teacher are often dc cribed a stimulating. d) nami . expn.: i\ c. and cncr!!ctic. 
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Their beha ior ugge ts that tht:y are commilled to the students and to the ubjcct maller (Borich. 

1988: 17:Peter on. 1992: 160: G od and Broph). 2000 cited in Burden. 2003: 179). 

imilarly. other 5 holar agreed that enthu ia5m can be conveyed in a variet) of \\a)5. The e 

include the u c of animated ge ture , eye contact. voice inflection and movemclll around the 

room. Th further said that a teacher \ ho is enthu iastic in the classroom of len manages to 

develop enthu ia tic student (Burden. 1995: 161; Keller. 1983 cited in Burden. 2003 : 127: Good 

and Broph •. 2000 cited in Burden. 2003: 179), 

In this regard. everal tudi s ha e establi hed that students learn more from k -ons that are 

presented v ith enthusiasm and expres iveness than from dry lectures (Abrallli. etal..1982. 

Crocker and Brooker. 1986 cited in Burden. 1995: 247), In a similar \\'a). it is aid that 

Rosen hine s re\'le\\ of studie of teachers' enthusiasm and pupil' achievement gi e clear 

evidence that animated beha\ ior on the part of the teacher stimulate the attending behavior of 

pupils and enhance learning (Ro enshine. 1970 cited in PerrotL 1982 :28), 

The next indicator of \'ariet\' i \'arying mode of presentation , It is sugge ted that a teacher \ aries 

instructional approaches and present the subject malleI' in intere ting. no\ I \\a) , , ftcr 

capturing student inter st at the start of a Ie on, the teacher ha to maintain il1lt're t through 

varied approaches such as lecture. demonstrations. recitations, practice and drill, re\ i \\ . 

panels. and debate, group project. inquir) approaches. di CO\' ry learning and prt hlem h ing. 

role pia) ing and imulation, gaming. and c mputer- assi ted in truction ([-arranl. I no: 176: 

Burden and Byrd. 199-i cited in Burden 199- :157' Burden. 2003:119), 

Besides this. vanOLi cholar have also pointed out that th teacher ha to \Hr) in 'tructional 

media and method, them isc. monotony breed. inallenti eness. and the rCjxalcu and rerhaps 
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exclusive u e of one approach will soon result in a classroom of bored students. Moreover. 

lUdent achievement is increased when a variety of materials and techniques are used. The~ have 

al 'o 'uggested that the overhead projector. chalk- board. videotape. and slides \\ ill an' the 

teacher's approach (Kelly. 1982: 133-1'-l : Brophy and Good. 1986 cited in Burden. 1995: 246: 

Broph and Good. 2000 cited in Burden, 2003: 104). 

To support the aforementioned idea. research finding has indicated that the use of variet~ in 

instructional techniques and materials. the frequency and variety of reinforcemt:nts used. and the 

types of feedback given to students pay rich dividends in terms of increased student achievement 

(Brophy and E ertson 1976. Brophy and Good 1986 cited in Borich. 1988: 8) . 

sing a mix of re\\'ards and reinforcers are the other indicators of variety. It is suggested that 

behavior is shaped by its consequences and by what happens to the individual immediatel) 

afterward. The systematic use of reinforcers. or rewards. can shape behavior in desired directions . 

Behavior becomes \\ eaker if it is not followed by reinforcement. Behavior is also \ 'eakened b) 

punishment. In the ear ly stages of learning. constant reinforcement produces the be t result. 

(Burden, 1995: 52: Aggarwal. 1996: 50-5 I: Edwards. 2000:49), 

In the same vein. Broph) revie\\ed a massive amount of research on the ubject of praise and 

came up with the guidelines for teachers , He also further noted that t achers can also encourage 

desirable behaviors through granting re\\'ard and privi leges to tudents , ccording to him. 

re\\ards teachers have at their disposal include: 

• Points gi\ 'en for certain kinds of \\ork or behavior that can nhance a tudent' grade: 

• Symbols such as gold stars. happ: faces. or certificate of accomplishments; 

" 
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• pt:cial hon r rolls for academic work and social conduct (Brophy, 1981 cited in Arend ' , 

1991:175). 

,ing \'arious type of question - is one of the indicators of variety. It is thought that a question 

that limit - a re pon e to a small number of re ponses or to a single response is called a 

convcrgent. direct. or closed question. This type of question teache the learner to respond in a 

limited, re tricti c manner. It is u ed at the knowledge. comprehension. and applications levels of 

behavioral complexity. Whereas a question that has many right ans\\ers or a broad range of 

acceptable respon S i called a divergent que tion . And also it is said to be used at the anal~ is. 

synthe is. and e aluation- levels (Perrott, 1982:41-42: Borich. 1988:8-9: Turne). 197~ cited in 

Wragg. 1993: 137-1"'8). 

imilarl). Borich too. reported that a probe is a question that immediately follo\\ a tudcnt ' ~ 

respon e to a qu tion pro\ ided for the purpose of : 

• eliciting clarification of the student's response. 

• soliciting ne\\ information to extend or build upon the student re pon e. or 

• r directing or r tructuring the student's re pon e in a more produ ti\e direction (Borich . 

1988:209). 

Research finding has s~o\\'n that different types of que tion are effective at different tim s. 

depending on the characteristic of the learner and the topic being taught. r\t certain times. 

que tion that require mere recall are importan t. \Vher as at other consid rabl thought is elicited 

(Gall. 198-t cited in Jacobsen and eta ls .. 1989: 135) . 
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Incorporating tudent idea or participation is the last major indicator orvariet~. It i hoped that 

teachers hould shO\\ an interest in students' personal li ves that will help student appreciate 

th III a human being ' . ~ 1orcover. the teachers shou ld also ask tudents for help and advicc \\ hen 

a need actuall~ exist and the student can give alid assistance. Such requests help to break 

barriers b t\\ cen teacher and student and create a friendlier atmosphere in the cia sroom . If 

teacher \\ant to become a po iti e part of students' pictures of how to be t satisf) their nceds 

(the qualit) \\orld of tudents). they must encourage students to express themselve and thcn 

Ii ten carefully to \\ 'hatthe~ say (Ca tic. 1965: 77: Borich. 1988 :"'04: -d\\ard ·. 2000: 192 - 19~) . 

o. ariet) i an e sential beha ior that enhance teaching-learning proces . It serve. as great 

tonic for creating fresh environment both for teachers and students. If the teachers do not u e 

varier in a proper way. rhe students will feel fatigue. lack of attention and monoton) . Thus. the 

above- mentioned social evils can be overcome by the appropriate use of variety. Without vari t~ 

and flexibility to capture the intere t and attention of students. it is unlikely that an) oth I' k ) 

beha ior. ho\\ vel' \\ell executed. \\ ill have an effect on them. ext to thi s. the other important 

key behavior. namely. the teacher ta k orientation \\ ill be considered . 

2. 1.3.1.3. Teacher Task Orientation 

rhis key beha\ ior refer to ho\\ much clas room time the t acher de\'ote to the ta k of teaching 

[he subject matter. It is to indicate that a question of how much malt:rial get pr ented. learn d. 

and asse sed. is crucial a opposed to ho\,. much time i delegated to procedural maller . In thi ' 

regard. researchers ha\e pointed out that cia rOOI11S in \vhich teacher - tud nt illl raction ' 1'0 U 

morc on intellectual content than n proces i sue (such a ho\\ to usc material ' or las ro III 

rules and procedures) arc more likely to have high I' rate of achi vem nl (Evert on 'Emm r. 

1982. Roscnshine. 198~. lav in . 1987 ci ted in Borich. 1988: 9). 
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According to Barich (19 8), omc of the chiefindicators of being task oriented are the follo\\ing: 

• De eloping unit and lesson plans that reOect the curriculum 

• Handling admini trative and clerical interruptions efficiently 

• lOpping or preventing misbeha ior with a minimum of class disruptions 

• electing the mo t appropriate con tructional model for the objective being taught. 

• stablishing cycles of reviev , feedback, and testing (Borich, 1988 :304). 

It i tated that having effective ta k orientation begins with being certain that \\hat a teacher is 

teaching coincides \\ ith hi 'her school"s curriculum, and the single Illost effective \\a~ of 

as uring this is to base hi Iher lessons on the curriculum guide or adopted text for his/her subject 

or grade (Kouril ky and Quaranta, 1987:26-27: Borich, 1988: 305-306: Burden, 1995: 126). 

imilarly. Kelly and Aggamal reported that one of the most important element in good teaching 

i good les on planning. Le on planning i es entiall, an 'experience in anticipator~ teaching.' It 

is teacher's experience in advance, mental and emotional (Kelly, 1982: 133: Aggamal. 

1996:322). 

~oreo\C~r. research findings have also pro\'ed that careful planning providL ' a sour t.: of .Tcuring 

and confidence for teacher and al 0 it plays a major role in th decision ' teu her make \\ht.:n 

the\ \\ ork with tudents ( ~cCutcheon, 1982. lark and Peterson. 1986 cit d in Jacob en and 

etals .. 1989: 106). 

The other ch ief beha\ ior that i nd icatcs teacher-tas).; orientation is hand ling adm in i Lrut i\ c and 

clerical interruptions efficiently. It i thought that managing the beha\'ior f tud nt I' a i 'ting 

them in managing their O\\'n b ha ior i a challenging and on-going ta k for the cia sroom 

teacher. In general. if boredom and frustration Ie els can be minimii't:J and an cn!.!.agll1!.!. 
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upportive learning envlronmc..:nt pr vided. student will choose to participate acti\ eh and 

po itively (Kouril k~ and Quaranta. 1987:33; allahan and Clark. 1988:9; Arends. 1997:74). 

It i. also indicated th3t in an e:-..ten ive rc earch tud\" of both more and less effecti e cia . room 

manager at b th thc elemcntar) and econdary level. \arious researchers found administrati\c 

and clerical interruptions to be among the most important in determining a teacher's task 

orientation for the cntire class period. Thi should be no surprise. because it is difficult to rcturn 

to an instructional ta k (e.g .. group recitation) from a non instructional one (e.g .. pass ing out 

material , checking for supplies): it becomes increasingly difficult to return to the initial state 

\\ ithout devoting still more time to getting student back on task. ot only has time been spent on 

the non instructional activity. but just as much time al 0 may ha e been spent getting learner to 

return their attention to the instructional acti it)' (Emmer, E ert ·on. Sanford.Clement and 

Worsham. 1984 cited in Borich, 1988:306). 

The next chief indicator of teacher ta k orientations is stopping or preventing misbehavior \\ ith a 

minimum of class disruption. It i believed that appropriate cia s control and di cipline i one of 

the 1110st important characteristic of a successful teacher. A good teacher is on \\ ho can comrol 

hislher class not through fear or high handedne s but by virtue of hi Iher inter t in the learncr. 

good coml11and on the subject marter and the abilit~ to pr sent intere tingly and effecti, el). rhe 

learners also appreciate good teaching and cooperate with the teacher in the teaching- learning 

proce s (Aggarwal. 1996:57-58: Ed" ard .2000: 194). 

Kounin also ugg ted that studcnts find it difficult to remain on ta . k if their tcachers handk 

class disruption ineffectively. Teachers need to demon trat "" ithitne ," in their clas -rooms­

kno\\ ing "hat is going on in the cia ro III at all times. They also I11U t kno" ho\\ to targct the 
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most di rupti\ e beha\ iors first and lI ' l: proper timing in corrccting thcm (Kounin. 1970 cited in 

Ed\\ard .2000: "'69). 

electing the most appropriate instructional model for the objectives being taught i another 

major indicator of teacher task- orientation. It i commented that a teaching model i an 0 crall 

plan. or pattern. for helping student to learn specific kinds of kno\\ ledge. attitudes. or skill. . A 

t~aching modd ha ' a the retical basis or philosoph) behind it. and also encompassc~ a ct or 

pecific teaching teps designed to accomplish desired educational outcomes (./0 ce and Weil, 

1986 cited in Arends. 1991: I I) 

Borich too, stated that two broad c1as ifications of learning are facts. rules. and a tion sequences 

(Type I) and concepts patterns. and abstractions (Type 2) . He further sugge ted that Type 1 

outcomes generally represent beha iors at the lower levels of complexity in the cognitive. 

affective. and psychomotor domains: Type 2 outcomes frequently rt:pre ent beha\ ior at the 

higher level of c mplexit) in these domain (Borich. 1988: 160). 

Establishing c cles of re\·,e\\·. feedback and testing IS the last indicator of t a h r ta k­

orientation . In other word s. it is granted thal it in\ Ives e lablishing c~cle ' or \\u~klj and 

monthly r view and testing. c)cl that are built around clearl) definable goal ' (e .g .. a tt: ·t at lht: 

end of the month. a revie\\ session next week. a demonstration or exp riment at the end of the 

unit) . These goal are the types of products that should be made vi ible to tudent and to\\ ard 

\\hich clas ro 111 activities Illust graduall build \\ith increa ing inten it). enthll ' iasl1l. and 

expectation . uch end product \\ ill creal natural cycle or rising and fallin2 intensit\. 

enthusiasm. and expectation. \\ ith th high point of the cycl being ju t befor tht: expc ll:d c\cnt 

and lhe low point. marking the beginning of a ne\\' C
J 
cle, immediately afterward (Borich. 

1988: 08). 
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In general. Rosen ·hine. Berliner and Bittlc commented that ta k oriented teachers plan an 

appropriate amount of time lecturing, asking questions. and engaging the student in acti itics 

directh related to the material that i to be learncd. Achie cment is reported to be higher ill 

classroom of ta k riented teacher than in cia srooms where teachers tcnd to bc off-ta k 

(Re en hine, 1983 cited in Burden. 1995:274: Berliner & Bittle. 1995 citcd in Burden. 2003: 178). 

Borich also concluded that task- oriented teach rs are goal oriented. and thc) plan in tructional 

strategic and activitie that SUPPl1rt these goals. I Ie further added that task-oriented teachers al 0 

ha e a high, but realistic. et of expectation for their students (Borich. 1992 cited in Burden. 

1995:274: Borich. 2000 cited in Burden, 2003: 178). 

So. it is revealed that teacher tJsk-orientation is the amount of clas room time that the teacher 

de otes to the task of teaching on academic subject. Effective task orientation in\ 01\ es variou ' 

indicators. If the ffective teacher puts into practice the abo e-mentioned indicator of task­

orientation properl). the tudeJ1l - can easi I)' understand the Ie son. To make teaching effl eti\ e. 

the appropriate use of ta k-oricntation alone is not enough. s it i mentioned previou · I~ . 

effecti\'e teaching is the outcome of the combination of all key beha\ ior and helping beha ior . 

Hence. the next ke~ beha\ ior that is engagement in the learning process is or paramount 

importance to enhance student. I arning \\'i II be cons idered . 

2.1.3. 1.4. Engagement in the Learning Process 

This key behavior refers to the amount of learning time devoted to an academic ubjecl. It i ' 

related to a teacher's task ori entation and to content c erage. A teacher' la k ori ntation hould 

pro\ ide students thc gr at 5t po~ible opportunit) to learn the material. Di ·tincti\ch dill rent 

from the amount of time a tcacher dc\ot to teaching a topic i the tim his/h r IlIdents \\ ill be 



.. 
activeh' engaged in Icarnin!l the materials, This ha been called the engagement rate or tht: on-

., - - '--

ta k behavior of tudents (Borich. 1988:9-11), 

• Engagement rate is the percelllage 01 time devoted to learning \\ hen the student i · actuall~ 011 

task. engaged \\ ith the in. tructional materials and benefiting from the acti ities being presented , 

It has bl!en indicated that alth ugh a teacher is task oriented and provide maximum content 

I • coverage. the student can be di 'engaged, Thi means that they are not actively thinking ahout. 

working \\ ith. or u ing what i being presented (Savage, 1991 , Marx & Walsh. 1988 cited in 

Borich. 1996: 17). 

ccording to Borich , ome of the maJor indicator of engaging student ' effecti\ h 111 the 

learning process are the follo\, 'ing: 

• Eliciting the de ired beha\ ior 

• • Pro iding opportunities for feedback in a non-evaluative atmosphere 

• sing group and individual activities as moti ational aid \\ hen neces arv 

• sing meaningful verbal prai e 

.. 
• \10nitoring seat\\'ork and checking for progress (Borich. 1988:"08) , 

As stated by Borich (1988). there are e eral important ingredients to elicit beha\ ior, One 

• 
ingredient is that the beha ior hould be elicited in a non e"aluati\e an almo phere a possible: 

this \\ ill help student feel free to ri k creating response of \\ hich th y may b un ure but from 

\\hich they can begin to build a correct response. An respon e, however crude or incorrect. an 

be the basis for learning if it is pr p rly follow d by feedback and correcti\ 
• 
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Borich al adds that the second ingredient for eliciting student behavior is the use of covert 

respon e . Thi helps ensure a non-threatening environment. but it al 0 encourages tudent 

engagement in the karning task \\'ith the least amount of expenditure of time and effort on the 

teacher' palt (Borich. 1988: 152). 

imilarJ). Arends uggests that a critical step In the direct instruction model is the way the 

teacher approache guided practice. Fortunatel~ for teachers. a con iderable amount or research 

vidence no\\ exi t that can guide efforts to pro ide practice. For example. it i known that 

acti e practice can inLrea e retention, make learning more automatic. and make it possible for thl; 

learner to transfer learning to new or stressful situations (Arends. 1997:84) 

Providing opponunitic for feedback in a non-evaluative atmospher i the ne:\t indicator of 

engagement in the karning process. Here. it i emphasized that feedback should be integrall: 

related to th eliciting acti ity. A hort time between performance and feedback ha long b en 

thought to be an e sential element of learning' the closer the corre pondence between a 

performance and feedback. the more quickly learning will occur. PrO\ iding feedback iln 01\ es 

allowing the learner to know the accuracy of his or her elicited r span c in a non-threatening. 

non-e\'aluative allno phere (Barich, 1988: 137; Arends. 1997:74: Fen t rma her & olti:. 

1998: 1-2) . 

Edward and Blair al 'o added that to remain on ta k. tudcnts need to kno\\ h(m thl;: arc doin~ . 

They need immediate and pecific feedback about ho\\ theyar performing 'o that they can rnak!.: 

quick adjustments . The teacher needs to pro\ 'ide tudent \\ ith the information they need to 

continue their \\ rk 1I Cl; fully (Blair. 1988:36-"7: Ed\\ard . 2000:"69). 
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'- ing group and individual activities a motivational aid is one of the indicators of engagement 

in the learning pro e s. It is belie ed that when performance contracts. programmed text. game 

and simulation. and learning centers arc indi idualized. ome students can be dircclI.:J to \\or"­

independently according to their 0\ n. often special. learning needs when others are "'orking on 

other activitie ' (Barich, 1988:"' II). 

In a similar manner. Ryburn and Forge added that children working individually could take their 

a" n time. The slo\\ child is not hurried unduly, and the abler pupils are not held back. The 

tea hers. dealing " 'ith indi\ idually, can get to know each child and a can pro ide for each child' 

special needs and interests. Children \\orking on their own learn to think for themsel es_ and to 

depend upon themselves. They come to like the feeling of independence and of responsibilit~ for 

their own development of doing things rather than having things done for them or done to th m 

(R;. burn and Forge. 1957: 102). 

Omoto a and Farrant too_ uppon the abo e ideas b) saying that what the pupil does in the Ie -on 

is more important than \\ hat the teacher does . II human being learn bert r through acti, itic::, 

and personal in\'ol ement (Farrant. 1980: 117' Omotoso. 1995:20). 

Using meaningful erbal praise is the other indicator of engagement in the learning proce - . It i ­

noted that the most efficient mean for motivating and engaging tudents in th learning proCl.: . ~ 

is the use of prai e and encouragem nl. urprisingly. the u e of prai e ccupie relatiel) lillie 

class time of most teachers . It i al a reported that on the a erag . only about 2 percent or a 

teacher' da~ i dc oted to any kind of praise. ince prai e i a stratcg. that i al\\ay <:I\ailabk to 

the teacher, it can be one of the most effectivc mean of mati ating learn r-\\ hen it is applied 

can istently and immediatel) after an acceptable r spon e (Jacinta and Regina. 1981: I 17: norie\) . 

1988: 224; Ed\\ard .2000:2-1 1). 
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ggam:11 :.Ind C angelo i too. stress that learning theorie point out that the immediate kllo\\ ledge 

of the results and po iti e reinforcers in the form of praise. grade. certificate. token money and 

other incl.:nti\'e can contribute to make the ta k of learning joyable (Aggamal. 1996:70: 

'allgelosi ~OOO :.<n . 

Re earTh lindings have also shown that praIse was effective only when used under certain 

conditions and in particular \\lays and that too much praise, or praise u ed inappropriately. did not 

promote 'tudcnt learning ( tephens & Crawle). 1 99-l: 132: Brophy and E\ ertSon. 197<1. Stallings. 

1976 cited in Arend. 1997:74). 

The final indicator of engagement in the learning process is monitoring eatwork. It i aid that 

effective eal\\ork i an essential ingredient in keeping students on - ta k. It is easy for children to 

get di tracted once seatwork begin. often because they have made poor tran it ion. li'om 

preceding learning activities and seatwork. To make transition properl). students must kno\\ 

preci ely \\ 'hat to do and must have the necessary materials read ily a\ ai lable. Once tudent begin 

their \\ork. it is critical to monitor them (Blair. 1988:36-37: Broph) and . Ileman. 1991 cited in 

I DR. 1999: 87: Ed\\ards. 2000:369). 

Dunne and Wragg also suggested that in order for teachers to be able to a\\ aken and mailllain 

children's interest. pupils need to behave in a positi e \\ay. gain it i \\orth looking al the 

management of children's behavior from this same perspccti\·c .. . H \\C . r. it is \\orlh 

considering in th is COIll xt thc important matter of mon i toring pu pi 1-' \\ ork. 

According to them. monitoring pupils' work has eight level ofdirn n ion . Thcy are as follo\\s: 

• Obser 'e children working and inter cne to u lain the momentum of the \\ork . 

• hech. chiltlren can '0110\\ and completc the \\ork el. 
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• 1onitor in order to u tain order and momentum of \\ ork; give appropriate feedback: 

keep imple records of evaluation . 

• Monitor flo\\ of \\ork to su tain a ailabilit) of resources and ensure efficient transitions: 

monitor usc f time: detect problem of order early: keep thorough records of attainment. 

• xplore chi Idren' $ understand ing of work set: make appropriate observation and attempt 

hunche to explain children's responses: keep records ofe aluation . 

• 'c monitoring to create hypotheses abou t children's difficulties: attempt to analyze text 

hunches; use monitoring to inform larger scale adjustments of teaching. 

• reate tim f r and attempt deeper diagno is of children's responses to ta ks. 

• u tain a broad programme of diagno tic teaching (Dunne and Wragg, 1994 :27) 

To summarize, engagement If1 the learning process is the beha ior that i related to tudent 

achievemelll and it i the amount of learning time devoted to an academic subject. It is al 0 

related to a teacher ' task -orientation and to content coverage. ike other ke) behaviors, it ha 

various indicator \\ hich facilitate teaching-learning proce s if u ed pr p 1'1) . And the other 

beha ior thaI wi II be gi\'en emphasis is moderate-to-high success rate . 

2.1.3.1.5 Moderate- to-High Success Rate 

ccording to Borich (1988). thi key beha ior refers to the rate at which tud nt under tand and 

correctl: complete ex rcises. It has been indicated that a crucial aspect of th re earch on tao k 

orien£ation and tudent engagement has been the le\el of difficulty of the mat rial pre. entcd . In 

these studies. level f difficulty \\'a measured b) the rate at \\ hich tud nt under. tood and 

correct I) completed xercise. Accordingly. the I vels of difficult) ar as follo\\s: 
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• High succe s. in \\hich the tudcnt understands the task and make onl\' occasional 

carele " errors. 

• Moderate success In which the student has partial under tanding but make ome 

substantive error. 

• Low success. in which the student does not understand the task at all (Borich. 1988: II) . 

l30rich al 'o 'uggested that there are orne of the main indicators of tudent success. These are 

mentioned hereundcr: 

• nit and Ie on organization renect ta k rele\'ant prior learning 

• Administers correcti es immediately after initial response 

• Oi ide lessons into small. easily digestible pieces 

• Plans transitions to ne\\ content in small. easy- to- grasp steps 

• Establi hes momentum (e.g .. pacing and intensity gradually build to\\ ard 1113.1 or 

milestones) (Borich. 1988:312). 

Gnit and lesson organization retlects ta k - relevant prior learning is the first indicator of student 

'uccess rate. It is hoped that good unit planning means arranging I sson. in a equence that 

\\orks ~ r. not again t. the teacher. Teachers l11a.: not be aware that a minor change in th order in 

\\hich content is taught may create major aving in instructional time by making each n \\ 

Ie on relate to the previous Ie on. Thi means that task-relevant prior kn \\ led!? taught earli r 

i' placed immediately pre eding. or a5 clo e in tilll a pos ible. t the Ie on or Ie on in \\ hich 

it \\ i II be need d. - ffecti \ e un i t p lann ing l11ean mak i ng each Ie on \\'ork for the tcacher b) 

arranging a sequence of in truction that gradually build in a logical and y temati order to his 

unit outcomes. Thi emphasize the irnportanc of e tab lishing unit plan in the fir. t place. 

because without them the teacher runs the ri k of randomly tllI'O\\ ing content at karners. SOI11L of' 
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\\h III Illa~ be truggling t make the tran ition from earlier Ie sons and. findin g none. \\ill 

il1lpl~ give up or tune out. If the teacher makes each ne\ les on a logical e:-.ten ion of the 

pre\,lou Ie son: thi \\ ill heir ecure moderate-to-high succe rates during guided and 

independent practice (Kelly. 1981:134: Borich. 1988: 312-314). 

The other indicator of moderate-to- high succes rate is administering correcti\c immcdiatcl~ 

after initial responsc. It is belie\'ed that another es ential beha ior for securing Illoderate-to- hi gh 

SllCCC S rate in the pro i. ion of timely feedback. During guided practice. in \\ hich the de ircd 

behavior i being elicited for the first time. correctives should be given immediately after the 

learner's initial re ponse. The time bem'een practice and feedback has long been considered b) 

educational psychologists to be one of the most important elements of learning. The longer 

feedback is delayed, the les likely it is to influence the learner's performance or subsequent 

attempts to produce the behavior. .. In order for the learner to link the teacher's feedback to his/ 

her image of the response. the correcti\'e must immediately follo\\ (Borich.1988: 314: Burdcn. 

199 -: 161: ggar\\"al. 1996:281). 

Oi iding les on into mall ea ily digestible pieces i the other indicator of tudenl uccess ralC. 

It i ho\\ n by experiment that \ en the dull st student can learn a effecti 1) ;1 the briglHe I 

students if the subject matter is pr sented to them in suitable small tep . \\ 'hen the teacher 

divides the ta k to be learnt into very small teps. and asks the tudent to learn onl) onc tep at a 

time. then probably all the students will be able to learn one mall tep at a time and eqllentiall) 

learn all the steps. It is a difficult task to climb a mountain but once steps are buill e\en a child 

can climb the mountain very ca i Iy . This i known a the 'principl or small tcps' (t\gganvtl. 

1996: 180-281 ) . 
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Burden and Keller al 0 added that tudent are motivated to learn when they expect to be 

succe sful. Therefore. the teacher makes sure that they fairly consi tentl achieve sllcce at their 

earlS' Ie el f under tanding. then the teacher helps them ahead in small steps. preparing them for 

each ne\\ tep so they can adju t \\ ithout confusi n or fru tration. The teacher paces the . tudents 

through a ti\'ities a briskly a po sible \\'hile thoroughly preparing them for n \\ acti\ itie 

(Burden. 199-:158: Keller cited in Burden. 2003:12-1). 

The ne:-.t indictor of ·tudent success i planning transitions to new content in small. easy-to- grasp 

step. It i' reported that the behavior for establi hing moderat -to-high success rates in olves the 

nece ar~ transition \\ ithin and bet\\een Ie son content. Although planning lesson content in 

bite- sized pieces will aid learners in making transitions between old and new content. thi alone 

will not be sufficient to ensure moderate -to- high success rates. In addition. the teacher \\ ill need 

to organize unit and lesson content in \\ays that establish some 0 erarching themes that can 

interconnect different parts of a unit or an extended Ie on (Borich. 1988 : .., -I). 

Trotter too. added that the les on should be logical because students need to ee connection. the\ 

\\'ant a gentle progression from things familiar to omething new. If th re is ab tract thinking to 

be achie\ ed along the \\ ay. then it is safer to ofTer concrete example to aid the Ie ·academi ·. 

en for those used to \\ 'orking in the abstract, it i a ier to tie an id a to a picture than just to 

related concepts (Trotter. 1986: 30). 

Various scholars supported the abo e idea saying that tran ition are movement fi'om one 

acti ity to another. Thus. mooth tran ition allo\\ one activit)' to flow int anoth r \\ ithollt '\n \' 

breaks in delivery. Transitions that are not smooth create gap in deliver. pproximat I~ I -O{l or 

cia sroom time is said to be de oted to tran ition (Arlin. 1979. Doyle. I 84. mith. 1 )84. 

Rosenshine. 1980 cited in Burden 1995: 271) . 
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Th~ la t indicator of student uccess rate is also establishing momentum. It is thought that 

nWl11cntum is an importantlO thc teacher a. it is to thl: ) mphonic conductor. Mornentum ma) be 

th~ life blood of any good conductor. but it certainly is the life blood of all effecti e teachers. It is 

est3bli hed by varying the pace at \ hich stimuli are presented during the process of reaching a 

limax or key e ent. In teaching, this can be accomplished first by establishing cycles of \ eekly 

and month I. rc\'ie\\ .feedba k and te ting and. then b) gradually incrca ing pacc and intcnsit~ as 

the time for the major e em draws near (Borich. 1988: 317). 

Burden al 0 suggested t.hat pacing is the speed at which the lesson proceeds. It is the rhythm. the 

ebb and fiow. of a Ie on . ITecti e pacing is neither too slow nor too fast. Adjustment in are 

made as the need warrant -. To pace effectively. the teacher should not dwell too long 011 

directions; distribute paper ill a timely and efficient manner. and moves from one activit~ to 

another smoothly and \ ithout interruption. Classes that lack effective pacing may drag or rna, 

move at a pace where the students are unable to gra p the material (Burden. 1995:270.2003: I 1"). 

On the \\hole. moderate-to- high ucce rate is one ortho e key behaviors that enhance effective 

teaching. Moderate-to- high success rates \ ill produce mastery of the lesson content. nd al 0 

the~ \\'ill pro ide an opportunity for the students to apply learned knowledge in some practical 

\\a~. such as an \\'ering que tion or solving problem, Exerci e providing mod rate-to- high 

succes rates also allow the indi\ idual element or piec that ar learned to fall illl plac. 

thereby providing a crucial final step in the learning process. o. if t acher de ote ufficient 

time to this stage of learning. it \\ ill be found crucial for tudent and for thos \\ ho may be . 10\\ 

learners. Hence. to make teaching by gi\ ing emphasi only for k ) b havior alone i not 'uflicc. 

In other \\ords. paying great attenti n t helping beha\ ior i al e entia!. 
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2.1.3.2. The Five Helping Behaviors 

According to Barich (1988). the fi e additional beha iors that are considered as catalytic or 

helping behavior for performing the five key behaviors are the follo\\ ing: 

• l 'sing tud III idea and contribution 

• tructuring 

• Questioning 

• Probing 

• Teacher afT ct (Enthusia ms) (Borich. 1988: 12-17). 

2.1.3.2.1. Use of Student Ideas and Contributions 

Thi behavior refer to ackno\\ ledging. modifying, applying, comparing. and ummanzmg 

student' ratements. It is thought that anyone of these acri\'ities could be u eful in achie ing one 

or more of the ke~ behaviors. Depending on ho\\ and \\ hen the helping beha\ iors are applied. the 

key beh::n iors can be variously affected. Thus. [he use of student idea ' will be one of e\ eral 

\\a~ to a hi \ e the e more general beha iors (Barich. 1988: 12) . 

Flandcr (a cited in Barich, 1988: 12) also de cribed the component of [hi beha\ ior In the 

fa 110\\ ing manner: 

• Acknowledging: Using the student"s idea by repeating the noun and logical 

connect i \'es expressed by him/her. 

• Applyin o
: L'sing the student' idl.:a to [each an infer n I.: or tak the next step II' a 

logical analy i or a problem. 

• \fodifying : Using the student'S idea by rephra illg it or c IlC ptualizing it II' the 

tcacher' s 0\\ n words. 
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• Comparing: sing the tudent's idea b~ drawing a relationship bct\\een it and ideas 

expre ed earl ier. 

• ummarizing: sing what \\ as aid by an individual student or a group of student as a 

recapitulation of concepts. 

Thu . the use of student ideas can increa e the clarity and variety of a lesson as \ ell as promote 

' tudent engagement in the learning process . 

2.1.3.2.2 Structuring 

stated b~ Borich (1988). structuring refers to teacher comments made at the start or end of a 

les on for the explicit purpose of organizing vvhat is to come or summarizing what has gone 

before. \, 'hen used prior to an instructional activity or question. structuring provides an ad ance 

organizer for the students: it aids in their understanding and retention of the material. When 1I t:d 

at the conclu ion of an in tructional activity or que tion. structuring reinforce ' larned contcnt 

and place it in it proper relation t other cont nl. Both the e form of Iructuring ha\ e 0 ell 

found 10 be related to student achie\ ement and are u eful catah' ts ror increasing th~ I-.:C\ 

beha\ iors (Borich. 1988: 13). 

2.1.3.2.3. Questioning 

Questioning is another important helping behavior. The art of questioning i on of the mo t 

irnponant sl-.:ill for a teacher. The \ ariet, h Ishe conveys to hi Iher tud III i determined in 

large mea ure by his Iher flexibl u e of que tion . Que tion ' are rard) end. in them he out 

rather a means of engaging student: in the learning proces ' by g tting them to act 011. \\01'1-.: 

through. or thi nk about the materi al pre ented (Boric h. 1988: 14). 



I 

~ . 
2.1.3.2.4. Probing 

notht:r helping beha, ior i probing. Probing refers to arious statements a teacher makes to 

encourage student to elaborate upon and answer. either their o\\"n or another·s. Probing mao take 

the form of a general question but can also include arious other e:\pressions that elicit 

clarification about an answer gi en. solicit additional information about a rc ponse. or redirect a 

tudent"s re pon e in a more fruitful direction. Probing often is used to shift a discus ion to ome 

higher thouuht Ie el. enerall). Student achievement is greate t \\hen eliciting. soliciting and. if 

nece sary. redirecting occur in cycles in order to systematically lead the di cus ion to a higher 

Ie el of complexity. uch as when interrelationships. generalizations and problem solution are 

.. 
being sought. In this manner a Ie on may begin '. ith a simple fact question. and then. b~ 

eliciting clarification of student responses, soliciting new in formation. or redirecting an an wer. 

move to a higher level invol ing generalizations. abstractions, and the dra\\ ing of inferences 

• (Borich. 1988: 16). 

2.1.3.2.5. Enthusiasm 

• nthusiasm refers to the teacher' vigor. power. involvement. excitement. and interest during a 

classroom pre -entation. Enthu iasm can be comeyed to student In mum \\a\ ' : thc mo t 

common include ,·ocal inflection. gesturing. eye contact. and animation . Researcher ha\·c 

• usually con idered enthusiasm part of a larger category of behavior called t acher affect. Thi ' 

larger category inc ludes such beha\ iors a use or criticism. non- erbal aprro' al. and prai . 

denoting the degree to \\ hich the teacher pos esse a warm. nurturing and encouraging attitude 

(Borich. 1988: 17) . 

• 
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CHAPTER THREE 

3. DESIGN OF THE STUDY 

The main purpose of thi tud~ is to appraise the extent to which would-be teachers teach in thl: 

teaching practice effecti ely \\ hen seen in light of the fi e key beha iors. The study is basicall~ 

de cripti\'e in nature. The target population \\a the pro pective graduates of 200"' /2004 of Arba 

Minch Teacher' Training Institute. U ing systematic sampling technique one hundred ixtyeight 

'ubject were elecred from the tOtal six hundred seventy trainees. 

3.1 Sampling Procedure 

To select the ubject. the list of student-teachers obtained from the student dean's office and the 

list of tudent-teachers was arranged in alphabetical order to get the required samples . 

To supplement the information obtained from the student- teacher. three reacher teaching 

Amharic and five teachers teaching English language in rhe Institute \\ere al 0 raken a anothu' 

dara source by using purposi\'e ampling technique. Both Amharic and Engli h teachers in the 

Institute are eight in number. 

oreo er. mirt) Iud nt- teacher "ere taken for the purpose I' data ollecrion through 

obser ation while they "ere practicing teaching. These \\ re taken OUI of ne hundred ixty ighl 

student-teachers by purposive sampling technique and studied, ith th ir pupil f grade 4 in their 

respective chool of Kulufo. annale. Arba Minch. Yetneb rsh. ikela. aro [tnd hamo 

Primary chools in Arba Minch tOwn . 
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The tudcnt-tcacher in this program \\ere told that thirty of them \\ould be teaching Amharic and 

Engli h for three \ eek during the one month teaching practice session. 

3.2 Instruments of Data Collection 

Observation i the process in \\"hich one or more parsons observe what i occurring in ome real­

life ituation, and they cia 'if)' and record pertinent happenings according to some planned 

cheme. It is u ed to evaluate the overt behavior of indi iduals in controlled and uncontrolled 

ituation Ob ervational method ha e occupied an important place in descriptive educational 

research. Hence. the principal \\"a) of collecting information for the study \\as ob 'er ation . 

Because clas room obser ations unlike other instruments. are "data sources that can be used 

during the paramount events of instruction" (Cangelosi. 1991 :47). Besides, classroom 

observation are the most basic and direct (not derived) method of securing beha\ ioral data 

(Burrough. 1975). In addition to the ob er ation . questionnaire \\'a al 0 used a data gathering 

instrument. 

3 .2.1 . Observation Scales 

Obser ation \\as the main instrument used to appraise the teaching effi ctivene . To this elle t. 

observation scales \\ere designed to gather data for the study. Items \\' re de elop d b~ adopting 

Borich's observation instrument (Borich,1988:332-334) (See Appendix A and B). The calc: 

consist oft\\o form: 

Form 1- used to appra ise teacher \\ 'ho teach Amharic and English in the In tituti on and F rill 2-

used to appraise student-teacher in their teaching practice, 
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Form I - a cale that \\'a u ed to apprai e efTecti\'e teaching that has ti\ e key beha iors: i.e. 

clarit). variet). ta k orientation. engagement and student success rate. Again clarity ha ' even 

indi alOr : \ ariety ha six indicators: task orientation. engagement and student success rate cuch 

ha ti e indicator respectivel. Totally. there are 28 indicators that indicate teaching 

efrectivene s. 

Form 2- (an ob 'ervation calc) wa employed to appraise teaching effectivencss vlhile tudcnt­

teacher arc practicing teaching. 1\1 o. thi form has five kc\ behaviors and each fi\c kc) 

beh3\'ior ha\ e it o\\'n indicator similar to Form I . 

Each of the five ke) beha iors in the scale embraces a number of indicators defined in terlllS of 

three-point cale. ranging from a low value of zero to a high value of three. Every indicator has 

four basic le\'el . the extremes of not done and highly done. or zero and three on the scal _. Th 

lo\\er levels. zero and one represent poor. well belo\\' minimum tandard for the indicator in 

que tion. point two represefllS medium performance or moderate quality. \\ hile the lOp I vel. 

three represent high quality. Hence. the observation scale Forms I and 2 ha e ~8 items defined 

in terms of tour-point cale a mentioned above. 

Thu . to cam out cia SroOIll obser ation. the procedures belo\\ \\ere follo\\ed: 

I . The ob 'ervation scale \\'as given to ix colleagues from urricululll and In truction 

Department for judgmefll and then to get feedback lO addres fac \alidit (that the 

instrument look good) and content validity (that the instrument involvc relc ant content 

geared to problem of concern). 

2. Three ob er\er - who had qual qualification \\ ith th res archt:r \\er traint:d fer fI ur hours 

in ho\\ to u e the observation scale. and h \V to ta" _ the b t:r ed act i vit ie 0 r t a her in 

teaching-learning proces in the clas room . These ob ervcr \\er cmployed and traincd for 



-

the purpost.: of testing an inter-observer agreement. \\hich a isted to determine the 

rcliabilit) of the obser ati nal instrument. 

• To thi effect. t\\ 0 ections of mharic classrooms v. ere taken from private Institution. namely. 

Omo Teachers' Training In titute in Arba Minch to\\ n. Thus. obscn'ation took place in Orno TTl 

\\hilc.:: tl::acher of each section \\ere teaching the same lesson two times. in t\\'o different periods 

• ( ession ). The reliability of the instrument was, then, determined by computing correlation 

coefficient of core recorded by the three trained observers and by the researcher himself. The 

computed correlation coefficient is summarized as follows ( ee Appendix-D for detail) . 

• 
Table I: Correlation Coefficient of Inter- Ob erYer Agreement 

Ob erYed Observer 1 
Observer 2 Observer 3 Ob erYer 4 Aver:g~~ ection (The researcher) 
{Trained {Trained (Trained 
observer observer 

0.87 0.90 0.96 0.92 
• 2 0.93 0.95 0.94 0.9-

IJ7ler-obsen'er m'erage I 0.9..t --

A can be seen from the table the inter-observer agreement correlation coefficient i vcry high 

• (0.94). and for thi rea on the in trurnent is reliable for coil cling data of clas room in truction. 

3. . 'ecessar) improvements of the obser ation cale \\ere madc after taking the comment · of 

judges and the reliability coefficient into considerati n. 

• 
4 The re earcher clarified to the observed teach rs that the purpo e of th ob n '::Ition \\a. not 

e\aluative. but limited to research under1aking. This \\a done \\ ith an intention of 

confirming the guarantee for the psychological and ocial ri ks that ob I.:rved teachers might 

• face. 
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5 Finally. three Amharic and five ngli h teachers \\ere ob ened for three consecuti e period 

in Arba 1inch TTl. Each observation had a week interval. Thu . a total of 24 periods C'x'" 

and 5x3) \\ ere u ed to obser e three Amharic teacher and fi e Engl ish teachers in the 

Institute, 

6 l\10reo er. thirty student teacher \\ere obser ed for three period in mharic and three 

period In nglish clas re pectively, Each observation had at least a \\eek interval. Thus, a 

tal of 180 periods (30x6) was used to observe the samp le student-teachers, T",'o ob erver 

\\ere as igned to ob ene each tudent-teacher \\ 'hile he/she \\a practicing teaching in each 

classroom, 

Besides, recognizing the effect of the pre ence of an ob erver in a classroom. the researcher and 

his a sistants made themselves inconspicuous so as not to attract attention of learners and 

teachers unnece sarily, For instance. like clothing style that is different from the others in th 

class , 

3.2.2. Questionnaire For Student-Teachers 

que tionnaire that contains 28 items was de\'eloped by the re earch rand u ed to collect 

rele\'ant data to supplement information gathered through ob nation , Th it m . \\hich \\en.: 

developed for the obser ation purpose. were directl) tran lated into mhari so that tudcllI­

teachers could ea il suggest their feeling about their teach r ho\\ they train them in th cla.­

( ee appendix-), o. the draft que tionnaire \\a gi en to profe ional (on th ar a) for 

judgment. 
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After the comments fjudgt:. ' light impro\t;ments of the questionnaire \\ere made. Tht:n. it \\a 

duplicated and pilot-te ted on 20 student-teachers at Omo TIl. The final draft of the 

que tionnaire \\'a . then. stenciled. duplicated and distributed to 168 student-teachers. 

3.3. Data Collection Procedure 

Bet" re data collection procedure took place. the researcher selected three teacher ' \\ ith first­

degree qualification. \\ho \\ere knowledgeable about pedagogical science. \\ere v,ell trained and 

ori nted on the objective of the tudy and the instruments employed. 

o. the data collection was carried out in three phases b the researcher and his assistant. During 

the first pha e. the re earcher collected data through obser ation wh i Ie three Amharic and fi e 

English teachers \Ver training student-teachers in Amharic and nglish classroom. The 

researcher obs ned each teacher for three con eClltive periods. In gathering data through direct 

obser ation. amph (1979:133). remarked that ob ervers should be a\\arl: orthe errcct of their 

presence and should stri e to develop techniques for reducing their influence. I·knce. befor 

ob ervation take place. teachers \\'ere advi ed to continue their O\\'n program as usual. 

In the econd pha e. the researcher togeth r \\ ith his assistants distributcd the que tionnaire to the 

student -teachers and aloin the third phase data \ ere collected by the re earch r and hi 

assistants through observation \\'here student-teachers were practicing teaching in rba Minch 

[O\\'n in even primar~ schools. namely. Sarlllale. Kulufo. rba Minch. Yetn bcr h. Garo. hamo 

and Sikela. Thin) stud nt teachers were taken for obser ation programme from 168- ampl d 

population \\ ho ans\\ ered questionnaire to get additional informati n for the stud) . 
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LJstl). the thre~ trained ob 'en ers and the re earcher observcd each student teacher for three 

con 'ecut i\ e period \Vh i Ie the~ \\ ere teach ing each subjects. Before observation took placc. care 

\\a ' taken to confinc them that thi \\ill n t in any way affect their grades for the course. The) 

were also told that this \\a a purely voluntary undertaking and that they had no rca on t be 

frightened of the obser ation. 

A mentioned pre i usly. Form I and 2 have similar purpo e. The observation scale Form I \\as 

de\ elopcd to ob 'cr\'e tcach rs. It contained five ke) behaviors and these bcha\'iors al 0 contained 

28 indicator defined in terms of four-point scales. ranging from the lowest \'alue of zero to thc 

high 5t value of three. During the ob ervation. the researcher and his assistants rated each 

indicator from zero to three. 

The observation scale Form 2 \\as also developed to obser e student-teachers \\'hile the) \\ere 

practicing teaching. It is also similar to Form I in all asp cts. 

ince the researcher gave de cription of the objectives of the study for thos \\ ho ar concerned 

at all Ie\'cls be~ re conducting the observation and admini tering the quc tionnaire . he got 'pecial 

cooperation and succceded in obtaining thc nece - ary data . The que tionnaire fr m ·tudent­

teachers were filled in and returned . 

3.4. Methods of Data Analysis 

The basic questions of this study were tested based on the data procured through bs I",ati n 

scale and questionnaire. core of the coil cted data \vere determined by counting the tall) 

marks. Aller summing up the tally mark. the data \\er ummari7ed and pI' . nkd using tabks. 

Tables ho\\ ing the frequcnc), and perccntage of key bchavi rs and thcir indicators or d'k ti \ c 
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teaching \\'ere u cd, Anal~ ' i- of the data and conclu ions of the stud~ wa made ba cd on 

proportion (or percentage) of each key beha ior \\ ith its indicator. The rc earchcr \\ ith the help 

of as ' istants accompli ht:d orting. tallying and tabulating the colle ted data , And. the 

computations of quantitative data were made using a calculator. 
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CHAPTER FOUR 

4 . PRESENTATIONS, DISCUSSION AND INTERPRETATION 

This chapter discusse the findings obta ined through two kinds of instrument: I.e .. 

questionnaires and observation scales. Information gathered through questionnaire and 

observation scales prepared for appraising the teaching practices is presented. analyzed. di cussed 

and interpreted. The five key behaviors included. here. are Clarity, Variety. Task Orientation. 

Engagement and Moderate - to - High Success Rates. 

4.1 Presentation of Data Obtained through Questionnaire & , 
Observation 

The information gathered through questionnaire and observation regarding lesson darit" IS 

presented in Tables 2 through 4 as follo\, 's: 
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Table 2: ;\lumber and Percentage of Student-Teachers Regarding their Re pon e to Items 
of Les on Clarity 

I- Yes No Total 1 c 
>. '> 
Col eo: 

Indicators of T F 0/0 F 0/0 F 0/0 ~..c 

j Col 
c::: Effectivenes of Clarity 

I. Does the teacher inform A.T 68 40.48 100 59.52 168 100 
learner the les "on objective? - , 

f.T 74 44.05 94 55.95 168 100 I - --- - 1 ') Doc the teacher pro\ ide A.T 63 37.5 105 62.5 168 100 1-' I I 
learners \\ ith an ad\ ance --f---

, 

I E_T 75 44 .64 93 55 .36 168 100 1 
organizer"7 

I 

I 
- , 

3. Do s the teacher dleCK for A.T 95 56.55 73 ·0.45 
I 

168 100 I 
task-rele\ ant prior learning I 

at the beginning of the E.T 106 63.10 62 36.90 I 168 ~OO 1 
lesson? I 

4. Does the teacher gi\ e A.T 89 52.98 79 47.02 168 100 
directive 10\\'lyand 
distincth ? E.T 105 62.5 63 37.5 168 100 

>- -.... 5 . Does the teacher kno\\ A.T 93 55 .36 75 44.64 168 100 I ..... 
ctl ability le\els and teach at - J u 

slightly abo e learners' 
current le\ el of functioning? E.T 88 52.38 80 47.62 168 100 

I i I I 

16. Does th teacher u e A.T 96 I 57.14 72 42 .86 I 168 100 
example. illustration. or I I 

I 
I 

demon tration to explain and I ---- , 
E.T 100 I -9 -? 68 

1
40.48 I 168 100 

clarif~ content in te:-. r: 
) .)-

I 
I I ! 
I I I - . 

17 - Does the teacher pro\ ide A.T 98 I -8 "" 70 ! 41.67 I 168 100 ) . .).) 

re ie\\-or ummary at the end I I 

i of each Ie son : I -
E.T 85 150.60 8'" / 49.40 168 100 

I I 
I I 

I 
, 

'---. 
, .L - - - L- . _ 

'ote: F - f requellcy of the re pOlldellts that respollded to the in dicators of effectil'elless 
T - teacher 

• A. T - A mharic teacher 
E. T - Ellgli h teacher 

A can be se n in Table 2.ab ut 60 percent and -6 perc nt of th resp ndent " replied that 

Amharic and ngli -h teacher of th Institute had not informed karlllr about th k S )Jl 

objecti respccti\ el~ . 

• 
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imilarly. one can observe from the data that a large number of respondents (aboul 63 percent) 

claimed that Amharic teachers had not provided learners with an advance organizer. More than 

half of respondents (about 55 percent) replied that English teachers had nOI provided learners 

with an advance organizer. too . 

On the other hand. more than half of respondents (about 57 percent) reported that Amharic 

teacher had checked for task-relevant prior learning at the beginning of the lesson. In a similar 

manner. large numbers of re pondents (about 63 percent) also responded t.hat English teachers 

had checked for task-relevant prior learning at beginning of the lesson. 

In the same vein. nearly half of the respondents (about 53 percent) regarding Amharic teacher 

and the majority of respondent · (about 63 percent) regarding English teachers reported that both 

teachers had given directives slowly and distinctly. 

Furthermore, slightl: more than half of respondents (about 55 percent) as regards Amharic 

teachers and respondents (about 51 percent) as regards Engl ish teachers. reported that both 

Amharic and Engli h teachers had known ability levels and taught at slightly above learners' 

current level of functioning . 

Similarly, it is also po sible to observe frolll the data that more than half of respondents (about 57 

percent) concerning A mharic reachers and the majority of respondents (about 60 percent) 

concerning English teachers responded that Amharic and English teachers had used e.\anlrles. 

illustrations, or demon trations [Q e:-;plain and clari( content in text. 

In the same way. more than half of respondents (about 58 percent) r garding Amharic teachers 

and half of respondenrs (about -I pe rcent) regarding English teacher report d that . mharic and 

Engl ish teachers had provided rcvie\\" or summary at the end of each lesson. 
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Tablr 3: Number and Percentage of Amharic and Engli h Teachers of TTl Who Practiced 
the Indicators of Effectivenes in Instructional Clarity 

I Observation 
"- - - -- -c Levcl of Effcctinness .. -----
~ Indicator of Not Done Low Medium High ..c 
c:.o Effcctivcnc of T F 0/0 c: F % F % F % 

.... Clarity 
c:.o 
~ 

I. Informs learners A.T 2 66.67 I .... "" .,., - - jj .jj - -
about the Ie son -

E.T ., 
60 I 20 I :W objective - - j 

') Provides learners A.T .., 66.67 I "', ........ - - --. jj.jj -
\ ith an ad \ ance .-
organrzer E.T 3 60 2 40 - - - -

3. Checks for task- A.T - - - - 2 66.67 I 33.33 
rele ant prior I 
learning at E.T - - I 20 

., 
60 I 20 J 

I 
beginning of the I 
lesson I 

I 
- ---

4. Gives directives A.T 2 66.67 I ..,'" .,'" - - - - JJ.JJ 

slowly and 

I distinctly E.T - - I 20 3 60 I 20 
>-- "'1""1 "'.., .... 5. Kno\\s ability A.T - - I JJ.Jj 2 66.67 - -
<C 

I - Ie els and u 

teaches slightly 
T r 

I -L ._-I -
I 20 4 80 . abo e learners' - - - -

current le\el of 
functionin1! 

6. Uses examples. A.T - - I .,'" ... "'\ 
J .J J 2 66.67 - -

illustrations. or 
E.T - - I :W ., 

60 I 20 demonstrations to J 

explain and 
clarify coment in ... * text I 

I-=- P'd :- - -- - - -
7. rovi es re\'lew A.T - - I 66.67 - -. JJ _ 

or summa~ at 60 - -.-- --E.T 2 40 
., 

the end of each - - J 

lesson I 
.Yote: T - teacher 

F - frequel1( 1' of teach er practiced the illdicators of effectivelless 
A. T - Amharic teacher 
E. T - El1glish teachers 

-
Total 

F °lc, 

... 100 j 

-.-
5 100 

3 100 

--:- --
) 100 

-
3 100 

5 100 

-... 100 J 

5 100 

3 100 
, 

1 
- - 100 -

-., 
100 

f-:- -
) 100 

I I 
I 
I 
! ., 

100 
- -
5 100 

As can be seen in Table 3. it \\a bser ed that the greater number of mharic tea hers (about 67 

percent) and ,nglish teacher (60 percent) had rarely informed learn I' about the Ie on bjccti\'C 

in the learning process. Thi s \\a asce rtained by the fact that the mpha i given to inform the 

learner abo ut the lesson objccti c \\'a low for. it was r ted '"10\\ " . 



• 
Onc can al ' 0 obsel\ e that large number of Amharic teachers (about 67 percent) and Engl i h 

teachers (60 percent) have not provided learners with an advance organizer. And the remaining 

Amharic and Engli h teacher' performance regarding the provision of learners \\ ith an advance 

organizer \\ a rated lo\\'. about 33 percent and 40 percent re pecti ely, 

On the othcr hand. the performance of the majority of Amharic and English teacher concernlllg 

checking for ta k-rek ant pri r learning at the beginning of the les on \\'as rated medium. about 
• 

67 percent and 60 percent re pecti\'el~ , 

Similarly. it \\'a ob er ed that the majority of Amharic and English teachers had gi\cn directi es 

• slO\\'Iy and di tinctl) as it can be seen in Table 3, This \\as rated medium, Also the remaining 

performanc of fev, Amharic and English teachers \\'as rated high about 33 percent and 20 

percent respectively, 

• 
Like\\'ise. as can be cen from Table 3. Amharic teacher (about 67 percent) and Engli h teacher ' 

(80 percent) kne\ ability Ie els and taught at slightly abo\'e learners' current Ie el of functioning , 

This \\a rated medium. ho\\'e\er. 
• 

Furthermore. as it is observed from Table3. the majorit) of mharic teachers (about 67 percent) 

and nglish teachers (60 percent) u ed examples. illu trations. r demon tration to e, plain and 

clarif) content in text. This \\ a rated medium, 

Similarl~. a indicated in Table 3. the majority of Amhari teacher (about 67 percent) and 

English teachers (60 percent) have provided re ie\\ or ul11l1lary at the end of each IC!i. on 111 a 

mediulll Ie el. 

53 

~--------------~~--------------------------~ 



• 

• 

Table .t: ~umber and Percentage of Student Teachers \\ ho Practiced the Indicators of 
Effectiveness in Instructional C larity 

I .s · Observation 
Level of Effectiveness ... 

..c Not Done Low Medium H!gh Total 
(oJ Indicators of ST F 0/0 F % F % F % F % c:::I 
>. Effectiveness of 
(oJ 

::( Clarity 

-

I 
1. Informs ST.A 5 16.67 15 50 7 23.33 .. 10 30 100 J 

learners about -
I the Ies on STE 5 16.67 17 56.67 6 20 2 6.67 30 100 
I 
I objective 
I ') Provides IS 50 10 33.33 5 16.67 - - 30 100 

learners with STA 
an advance 10 33.33 13 43.33 7 ?"" ..,.., _J .JJ - - 30 lao 
organizer ST.E .-f--

3. Checks for ST.A - - .. 10 20 66.67 7 ,"'l ., .... 30 100 J _J.JJ 

task-relevant 
prior learning ---

I STE - - 5 16 .67 19 63 .33 6 20 30 100 
at beginning of 
the lesson 

·L Gives STA - - 3 10 22 73.33 5 16.67 30 100 
directives 
slov Iy and ST.E - - 4 13.33 20 66 .67 6 20 30 100 

>-
distinctly - 5. KnO \\'5 abi I ity STA - - 16 53.33 11 36.67 .. 10 30 100 .;: J 

III levels and I 
I -
I I u 

teaches at , 

I 
--

ST.E 18 60 8 26.67 4 
, 

13 .33 30 100 slightly above - - I 

learners' I I cu rrent level of I ! I I 

I 
functioning j 

I 6. lses examples. I ST.A 
., 

10 2 ! 6.67 19 63 .33 6 
1

20 30 100 J 
I 

I illustrations, I I I 
~ and I ST.E 5 16.67 I 3 

1
10 18 60 4 I 13 .3 3 30 100 

I demonstrations I 
I 

. I 
I I , 

to explain and I I I , I 
clarify content I I 

I 
I in text I I I 

I- ---. 
7. Pro ides ST.A 5 ! 20 15 50 4 I I"' "'., 30 100 

1 

I 

1 
J 

J 

• 
I , 
I 

I 
I . 

I 

I 
i 
I 
I 

I 
I 16.67 1 6 

I 
review or 

I J.JJ 

1 0_~ -j summary at the STE 2 6.67 P 10 17 56.67 8 26 .67 30 
I end of each I 

lesson I __ --'----
.Vote: ST - stlldellt teacher 

F - /requellc), o/studellt (would-be) teachers pracriced rhe indic{lrors '!f elfecfil'cl/{!sS 
ST. A- studellf (would-he) teachers teaching Amharic 
ST. E - studel1t (would-be) teachers teaching English 
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Table 4 depict that half of \\'ou Id-be Amharic teachers (50 percent) and more than half of \\'(Hdd­

be English teachers (about 57 percent) have informed learners in 10\\1 manner about the lesson 

objecti 'c in the learning process . 

One can observe that half of would-be Amharic teachers (50 percent) and small number of 

nglish teachers (about 33 percent) did not provide learners with an advance organizer. And the 

remaining would-be Amharic and English teachers' performance concerning the provision of 

learner with an ad ance organizer v,as rated low, abollt 33 percent and 43 percent respectively. 

On the other hand. the majority of \\ould-be Amharic teachers (about 67 percent) and Engli h 

teachers (about 63 percent) checked for task-relevant prior learning at beginning of the lesson 

\\'as rated medium . Whereas the would-be Amharic teachers (about 23 percent) and English 

teachers (20 percent) were rated high because of their checking for task-relevant prior learning at 

beginning of the lesson. 

Furthermore. it is apparent from the data that the great majority of \.vould-be Amharic tt:ach rs 

(about 73 percent) and English teachers (about 67 percent) have given directives slo\\ Iy and 

distinctly. This \\'as rated medium. And the remaining would-be Amharic teachers (abo lit 17 

percent) and English teachers (:20 percent) were rated high. 

On the other hand , it is also possible to observe that more than half of would-be mharic teacher. 

(about 53 percent) and English teachers (60 percent) knew in a low manner about ability level 

and taught at slightly above learners' current level of functioning, This \\ 'as rated 10\ . 
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As it is obsen'ed from Table 4. the majority of would-be Amharic teachers (about 63 percent) and 

English teachers (60 percent) used examples. illustrations. or demonstrations moderatclv to 

explain and clarifY content in text. 

imilarly. it is apparent from the table that half of wou ld-be Amharic teachers and more than half 

of English teachers have provided reyie\\' or summary at the end of the Ie son. This was rated 

medium, 50 percent and about 57 percent respective ly. 

The information gathered through questionnaire and observation concerning lesson variety IS 

presented in Tables 5 through 7 as follows: 

TabJe 5: Nu mber and Percentage of Student-Teachers Regarding theil' Responses 
to Items of Instructional Va riety 

:.... Yes No Total 
0 Indicators of >-> .-

CJ ... 

~~ Effectiveness of Variety 
CJ 

T F % F % F % cc I 
I 

8. Does the teacher use ; A.T 69 41.07 99 58.93 168 100 
attention-ga in ing 

E.T 78 46.43 90 53 .57 168 100 devices? --
9. Does the teacher shov. I A.T 87 51.79 81 48.21 168 100 

enthusiasm and I 

animation through 
I E.T 92 54.76 76 45 .24 168 100 \ariation in eye 

contact, voice and , 

~oo gestures? 

>- 10 Does the teacher vary A.T 86 5 1.19 82 48 .81 
.-
a.> mode of presentation? E.T 89 52.98 79 47.02 168 100 L.. 
(0 

.> 1 1. Does the teacher use a A.T 66 39.29 )02 60.71 168 [00 
mix of re\\'ards and I 

rei n forcers? E.T 73 43.45 
I 

95 56.55 168 [00 

12. Does the teacher I A.T 93 55.36 75 44.64 168 [00 
incorporate student 
ideas or participation in j E.T 88 52.39 80 47.6[ 168 100 
ome aspec ts of the 

instruction? 1 -
13. Does the teacher vary 1 A.T 6[ 36.3 1 107 63.69 168 100 

types of questions? E.T 82 48.81 86 51. 19 168 100 
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Table indicate Amhari and Engli h teachers of the In titute did not practice the use of 

attention gaining d vice . This \Va reported by more than half of re pondellls. about 59 percent 

and 54 percent respectivel
J 

• 

n the other hand. more than hal f of re ' pondents (about 52 percent and 55 percent respecti\ ely) 

replied that Amharic and ngli h teachers of the Institute had shown enthusia m and animation 

through variation in eve contact. voice and gestures. 
~ . ~ 

imilarl). as can be seen from the data. Amharic and ngli sh teacher had varied mode or 

presentation . Thi \Va made certain by more than hal f of respondents. about 51 percent and 53 

• 
percent respectively. 

On the other hand. Amharic and English teachers had not used a mix of re\\ards and reinforcers. 

This \\a reported by majority of respondent. about 61 percent and 57 perc Ilt re pecti\ el~ . 

imilarl). more than half of re -pondents (about 55 percent and 52 percent respecti\el~) replied 

that Amharic and - nglish teacher had incorporated student idea or panicipation in orne a pt:Cl. 

of the in truction. 

Table 5 also ho\\s that Amharic and English teachers had not used anou type of que tion in 

• their lesson. The majority of re -pond nrs. about 64 percent and 51 percent respecti\ ely. reported 

thi . 

• 
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Table 6: l"umber and Pcrcentaoe of Amharic and English Teachcrs of TTl Who Practiced 
the Indicators of Effcctiveness in Instructional Variety 

.... Observation ---c Lcvel of EffectiHncss .-
I 

> r :rotal-l eo: Not Low Medium High .c 
~ Indicators of T Done ~ -- -
>.. 
~ 

Effcctivenes of F 0/0 F 0/0 F 0/0 F % F %, 
~ Variety 

.-
8. Uses anention A.T 2 66.67 I 33.33 .., 100 - - - - .) 

gaining ---- .-- -
E.T i - .., 

60 I 20 I 20 5 100 devices - .) 

- - -
9. ho\\ A.T I - I ...,...., "'''' 2 66.67 .., I 100 - .) . .) - -

I I enthu ia m I 

I and animation I I 

through l-, -- -
I variation in 

e, e contact. E.T I 20 I 20 
.., 

60 I 100 .) - -
oice and I gestures 

, 
1J- ----

10. Varie mode A.T I ...,"" """ 2 66.67 I - 100 - - .J.J . .J .) -
of 

, 
--->- E.T 2 40 .., 

60 
'--:: 100 .... - - .J - - ) 

(1) .- presentation ~ 

ro 
II. Usesamixof I -> A.T 2 66.67 I """" """" 

.., 100 - - .J.) . .J .) - .) 

rev. ards and 
reinforcers E.T - - , 3 60 I 20 I 20 5 100 

I ---. -
I I 12. Incorporates .T - - - - 2 66.67 I 3"' .33 I 3 100 

student ideas I 
I 

I 
I I -or 

I E.T 
I I 20 .., 60 I I 20 "~-I 100 

participation 
- - .J , 

in som I I 
a pect of the I I 

t+-r instruction . 
13. arie - types .T 2 66.67 I ""\""\ ""'" 100 I - - .J 

I 

of questions 
I I ~~ ~ 

-

1 
I E.T 

I .., 60 I 20 100 I - - I .J 
I 

A regards the u e of attention-gaining devices. finding indicate that the majorit~ f mharic 

teachers (about 67 percent) and nglish teachers (60 percent) wer rat d lo\\" . 

On the other hand. a lot of Amharic teacher (about 67 percent) and ngli h teacher (60 percent) 

were rated medium as regards the habit of ho\\ ing enthusia m and animation through \uriatiol1 

in eye contact. \ oice and ge tur~ $. 
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Furthermorc. most of mharic teachers (about 67 percent) and Engli h teacher (60 percent) 

were al 0 rated medium as concern the use of arying mode of presentation of a Ie n in the 

teaching learning process . 

imilarly. Amharic teachers (about 67 percent) and English teachers (60 percent) \\ere rated 

medium for their tendency to use a mix of re\ ard and reinforcers . 

In the same vein, a large number of mharic teachers (about 67 percent) and English teach rs (60 

percent) \\ere rated medium for the reason that the) incorporatcd student idl:as or participation in 

ome aspect of the instruction . 

On the other hand. most of Amharic teachers (about 67 percent) and Engl ish teachers (60 

percent) were rated low because of their low performance of using various types of que ' lions in 

their lessons . 

59 



• 

• 

I i 

• 

• 

Table 7: Number and Percentage of Student Teachers Who Practiced the Indicators of 
Effectiveness in Instructional Variety 

I·~ Obsen'ation l 

---. 
Level of Effectiveness 

- , 
I Indicators of ;'\01 Done Low Medium High I Total 

-I ~ [ffecti, eness of T F 0;., F 0;', F % F 0/(1 I F 0;', 

~ 
\' III'icty 

;.;:: 

26 .6i - - l- . 8. Uses attention ST.:\ 6 20 16 -"" ..,..., 8 30 100 I ) .\.J .\ . · 
gaining 

.- i de\ iet: STE 7 ., .... ~""'I 

18 60 5 16.67 - · 30 100 - .' .. ) ~' 

I 
9. Sho\\ -

enthusia m T.A 5 16 .67 6 20 17 56.67 2 6.67 30 100 
and animat ion 
through 
variation in 
eye contact. T.E 3 10 5 16 .67 19 63 .J.~ 3 10 30 100 
voice and I I 

I--
gestures 

10. Varies mode STA 5 16 .67 16 53 .33 9 30 - · 30 100 
of presentation -~ ST.E 6 20 14 46.67 10 33.33 30 100 '" - · 

~ 

'" 11. Uses a mix of ST.:\ 7 ?"""' -...., 15 50 6 20 2 6 .67 30 100 ::>- _ ~'.JJ 

rewards and I 
j reinforcers ST.E 5 16.67 17 56 .67 5 16.67 3 10 30 100 -! --12. Incorporales STA - - 6 20 18 60 6 20 30 100 I 

student ideas 
or 

- -------. parti cipa tion in ST.E 3 10 5 16 .67 17 56.67 5 16.67 30 100 
some aspects 
of the 

I instruction 
13. Varies types of ST..A 2 6.67 17 56.67 8 26.67 3 I 10 30 ~O_J question - , --STE ~ 

10 15 50 7 "1'" ..., ..... 5 16 .67 I 30 100 _J . ..J_' 

~ I 

Regarding the use of attention ga ining devices, Table 7 shows that \\ ould-be Amharic teachers 

(20 percent) and English teacher (about 23 percent) have not used attention gaining de\·ices . . -\nd 

would-be Amharic teachers (about 53 percent) and nglish tea her (60 percellt) have u 'ed 

attention-gaining devices in a 10 \\ manner as it \\ as rated low. 

On the other hand. more than ha I r () r \\ ould-be /-\ mhari c teachers (about -7 per nl) and Lngl ish 

teachers (about 63 percen t) \\ u\; rated med i um a concern showi ng elllhu ia III and an imat ion 

through variation in eye contact. oice and gestures. 
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On thc contrar~. III n: than h:llf of \\ould-be Amhari teachcrs (ahout - ... percent) and Engli ... h 

teacht:rs (about 47 percent) \\cre rated Itm becau ' C their u. c of \'ar~ ing mod of pre entation of a 

k ."on \\a 10\\ in the teaching learning procc . 

imilarly. nearly half of \\ould-be Amharic and English tcachers ha\e used a mix of re\\ards and 

rein forcer ina In\\ man ncr. Because of th i it \\ as rated 10\\. - 0 percent and about 57 pcrCl: nt 

re ' pecti\'cl~ . 

On th other hand. the majorit~ orn-ould-be Amharic teachers (60 percent) and more than halfof 

Engli h tea her (about -7 percent) \\ere rated medium for the rca 'on that tlk~ incorporatt:d 

stud nt idea or participation in som a pect of the instruction. Also a small number of \\ould-bc 

Amharic and English teachers were rated high. 20 percent and about 17 percent respecti\'ely. 

regard the u e of \'ar) ing t) pes of question. more than half of \\ould-be Amharic teacher,> 

(about 57 percent) and Engli h teachers (': 0 percent) \\ere rat d 10\\ for their 10\\ performance. 

The information gathered through questionnaire and observation as regard task-orientation IS 

pre ented in Table 8 through lOa follo\\ : 
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Table 8: 1\umb<.'r and Percentage of 'tudent-Tcachcrs Regarding their Rcspon . es to 
Items of Task Orientation 

i I I 
~ 
0 

I 
> .. ;; Indicators of 
~~ Effectiveness of Ta k 

Col 
c:: Orientation T 

I 
i - ---- .-

1 .. 1. Does the teachLr dcvelop A.T 
unit and Ie on plan and 
teach in accordance \\ ith E.T 

I 
te:-;t and curriculum 
guide? 

15. Does thc teJcher handle A.T 
c adm inistrati\ c and 
0 

ro clerical interruptions E.T 
c enicicnth ."! 
Q) 

~ 

16. Does the teacher top A.T 0 
->t! l11i beha\'ior \\ ith a v:l 

E.T ro 
I t- minimum or di ruption to 

I the class? 
I 17. D es the teacher selec t A.T 

the mo t appropriate 
in -tructional n1<.:thod for E.T 
the object i \ es bei ng 
taught? 

18. Does the teac her establish A.T 
schedule in \\ hich major E.T 
cia srool1l acti\ities begin I 
and end \\ ith clearl; 

I \ isible e\ems? --- -- --

Yes 

F %, F 

92 54 .76 76 

108 64 .29 60 

98 58.33 70 
-

85 50.60 83 

I 
1

86 51.19 82 

93 55.35 75 

I 109 64.88 59 
I 

, 96 57.14 72 

I 88 52.38 80 

96 57.14 72 

I 
I i 

:--

No T 

- i-- -
o/u f 

-
4 -.24 168 

--
r .7 1 168 

I 
41.67 

- -
168 

- - - -
~9 .40 168 

- --
48.81 168 

- - -
44.61 168 

--- --
3 - . 12 168 

--
42.86 168 

-
47.62 J~6~ 
42.86 I 168 

I 
I 

otal 

0;'. 

100 

100 

100 

100 

100 
-

100 

100 

100 

100 

100 

:\s can be een in Table 8. re pondent (about -5 percent and 64 p rc nt re pccti\'eI~) reponed 

that . mharic and English teacher had developed unit and lesson plan and taught in accordancL 

\\ ith text and urriculum gu ide . 

In the same \·ein. findin 2s indicate that Amhari and Engli h teacher had handled admini:;trati\ t: 

and clerical interruption effici ntl) . Respondent. about -8 perc nt and - I p rc nL reponed thi-; 

re pectivel) . 

.. imilarl). it is also po ibk to note from Table 8 that . mharic and ngli . h tC 'lChcr. had used to 

stop misbcha\ ior v, ith a minimum of di ruption to the cia . 1 hi ' \\as reported b) more than hall' 

of re pondent . about 51 percent and 55 per ent respectively. 
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Furthermore, a can 31 ' be Seen in Table . Amharic and . ngl i h teachcrs had elected the 1ll0~t 

appropriate in ' truclional mClhod r r the objccli\ es being laught. aboul 6 - percent and 57 percellt 

Morco\ cr. it is also observed from the abo\ e table thaI respondents (about 52 percent and 57 

per ent re 'pectivcl)) rc ponded that Amharic and Engli h tea her. had t: tablished 'chcdulc In 

which major clas roOI11 activitie begin and end \\ ilh clearl) visible events. 

Table 9: Number and Per'centage of Amharic and Engli h Teacher of TTl Who Practiced 
the Indicator of Effectiveness in Task Orientation 

c 
~.~ 

I Indicato." of :L.E: 
OJ EffectiHlle s of c::: 

T<'lsk Orientation I 
1-1 . De\elops unit 

and lesson 
I 

plan and 
teaches in 
accordance 
\\ ith lext and 
curriculum 

- _~i~ - .-
IS . Handles 

administrati\ c 
and clerical 
interruplion 
efficiently 

16. Stops 
c:: misbehavior 0 

'" with a 
c:: minimulll of '" ~ 
a 
..x 

'" '" I- 17. 
most 
appropriatc 
instructional 
meth d for the 
objecti\ e 
bcin2: lau~hl. 

18."" Establi he 
chedule in 

\\ hich major 
lassroom 

aCli\ ities begin 
and end \\ ilh 
clearl~ \ isibl e 
cvelll . - -- -

-
Obscnation - - --

LCHI of Effccthcnc - -:\ot DOlle Low I f'ledium _ "i..[h - , --T F 01.. F I 01.. FI '!In F o/n 

----I--f- --- -- -A .T - - - - 2 66 .67 I "'3 .33 , I ----t-- -E.T - - - ! - ., 
60 2 40 

I 
J 

I 

I I I 
.-I-

AT i - - - 2 I 66 .67 I .......... ~ I - -"1 -'" ._' .' 
I 
i -E.T - - I 20 3 60 I 20 

i 
A.T - - - - :2 66.67 I ""1"'1 ... '" .).'. _'.' , 

1
60 

- -E.T I - - - - 3 ., 
-1 0 -

--- ---
"'\ ...... ... .T 2 66 .67 _' .' -.' _'1 

1-- ---I 
I 

E.T 20 
1

60 20 

A.T I _ 

1-
., ." 

2 66.67 -' .' ... ' -') 

E.T ---------
20 3 60 20 

6' 

Total 
F %. 

-
J 100 

5 100 

-' 

I ~ 

., 
" 

:; 

100 

100 

100 

100 

lOll 

100 

100 

IO() 
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Tabk q sho\\ s that the majorit) f t\ mharic teacha (abollt 67 percent) and Engl i. h teacher (60 

percl.:lH) \\ere rated medium regarding the development of unit and lesson plan and teach in 

accord:.lncc \\ ith text and urriculum guide. And the remaining Amharic teachers (abollt ~ ') 

percent) and ::ngli . h teach r (-W percent) ha\e sho\\n encouraging performance that \\a rated 

hi!!h . 

In the .-ame \\(1). a large number of Amharic teachers (about 67 percent) and ngli 'h teacher (6() 

percent) "ere rated mcdium concerning ho\\ to handle administrative and clerical intcrrurti()n~ 

eftici ntl~. 

oreo\ er. the majority of Amharic teachers (about 67 percent) and Engli h teacher (60 percent) 

were rated medium for the rca on that they had stopped misbehavior \\ ith a minimum or 

disruption to the cia : \ herea the remaining Amharic teachers (about 33 percent) and Engli h 

teacher - (40 percent) \\'ere rated high. 

imilarl). the larger number of' :\mharic teach rs (about 67 percent) and Engli h teachcrs (60 

percent) were rated mediulll for their selection or the most appropriate in tructional mcthod ror 

the objectives being taught. 

Furthermore. the majorit~ of Amharic teacher (abollt 67 perc nl) and Engli h te'l her - (60 

percent) \\ere rated medium a regard th c tablishment of chedule in "hich major classroom 

acti ities begin and end \\ ith clcarl) \ i ibl e ems . 

64 



I 

I 

.. 

Tahle 10: :'oiumber and Percentaoc of tudent-Teacher ~ ho Practiced thc Indicator of 
EffcctiHness in Task Orientation 

! 
--... Obsernllion -

" '; Indicato rs of Level of Effecth eness -- - r 
<I _ 

Eff~cti\ ellcs~ of !\ot Done Lo\\ l\lcdium lIioh - !~II ~..2 ... 
Ta "Orientation T -- F 0/0 F 0/0 F 0/0 F 0/0 F 0/0 

I ,t. Oe\ e1 op unit ST. A - - 4 13.33 2 1 70 5 16.67 30 100 
and!e ' <.:n .., - ~OO plans and ST.E - - 5 16 .67 19 63.33 6 20 .,0 

tea he, in 
a':l:0rda n.:c 
\\ i th t ~· \t Jnd I 
l: urril:ululll I I 
~u ide I 

I 
, 

-- -- ~ -..-'--

-7.6 .67-~ - - , 
15. Handle~ - - 8 I ),',-'-' 6 20 :;0 I 100 

adlllini trati\ c ST.-\ - - r-
and !erical . . 7 ..,'" ""''''I 18 60 5 16.67 30 100 - -' .... ') 

interruption T .E 
e ft iciull h 

16. Stops ST .. -\ '7 -- --
7 

') .., .., 
19 63.33 I '" .."., "'0 100 - - _ ._"' _l . J 

c: mi beha\ ior 
~ 

--0 ST.E - 10 ... .." ""., 17 56.67 3 10 100 - \\ ith a - .' .J 
~ I 
c: minimum of I ., 

I ~ di ruption to 0 
oX the class en 

'" 17. Se lect · the ST.A 15 -0 12 40 
.., i 10 30 100 ~ - - J 

mo t 
appropriate ST.E - . 17 56.67 II I "'6.67 2 6.67 30 100 
in truc tional 
method 10 r the 

1 

I 
objecti \ e. 

I bei l1!! t au~h t I 
I I 

1- 18. ST..-\ =cJ 53
., ' 

.., - -
E tabli he I - II 36 .67 .' 10 30 100 
.:hedule in 

I 
I 

\\ h ich major . -
cia sroom ST.E I - - 18 60 8 ':1 13 .33 30 lOll 
ac ti\ itie begi n I I 

and end \\ ith 

1 I 
I c1earl~ \ is ible 
I l <!\ em -- -

Table 10 depict that the majorit or \\ould-be mharic teach r (70 percent ) and Emdi:h 

teacher (about 63 percent) \\ ere rated medium a r gard the de\'elopmelll r un it and Ie, nn 

plan and lea h in accordanc \\ ith text and curriculum guide . . nd Ih remaining \\ 'o lil d-b~ 

Amharic lea her (abou t 17 perc nt) and F:ngli h teacher (20 per ent) have , ho\\ n encouraging 

pcrrOrl11 UnLe lhal \\ a ral d hi gh . 
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I·urthcrlllore. III rc than half of would-be Amharic teachers (about 53 percent) and English 

teacher (60 percent) were rated medium concern ing hmv to handle adm ini -trati\ e and clerical 

intclTuptiolls efficiently: \\ hereas the remaining would-be Amharic teachers (:20 perccnt) and 

English teacher. U'lbollt 17 pcru~nt) wcre rated high. 

In the same vein. the majorit:- of would-be teachers (about 63 percent) and English teachers 

(about -7 percent) \\'ere rated medium for the reason that they had stopped misbehavior 'v\ ith a 

minimum of disruption to the class. 

On the other hand. half of would-be Amharic teachers (50 percent) and Lnglish teachers (abolll 

57 percent) \\"ere rated low for their low selection of the most appropriate instructional method 

for the objective being taught. 

Similarly. more than half of \\ould-be Amharic teachers (about 53 percent) and -ngli -h teachers 

(60 percent) \\"ere rated Iowa concerns the establishment of schedule in which major classroom 

acti\'ities begin and end with clearly visible events. 

The information gathered through questionnaire and obsen'ation regarding engag ment IS 

presented in Tables II through 13 as follow: 
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Table 11: Number and Pcrccntaoc of tudcnt-Tcacher Rcgarding thcir Rc ponsc to Items 
of Enoaocmcnt 

- - --
I [ ;1 Indic~ltors of I 

r, , 
Effcctinncss of Engagcment T F CJ ... 

::t:.E 
CJ 

c::: 

19. Docs the tcacher pro\ ide A.T 78 

I for guided practice': 
['T 83 

--- ---
I 20. Does the It.:achcr u e group A.T 103 
I and indi\ idual acti\ itie as 

['T 110 motivati nal aid \\'hen 
nccessan? .... 

21. Docs the teacher pro\ ide A.T 64 c:: 
C1> 

E c rrecti\e for guided E.T C1> 

I T' Cl 
ro practice in a non-c\ aluati e Cl 
c:: atmosphere? w 

n. Does the teacher u e A.T 70 
meaningful verbal prai ' e? 

E.T 56 
t---

23. Doc the teacher mon i tor A.T 88 
I 

seamork by circulating and E.T 102 

L rrequentl~ checking 
rogress': 

-- -
\'~ I - -I I 

% I F 

46.43 90 

I 49.40 8.) 

1 61.31 
I -

65 
I 

65.48 I 58 

I 
, 38.10 10-t 

I -t3.-t5 95 

I 
1 -t 1.67 98 
I I 
I ..,"" ""I,,) JJ.JJ 112 
I -, "8 .)_ . J 80 

60.71 66 

- --
~o --

I % 

53.57 

50.60 
--

38.69 

34.52 

61.90 

56.5: 

I Total 

, -1 
f o/" 

I 
16 

I 16 
! 
I 16 I 

1 16 
I 

, 16 
-

16 

I 

8 

8 

8 

8 

8 

8 

- - --
58.3" 

I---

66.67 
47.62 

"'9.29 

_L __ 

8 16, 
J 
1 16 
1

16 

16 

! 

8 
8 

8 

Table I I ho\\ s that respondent (about 54 percent and -I perc nt re pecti\ I) ) reponed that 

Amharic and ngli h teacher ' had not pro idcd for guided practi e. On th other hand. lhe 

majority of respondent (about 61 percent and 65 percent r pccti\'el:-) replicd that .\l1lharic and 

English tcacher had u ed group and indi idual acti itie a moti\ ational aid \\ hen nce ' al'\ . 

On th contrar). large number. of respondent (about 62 percent and 57 pCI' ent rL jJ cti\'cl)) 

rcsponded lhat both . mharic and Engli h teacher had not provided correcti\ for uuiJcd 

practicL: in a non-cvaluative aunosph re. 

imilarl). resp ndent (about -8 perc nt and 67 percent I' p cti\ el)) reponed th 'lI Amharic and 

'ngli h teachers had not used meaningfu l erbal prai e in their Ie on. 
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0 11 th other hand. re pond~nL (about -2 percent and 6 1 percent respecti ' el~) n:plied that 

Amharic and English teach~r ' had monitort:d seatwork by c irculating and rr~qucntl~ chcc\.,ing 

progre . 

Tahir 12 : umber and Prrcentage of Amharic and English Teachers of TTl \\ ho Practicrd 
the Indicator of Effectinnes in Engagement 

- -
I Obsen'ation 

Indicators of Level of Effectiveness 
Effcctinlles of T Not Done Low 

Enoaocmcnt F 'Yo F °/0 
- - - - -- --- -

19 PrO\'ides for .1 I - ") i 66.67 -
guided practice ru ---

I - I - 3 60 
- -- --

20 Use group and A.T - - - -

ind i idua l 
act ivities a E.T - - - -

moti ational 
aids \\ hen 
necessan' ! 

21 Provides A.T I - ") 66.67 - -
correct i \"(~s for I------ i - ---

E.T I - . ~ 60 
guided practi ce 

I 
in a non-
evaluati \'e I 
atmosphere I . 

22 Uses A.T I - I - 2 1 66,67 
I meaningful - - -- -
I \ crbal prai se E.T - . 3 1 60 

- --- -- - .- _. -
...,~ oni tors A.T - - - -

I 
-

eat\\ ork b; j I circulating and 
E.T I -frequent ly - - -

checking 
I 

I~'ess 

As can b seen from Table 12. the great Ill aj o rit~ of 

Medium 
F 0/0 

I "" ..... "' '"' J .J 

I 20 
-- - '-

2 66.67 

3 60 

." , ~-
I J.J .J 

-
I 20 

I ., ""I ""I .., 
J J.J J 

-- -- - -
I 20 
- - -..., 66.67 -

60 -.., 
J 

111gh -
F I 01., F 

I 
I - i. -

~ -

I 
1

20 5 
r- - · 

I "' ........ '" 3 .J J . .J 

2 -10 5 

I I 
I -- ----

~ - -

-- . - · I 2U ... 

I 1 

., - I - .J 

- , - · 
I 20 :-
I "' .., "'''' ~ 

-' - . .' 

-- . -
2 1-10 ' 5 

I - -

-
To 

I 

I 

i 
I 

ta l 
01.. 

II J(J 

IOU 

1U0 

100 

lOll 

I' J() 

lOll 

lOll 

IllU 

mhari c teac her (about 67 per en t) and 

Engli sh teach r (60 percent) \\ ere rated 10 \\ for their poor pro, i -ioll o r guided prac tice tll the 

learners ill the lesson . 
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n the oth r hand, the larger number I' Amharic teachers (about 67 percent) and Lnglish 

teacher ' (60 per ent) ,,'ere rated medium a regard the II e of group and individual acti\ ities <1:­

moti\'ational aids "hen nect: -ary: \\herea the remaining Amharic teacher (about 33 pen:elllj 

and Engl i h teachers (40 perccnt) were rated high, 

Table 1- also depict that the majority of Amharic teachers (about 67 percetH) and I:nglish 

teacher - (60 percent) were rated low concerning the prO\ i ion of correcti es for guided practice 

in a non-e\ aluative almo pherc, 

Furthermore, a large number of Amhari teachas (about 67 per ent) and ' ngli h teachers (60 

perc nt) "ere rated low for the reason that they ha\'e poorl, u ed meaningful erbal prai , c in 

their les on in the cia - roo III , 

On the other hand, the majority of Amharic teachers (about 67 percent) and English teacher (60 

percent) \\'ere rated mediul1l because of thcir Illoderate u e of monitoring seat\\ork b~ circulating 

and fj'eqllenrly checking progr : \\ 'herea the remaining Amharic teachers (abollt 33 percent) 

and Engli h teach r ( .. +0 percent) \\ere rated high, 
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Tablc 13: f\ulllber and Pl'rcelltaoe of tudcnt-Tcachcrs \\'ho Practiced the Indicators of 
Effecti, cness in Task Orientation 

r- .J I 
Observation 

I 

I 
I 

I 

I 

I 

0 

;:. 'E Indicators of :L.2 
CJ Effectiveness of I -

_ Eng .. gement ,'T - - -
19. Pro\'idl:s for ,T.A 

guided practice 
ST.E 

._-
20. Use group and 

indi"idual ST.:\ 
activitie a 
Illoti,ational 

! aids "hen I ·I .F: 
nece 'an ' 

~ Provides'- -~~-
c: correct i \"I~ for --
OJ T.E E guidt:d pract icc OJ 
0> 

'" in a non-e> 
c: 

evaluative w 

atmosphere 

1 22 . Use ST.A 
meaningful 
,erbal praise ST. E 

I 23 . 1\10nitor I ST.A 
eat\\ ork b~ I 

circulating and 
frequently ST.E 

checking 
I progress 

Level of Effectivene s .-,---- -~ 

l'iot Low Medium High 
Done - -

F %~ 0/0 F 'Yo F 'y., F -- -- -
- - 18 60 12 40 - - '0 

- - 19 6' " . J II 36.67 - - '0 

- - 6 20 19 63 .33 5 16.67 30 

-

- - 7 I' ..... ""'1 17 56.67 6 

1

20 I 30 _.1..., 
I 
I I 
I ! --

I 
---

'6.67-- - 16 I 5' .33 \I 
, 

10 '0 J 

............ "l - ~ 
,--

18 160 10 6.67 30 - - JJ .JJ 

, 
10 15 50 12 40 - - 30 J 

I-3 10 17 -6.67 10 ,"" "'.., I ~_O JJ .JJ - -
- rs --

- - 7 ..,'" ... .., 18 60 16.67 '0 _J.JJ 

I I I 

-+30 - - 5 16.67 19 63 .33 6 120 

I I --

-
T otal 

. 

I 

1 

-

-

-

'y., 
100 

100 

100 

100 

100 

100 

100 
-
100 

100 

Table I"' ho\\ that the l11a.i o rit~ or\\ould-b . rnharic tea her ' (60 percent) and I·ngli . h t~achers 

(about 63 perct:nt) \\ere rated low for their rnall amount of pro\ i ion of guided rractice to the 

learner in the lesson. 

On the other hand. the greater nurnber of \\ould-be Amharic teacher (about 6' perc nt) and 

nglish teachers (about 57 percent) \\ere rated rnediurn regarding the use of" group and indi\ idual 

activitie as motivational aids when neces ary: ",herea the remaining \\'ould-be . mharic 

teachers (about 17 percent) and Engli sh teach~r (20 percenr) were rated high for their intcns LL e 

or group and individual acti ities as motivarional aids \\ hen nccc "sar) . 
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A. regard the pro\ i i n of rrc ti\ e. for guidt:d practice in a non-e\aluati, e atmo. phcrc. more 

than hal f of would-be Amharic teacher (about 5"' percent) and Engl i h teacher (60 percent) 

\\ l:r~ rated 10\\ . 

imilarl). half of \\ould-bc Amharic teacher (50 perc nt) and English teachers (anout 57 

percent) \\ere rated 10\\ for their mall am unt of using meaningful verbal praise . 

On the other hand. large numbers of \\ 'ould-be Amharic teachers (60 percent) and English 

teacher (about 63 percent) \\ere rated Illediulll for the rea on that the) monitored. cat\\ork in a 

medium Ie el by circulating and frequently checking progress; wherea the remaining \\ould-be 

mharic teachers (about 17 percent) and Engli h teachers (20 percent) \\ere raled high. 

The information gathered through que tionnaire and ob er ation conc I'Illl1g moderate-to-high 

success rates i presented in Tablel-l through 16 as follo\\5: 
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Table 1-': ~umber and Percentage of Student -Teachers Regarding their Responses to 
Itellls of Moderate-to- High Success Rates 

Yes No 
-

Total J l.. 
0 -r- -

I 
;:. Indicators of ~ 

..c: 
Effect in ness of (J 

::0 
1\ lodera lc-to-Iligh T F 0/0 F o/., F (Yo ;;.-, 

I 
(J 

Success Rates ~ 

-.-f-- -
24 Doc " the teacher A.T 100 :9.52 68 40.48 I 168 100 , 

I cswbli "h unit and r-r- - . - - 1 

I 
lesson organiz3ti)n E.T 89 52 .98 79 1 -17 .02 ; 168 100 

lhat reflects lask-

I 
I 

rek\ ant prior 
learning·) I f-----

'" 
..,- Does the teacher A.T 82 48.8 I 86 5 I . 19 i 168-- 100 I Q) -) .... 

adm i niter m 
ex: E.T 78 46.43 90 

1

53
.
57 ' 168 100 m correct i yes I I '" immediately after '" I I Q) 

<..> 
initial response? <..> 

::s --------- -- -
1 

en 26 Does the teacher A.T 96 57.1-1 72 42.86 I 168 100 ..s:::: 
0> di\·ide lessons into .- J I 

:x: 
6 small. easily E.T 85 50.60 83 49.40 i 168 100 - digestible pieces? 
Q) .- .1 . m 

'27 Does the teacher A.T 73 43.4 - 95 56.55 I 168 100 i ~ 

Q) 

I .~ 
"U 

plan transitions to 0 

2 -- -
ne\\ content in E.T 82 48 .8 I 86 5 I. I 9 168 I 100 I 

I 
small. easy- to- I I I , 
grasp steps? I , I -

28 Does the teacher A.T 87 51.79 81 48.2 I I 168 

1

100 
I I 

establi sh 
momentum? I E.T 90 -3.57 78 1 46~" I 16~00 _., 

- -- ---

Table 14 sho\\ s that the majority of respondents (abou t 60 perc nt and 53 percent re pecti\·ely) 

reported that Amhari c and Eng li sh teachers had established unit and lesson organization that 

retlects task-releyant prior learning. 

On thc other hand. more than half of re pond nts (abo ut 5 1 percent and 5-+ percen t re p ti\·el:) 

replied that Amharic and Engli sh teachers had not administered correctivcs immediatcly after 

initial response. 
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It i. apparent from the table that both Amharic and English teacher had dividt:d Ie on into 

small . ea il~ digestible plcce ·. Re pondent . about 57 percent and 51 perccnt. reported thi s 

n till: other hand. re pondent ' (about 57 percent and 51 percent respectively) responded that 

mharic and ngli h teacheL had not planned tran it ions to new content in mall. ea , - to-

gra ' J1 tcps. 

It appl.:ars l:\'idcnt from Table l-t that more than half of re pondent (about -2 pU'cent and 5-t 

percent re pecti, ely) reponed that Amharic and Engl ish teachers had establ i hed momentum. In 

other \\ord . the) had aried the pace at which timuli are pre ent d and cOlllinuall) build to\\arJ 

a climax or kc) event. 
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Table 15: Number and Percentage of Amharic and Engli h Teachers of TTl Who Practiced 
the Indicators of EffcctiYCllcs in ~lodcratc - to - High llCCCSS Rates 

> 
c; 

.:: 
CJ 
c: ,. 
CJ 

~ 

.. , 
c 

I 

L Ob en'ation 

-- Level of Effectiveness ,-
Indicator of 

---'---= -= -
1\ot 

EffectiH'ne s of Done 
Low Medium High T( 

Moderate-to-H iah 
T 

Success Rates F 
I % F 0/0 F 'Yo F 0/0 F 

Ital 

I ----- -- f- . - --- - - f-- - - - f- - -
24 E tabli hes unit A.T - I- I "''''' ..,'" 2 66.67 - - I 3 .D.'>'> 100 I 

and ks on 
E.T - I _ I or~anization 

that reflect 
task ore levant 
prior karnin~ 

25 Admini ters A.T - - 2 
<II 
Ql .... 
<t1 
cc 

correcti\'es - --E.T ., 
immediatel: - -

<II 
<II alier in itia l 
Q) 
tJ 
(.J 

::::J 
(I) 

response 
26 Di\'ides lesson A.T -

, 
- I 

~ 
0> 

:x: 
0 

into small. 
I 

ea -ily digestib le 
E.T - - I 

2:! 
~ 
Q) 

-0 

pieces 
27 Plan transitions A.T 

1-
- I I 

I 

to ne\\ content 
0 

:2 in sl11all. ea y- E.T - -
I I 

to - grasp steps 
28. E tablishes .-\.T - -

I" momentum (e.g .. 
pacing and 
intensit;. gradual I, E.T - - I 3 
build to\\ ard major 
111 i I eSlOne ) 
~ -- -- -- - -

20 
., 
.> 

66.67 I 

60 2 

33.33 2 

20 3 

33.33 12 
20 

., 
J 

66.67 I 

60 I 

- - - - -
60 I 20 5 

1 
I 

~"" --- , 
.>.> . - -

-
40 -- -

- - - -66.67 - - 3 
I 

60 I 20 5 

I 
66.67 I - - I 3 

--- - - . -
60 I 20 I 5 

--~ - - . 
""'1"\ ........ 3 J . J 

I I 
- jT-' 20 I 20 

- - - ! - . 

100 

100 

100 

100 

100 

100 

100 

100 

100 

Table 15 depict - that the maj rit)' of mharic teacher (about 67 perc nt) and English teacher:-

(60 percellt) \\ere rated medium regarding the establishment of unit and Ie ' on organization that 

renects task-rele\ ant prior learning. 

On th other hand. a larg number r mharic tea h r (about 67 percent) and E::ngli h teat:hcr:-

(60 percent) \\ ere ratcd low concern ing ho\\ t administ r correcti, c ' iml11cdiatt:h after initi:,d 

re ponsc . 

74 



• 

.. 

• 

• 

.. 

• 

:\~ indic3t~d in the abovc tabl~. the greater number f rnharic teachers (about 67 percent) and 

~·. nglish tC3che;:r (60 percent) tried to divide Ie ons into mall. ea ily dige tible pieces. ho\\c\er 

the rating was medium . 

In the saillc \\a). the majorit) of Amharic teacher (about 67 percent) and English teachers (60 

percent) were rated mediulll for the rca. on that the) planned tran itions to ne\\ content in small. 

cas) -to-gra p tep . 

On the other hand. a large number of . mharic teachers (about 67 percent) and Engli sh teacher::. 

(60 percen t) \\'ere rated 10 \\' regardi ng the estab li shment of momentum (e.g., pacing and intenslt) 

gradual!) build to\ ard major milestone ) . 
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Table 16: l\umber and Pcrcentage of tudent-Teachers \Vho Practiced the Indicators of 
EffectiYCflcss in \lodcratc - to- Hi<lh ucce Rates - , -- -

"-
Obsenation --

>. .~ Indicators of Leve' of Effectiveness -:." ~ [ffecti, cncss of ;'\ot Done Lo" ;\lcdium High "' (ltal ~.:: - .. -
'" :\1 odcratc--to-H igh - T F % F 0/0 F °/0 F % F 0.1.. 

Success Rates 
I- - - -I 2-1. E tabli shes Sl \ - · 9 30 16 53.33 5 1667 30 Ino 

unit and Ie!> on . ; - _. 
organi7atinn 
that rdlect - · 10 .' .' ._' -' 17 56.67 .' 10 ]0 100 

ta k· rde\ ant 
' "' L 

rI _ r_ learning - - -- -- . 
25 . :\dm i III ter Sl . -\ . · 18 60 12 -10 . - ,0 100 

corre..:ti\ e - - - -
immediateh Sl .E - I - 19 63 ."'3 II 36.67 . . 30 100 

en alier initial I Q) - _ re_polbe '" - --.- -I-- I -- - - -- - -ex: ---
en 26. Oi\ id~~ I '1 -\ - - 6 20 21 70 -; 10 ,0 100 
en 
Q) Ie Olh into - --:--g- -- --- -(.) 
(.) 

l11all. easily 1.E - - 26.677 20 66.67 2 6 .67 :0 100 :: 
en 
.s:: dige t ible 
C"l .-

pieces :I: --. - -
~ 27 . Plan ST..-\ - - 6 20 18 60 6 20 30 100 
Ql tran it ions to I 
~ new content in 

I-
Q) 

"0 
mall. easy- T.E 5 16.67 20 66.67 :' 16.67 '0 100 0 -

~ to- gra p teps 

I _.- --
28. E~tabli -hes ST .-\ - I - 17 56.67 13 .. 1" "'I"'" .. :U - - 30 100 

momentum I 
(e .g .. pacing I 

I an inten -it) --- - -- -
gradually build ! r toward major 

I ST.E 
mile. wne ) 19 6"" """"'I II 36.67 '0 100 . · J .J -

i --

Table 16 ho\\ that more than halfof\\ould-be mhari c teacher (abou t 53 percent! and 1 ngli~h 

teacher (about 57 percent) \\ere rated medium a concern the e tabli hm nt )f unit and k --on 

organization that reflects task-re levant prior learning. 

On th other hand. the greater number of \\ould-be Illharic teacher (60 per ' 'Ill ) and I-ngli h 

teacher (ab lit 63 percent) \\ere rated I \\ r I' their mall amOllnt r administering corrl.:(ti \ l:: 

immediateh after initial rc ponse . 

76 



• 

• 

• 

• 

• 

• 

• 

• 

.. 

R~garding thc di\ ision or kssons into mall. ca ' il~ digestible piccc~. thc great ma.iorit~ of \\ould­

be Amharic teacher ' (70 percent) and English teacher (about 67 percent) \\ere rated medium. 

ike\\ i 'c. the ma.i()rit~ or \\ould-be Amharic teacher (60 percent) and Engli'h teachcrs (ahout 67 

perccnt) \\ ere rat cd medium for the rea on that they planned transitions to nc\\ contcnt in small. 

ea ) to grasp step in a medium Ie el. 

On the other hand. more than hair or \\ould-be Amharic teachers (abollt - 7 pcrccnt) and I '.ngli~h 

teacher ' (about 63 percent) \\ere rated 10\\ ' for their poor e ' tablisllment or momentum (c .g .. 

pacing and inten it~ graduall~ build to\\ard major milestones). 

4.2 Discussions and Interpretation 

The information gathered through que tionnaire and obser alion regarding Ie on clarit). 

in tructional , 'ariet\. ta k on ntation. engagement and moderate-la-high succe ' rate \\a ' 

discu cd and interpreted a 1'0110\ : 

I n general. a m nl i ned earl ieI'. the abi I it~ to be clear in 0" c C\ en i mport3nt bchm ior~ 

(indicators of etTccti\ene s). \\hich \\ere Ii ted in Tables 2.3 and -I. A indicat d in th e table. 

ampled Amharic and ngli h teacher or the Instilllte did n t practice some or the importanl 

behaviors of clarit) properl) . For instance, one of til behavior f clarit~ i informing learner 

about the les 011 objective. Howe er. a majority of I' pondent (about 60 p rccnt and - 6 percell I 

respectively) rep rted that Amharic and _nglish teachers had not inform d learn rs abollt the 

Ie on objecti e ( ee Table 2) . 
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. imilarl~ . as it \\a - ob. cncJ in Table 3. the greall:r number of Amharic tcacher (anout 67 

percent) and ngli sh teachers (60 percent) had poorly informed learner about the k!->son 

objccti\ c. A - a result of thi ' . regarding informing learner about the lesson objecti\ c. the 

performance of \\ould-be Amharic and nglish teacher \\as rated 10\\ in the cour e of their 

teaching practice. 50 percent and about 57 percent respective ly (See Table 4). 

Jllod teacher a"\a~. begin their Ie son by explaining the Ie son objective. The intent of this 

initial step i to gct tudenL ' :lllention and to motivate them to participate in the Ie son. Ilo\\e\er. 

the performance of the afore5:l id teachers did not seem to mani fest the abo\ e fact. 

To 'upport the importance l t informing learners about the les on obje ti\l~. there arc :;-.e\cral 

re -earch finding -. For example. cholars like (Kourisk) and Quaranta. 1987 and Dubclle cited in 

Burden. 1995: 267) have pointed out that students perform better and achie e more in Ie time 

\\hen they arc told the Ics. ()1 objective early in the instructional sequence. 80rich (19881 also 

indicat d that informing the karner about an obj ctive in ad\ ance help him her organize hi - 'her 

thinking in advance of the les-on by pro iding mental "hook .. on which to hang th ke~ a -pect ­

of the teacher's lesson. Thi_ act ivate the learning proce sand focu es it in the direction that i 

most efficient and conduci\ c to obtaining the required behavi ral outcome. 

The other beha\ i I' of clarit~ i pro\'iding learner \\ ith an advance organizer. 0.\ ' an b en In 

Table 2, the greater number of re pondents (about 63 percent and 55 p rc nt rc pc ti\ el) 

reported that Amharic and I IHl li . h teachers of the In titut had not provided karner \\ ith an 

In a similar manner. as it \\ a~ bserved in Table ". Amharic tach I' (aboLit 67 percelll) and 

I:nglish teacher (60 perc nt l had not provided learnt:rs \\ ith an advanc organii'er. :'\nd a small 
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nlllllb~r f Amharic and Engli h teachers' performance concerning the provision of learners \\ ith 

an ad\ 'ance organizt:f \\'a rated lo\\'. 

Thu . the teachers' poorly pro\ ISlon of learners with an advance organizer has also hrought 

negati\e impact on the ludent teachers' performance in their leaching practice as regards thi s 

beha\ ior. In other \\ords . . tudent-teachers of Amharic (50 percent) and tude nt-teachers of 

Engli . h (about r pacent) \\ere ob erv d that they did not provide learners \\ ith an ad\'ance 

organiz~r. And the performance of the remaining student-teacher of Amharic and English a 

concern the provi ion of learner \\'ith an ad\"ance organizer \Va rated 10\\. about 33 percent and 

43 percent respecti\ely ( e Table 4) . 

Accordingl , good teacher do not start presenting content without first introducing the subject 

\\'ith re pect to ome broader context. In other \\·ords. they present advance organizer. making 

sure that it pro\"ides a frame\\ork for later learning materials and I conn ted to tudents' prior 

knowledge. 

There are re. earch finding that ha\"e pro ed the impact that an ad\'ance organizer in th learning 

proce has. For instance. Borich (1988) has tated that an ad anc organiz I' give the learner a 

conceptual pre\"ie\ of what i to come and helps prepare to store. label and package the ontent 

for retention and later use . In a en e. an advance organizer is a tree-lik tructure \\ ith main 

limbs that act as peg. or placeholder. for the branche that ar y t to COI11 . \\ 'ithout the 'c limh:, 

on \\ hich to hang content. imp rtant distinction can ea ily becom blurrcd or lost. Brad) (1985) 

and AusubeL cited in. rends (1991). too have added that ad ance organi7er erve a intclle tlwl 

caffolding on \\hich ne\\ kno\\ledge is built. They further ha\ 'e dc. crihed that a ham:' 

organizers are used a a mean or making inforl11ati n meaningfult tud nts . 
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Checking for ta k-rele\ ant prior learning at beginning of the les on is the important behayior of 

the les on clarit~ . Table 2 _ ho\\ s that rc pondent (about 57 percent and 63 percent reo pecti\\~I~ ) 

re ponded that mharic and English teacher had checked for task-n.:k\ ant prior learning at 

beginning of the les on. In addition to this. in Table 3, it \\as observed that Amharic teachers 

(about 67 percent) and nglish teachers (60 percent) \ ere rated medium as regards checking for 

task-rcle\ ant prior learning at beginning of the les ·on. Aloin Table ~. similar rcrlormancc \\as 

ob 'cn ed as rcgard~ th i ' beha\ ior. Becau e. the tudent -teachers 0 I' mharic (about 67 percent) 

and tudcl1l-tcachers of ngli h (about 6"' percent) were rated medium \\ hile the
J 

\,ere practicing 

leaching . 

Giving directi e sl \\ Iy and distinctly is also one of the behavior of th Ie son clarit: . Tablc 2 

ho\\ that respondents (about 53 percent and 63 percent respectively) reponed that Amharic and 

English teacher had gi en directives slo\ Iy and distinctly. imilarly. mharic and English 

teacher' rerforlllance regarding thi beha ior \\as rated medium. Like\\ i e. the performancc of 

tudent-teacher \\a rated medium. too ( ee Tabl 3 and 4). 

Knowing abilit~ levels and teaching at slightly abo e learner' current level of functioning i the 

major beha\ ior of clarity. Re pondent (about -5 percent and 52 percenr) repli d that both 

mharic and English teachers had kno\\n abilit: le\'els and taught at lightly ab \'e I arners' 

current le\ el of functioning (See Table 2) . 

FUl1hermor . as can be seen in Table 3. observation re ealed that mharic and Engli h teachers' 

perforll1ance \\a raled mediull1. as regard thi behavior. ab ut 67 p rcc::nt and 0 percent 

respect i \ el: . \, 'herea the rl:rformance 0 I' student-tea hers of . \ III haric and Eng Ii h a: obscr\(;d 

in teaching practi e \\as rated I \\", about 53 percent and 60 per 

happened due to lack of adeq uate kno'vvledge and exper i ncc. 
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upponing th~ il1lf1ortance 0f kno\\ in!! the abilit~ le\ els and teaching at lightly ahO\ ~ Icarn~rs' 

curr~nt Ic\el of functi nin!!. Ryburn and Forge a far back as 1957 and more recently ggamal 

(1996) haye :tat~d that the \\ork a tcachcr give to his/her pupils to do must he properl) adjusted 

to their kno\\ ledge and their power. and to the tage of general de elopment. \\'hich the) have 

reached . Thc~ ha\'c further indicated that if the \\ ork is too eas). the children have no feeling that 

are 'getting on'. Tht::y do not get the sati faction of 0\ ercoming difficultic . . and 0 they lose 

inter st. On thc other hand. ifit i ' too difficult they \\ill be discouraged . Thc~ \\illiose their faith 

in their o\\n nhilitic. and the\ will 10 e interest. The\ like to be able to do their \\ork \\cll and to 

'get it right' . 

ing examples. illu trations. or demonstrations to explain and clarify the content in text i al 0 

the major beha ior of larit~ . Table 2 indicate that respondents (about 57 percent and 60 percent 

re pecrivel) re ponded that mharic and ngli h teacher had u ed example. illustration. or 

demon tration to explain and clarify the content in text. 

In the al11c \ in. a it \\a observed in Table 3. mharic and Engli h teacher' performance \\as 

rated mediulll Jnd 0 \\as the tudenr-teachers' performanc in teaching pra ticc ( ce Table .. n. 

Pro\ iding re\ ie\\ or ummar: at the end of each Ie son is rhe last but not lea t b ha ior of clarit). 

Re pondent (about:8 percent and 51 percent re pectinly) reported that. mharic and Englih 

teachers had pro ided re\ ie\\ or umJl1al") at the end of each I on ( ce Table 2). illlilarh. as 

Table 3 also indicates above that the performance of Amharic and ngli 

medium and 0 \\as student-leachers' performance ( ee Table 4). 
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Based on the above data (Tables 2.3 and 4). it is possible to generalize that some of the indicators 

of etli::cti\ene in clarity \\ere not practiced properl~ by Amharic and :ngli h teachers of the 

Instituh:: and b) would-he teacher of Amharic and English during teaching practice programl11e, 

On the \\'hol , as it i ' mentioned previously that there are six behaviors which can contribute to 

the effective use of variety, As indicated in Tables 5.6. and 7. some of the important behaviors 

(indicator ' ) of variet: \\ere not performed as expected b. sampled teachers and \\ould-be 

teachers in teaching-learning process in the cia room, The first essential beha\'ior is u ing an 

attention-gaining device that \\'a performed poorly by them, For example. Table 5 sho\\'s that 

respondents (about 59 percent and 54 percent respectively) replied that Amharic and English 

teachers had not used attention-gaining devices, In the same \\ay. as indicated in Table 6. 

,-\mharic teachers (about 67 percent) and English teachers (60 percent) ,\ere rated 10\\ regarding 

this beha\'ior. Similarly, the performance of the tudent-teachers of Amharic and English \\ a 

also rated low. about 53 percent and 60 percent re pecti\'ely, 

Variety in a lesson helps maintain attention and minimize boredom, Varying the type or acti"it). 

the le\'el of difficulty. the way the content presented and the use of instructional material can 

help add , 'ariety to a lesson , It seems that Amharic and English teacher of the In tiLLite failed to 

begin a lesson \\ ith a challenging question. visual. or example, And it seem that the, began the 

Ie son \\'ithout full attention of most learners, 

Hence. one explanation that could be forwarded to support the importance of u ing attention­

gaining de"ices to karners is that gaining attention involves gaining the tudents' int re t in \\ hat 

the teachers ,,'ill present and getting them to \\ itch to the appropriat modality fer the ol1ling 

lesson, Without the students' attention nothing in the les on ,viiI be heard. let alone acti\'el) 

engage them in the learning proce s (Borich. 1988), imilariy. rgyle cited in Perroll ( 198:2) h,1' 
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31. 0 indi at~d that the usc of focu ' ing help enhance communication. Focusing i the Il:uchcrs' 

\\a~ of intentionally direcling pupil' attention . 

. hO\\'ing Cl1lhu ia m and animation through variation in e e contact. voice and ge. ture is one of 

thc e 'cntial behu\'iors of Ie ' SOI1 \'ariet~ . Tab le - depicts that re pondent (ahout 52 percent and 

55 pcrcent re 'pect ivcly) re ' ponded that Amharic and Engl ish teachers had sho\\ n enthu iasm and 

animation through \ariation in eye contact oice and ge ture. imilarly. in Table 6. it wa 

ob ' cr ed that Amharic teacher (about 67 percent) and Engli h tcacher (60 percent) \\ere rated 

medium concerning the abO\e-mentioned beha\ ior. Also in Table 7. similar performance \\as 

obser ed a oncerns thi behavior. Because. the student-teacher of Amharic (about 57 percem) 

and the ' tudent-teachers of English (63 percent) were rated medium \\'hile they \\'ere practicing 

teaching in the classroom. 

\ 'arying mode of presentation is the other important beha\ ior of Ie son \ ariet\. Re pondcnts 

(about 51 percent and 53 percent respectivel)) replied that both Amharic and Engli h tea hers 

had \'aried mode of presentation ( ee Table 5). In the same \ein. a can be een in Table 6. the 

observation ha revealed that A mharic and Engl i sh teachers' performanc \\ a rated med i um 

regarding thi - behavior. about 67 percent and 60 percent respectivel) . Whl:rca the pertorman 

of the student-teachers of Amharic and nglish a observed in tea hing pra tice \\a rated 10\\. 

about 53 percent and 47 percent respectively (See Table 7). It e m that this happen d becau­

the student-teach I' might not pay attention when their in tructors trained them in th cia. s. \nd 

it t:ems that the\ lack adequate kno\\ ledge on th i matter. 

-I hus. u ing \'ari u mod s of presentation ha re earch finding that ha e pro\'t:~d it importance. 

\ arious cholars (Kell). 1982 and Brophy and G od cited in Burd n. 200"') have ' tated that the 

tcacher has to vary instructional media and method . Other\\'is. mOnOlOn) bn:cds 
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inattcnti\'enc s. and the repeated and perhaps exclusive use of one approach will . on rc ult in a 

clas room of bor~d stlldents . They have also noted that student achie\ ement is increa ed \\ hen a 

ariet~ ofm:lterials and techniques are used . 

U ing a mix of rc\\ ard and reinforcers is also an essential beha\'ior of lesson \ arict). Table 5 

sho\ that re pondents (about 61 percent and 57 percent respecti ely) replied that Amharic and 

Engli. h teacher had not u cd a mix of rewards and reinforcers . Similarl~. as can he seen in Table 

6. the ob ervation ha ' re\'ealed that Amharic teachers (about 67 percent) and E:nglish teachers (60 

percent) \\ere rated lo\\'. In the same \\ay, performance of the student teachers or Amharic and 

English as obsen ed in teaching practice was also rated low. 50 percent and about 57 percent 

respecti\·ely. 

Thus, this behavior \\as poorly performed as shown in Tables 5, 6 and 7 respecti el~. A teacher 

ha to reinforce students' efforts and maintain a high ratio of po. itive to negati e verbal 

tatements. Moreover. students attend more fully if a positive learni ng environment ha b en 

created. One of the be t means for accomplishing this is to respond po itively to their effort . 

Positi e and encouraging statements are very important. and student - can be moti ated h) 

positi e reinforcemen t. 

Therefore. the importance of this behavior is re\'ealed by research findings. It ha b en report d 

that beha\'ior is haped by its consequences and by what happens to the indi idual immediat Iy 

afterward. The systematic use of reinforcers, or rewards. can shape beha\ i r in de ired dir ction . . 

Behavior become \\ caker if it i not followed by rein forccment. Beha\ ior is al -o \\ eakencd by 

punishment. In early tage of learning, constant reinforcement produ ~ th bcst rc LIlt (Burden. 

1995; Aggal'\\ al. 1996 and Edwards. 2000), 
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Incorporating student idea or participation In some aspect · of the instruction is the essential 

behayior of lesson yariety. Respondents (about -5 percent and 52 percent re pccti\'ely) rcported 

that Amharic and English teacher had incorporated student ideas or participation in some aspccts 

of the instruction ( ee Table 5) . 8: the same token. as can be seen in Table 6. it \\'as obscr ed 

that Amharic and English teachers' performance \\'as rated medium. as concerns this behavior. 

about 67 percent and 60 percent rcspecti ely , Furthermore. the pcrformancc of student-teachers 

of Amharic and English in teaching practice was rated medium, too (See Table 7) , 

Using \'arious types of que tions is the important behavior of lesson variety. Respondent (abollt 

6-1- percent and 51 percent respectively) reponed that Amharic and English teachers had not used 

variou t) pes of questions ( ee Table 5), Simi larly. in Table 6. observation revealed that Amharic 

and Engli h teachers' performance \\'as rated 10\\'. as regards this behavior, about 67 percent and 

60 percent respectively. In the same vein Table 7 also depicts that the performance of the 

student-teachers' of Amharic and English as obsen'ed in teaching practice \\as rated 10\\. abollt 

57 percent and 50 percent respectively, 

Thus, using arious types of questions is one of the major beha\iors of lesson ariety. \\ hich \\ a 

performed in a 10\\ manner bv Amharic and English teacher or the Institute and b\ tudent­

teacher-. 100 . 

So, one of the main characteristics of a good teacher is the successful use of the techniqucs of 

questioning, Very often the involvcment and activity of the pupils throughout the Ie son depcnd 

largel) on the teacher's skill in formu lating good types of question to challengc them and 

stimulate thought. 
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To upport the importance of using yariou types of questions. res arch finding ha~ ho\\n that 

different type of que tion an.: eflecti\'e at different times. depending on the charactcri tic of the 

learner and the topic being taught. At certain times. questions that require ml:rc recall are 

important. \\ hereas at other ' con iderabk thought is elicited (Gall cikd in Jacobsen and ct al.. 

1989). Accordingl~. when one ob erve the abo\'e data (Tables 5. 6 and 7). it is po sible to infer 

that ome orthe beha\'ior of variety \\ere not practiced as expected . 

In gen ral. ta k orientation ha ' li\ e major behayiors. For in tance. the fin important beha\ ior i~ 

de eloping unit and Ie on plans and teach in accordance v,ith text and curriculum guide . 

Respondents (about 5 - percent and 6-l p rcent respectively) replied that Amhari and Fngli 'h 

t acher had de\ loped unit and Ie on plan and taught in accordance \\ ith text and curriculum 

guide ( ee Table 8). In the ame \\'ay. in Table 9. it \\as ob erved that Amharic teachers (about 

67 percent) and English teacher (60 percent) \\ere rated medium regarding this beha\ ior. nd in 

Table 10. -imilar performance \\a ob en'ed as regards the abo e-menti ned beha\ ior. In other 

\\ords. th tudent- teacher of Amharic (70 percent) and the student-teacher of nglish (about 

63 percent) \\ere rated medium \\hile the) were practicing teaching. 

The s cond behavior is handling adlllinistrati\"e and clerical interruptions efficient I) .. can be 

een in Table 8. respondent (about 58 percent and 51 percent re pecti\ el) 1 rep ned that 

, Illharic and English teacher had handled administrative and cl rical interruption efficil:l1tl) . 

illlilarly. a can be seen in 1 able 9. the ob en'ation re 'ealcd that mhari and ngli h tea h rs' 

p rformance \\as rated Illedium as conc rns this beha ior, about 67 percent and 60 per nt 

respecti\el~. In a imilar manner. a it \\ 'a also ob erved in Tabk 10. the performan'C of the 

tudent-teachers of Amharic and ' ngli h intcaching practice \\as rated mediulll. about 5"' percent 

and 60 p rcent re pecti\'ely, 
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topping rni -beha\'i r with a 11llnlr11um of disruption to the cia the third beha\ ior, , S 

indicated 111 1 able 8, n::srondent (about 51 percent and 5 - percent respectivel~) replied that 

Amharic and Engli h teachas had topped mi -behavior \\ ith a minimum of disrupti n to the 

cia ,In the arne vein, Table 9 depicts that Amharic and English teachers' performance \\a 

rated medium regarding this beha\ ior. about 67 percent and 60 percent respectively. "urthcrmore, 

Table I 0 also depicts that the performance of the tudcnt - teachers of Amharic and I ' ngli~h In 

teaching practice \\a - rated mediul11. about 63 percent and ~7 percent re pecti cl) . 

lecting th 1110 t appropriate instructional method for the objecti es being taught is the fourth 

behavior. In Table 8, r pondent (about 65 percent and -7 percent respecti el)) reported that 

mharic and English teachers had selected the most appropriate instructional method for the 

objective being taught. In a imilar way, in Table 9, the ob ervation revealed that Amharic and 

Engli h teacher' performance \\a rated medium a regard this behavior. about 67 pl.:rcent and 

60 percent re pectively. n rhe other hand, the performance of [he tudent-teacher - or ,\mharic 

and Engli h v\a rated low. about 50 percent and 57 percent re pectiv Iy.lr em rhis \ariation is 

due to lack of adequate kno\\ ledge and experience. The re earcher beli \ es that su h \'ariarion 

\\ ill be aile iated through furth I' orientati n and accumulated kno\\'ledg f teaching pra rice in 

the future . 

o. there are lors of research findings, which ha\ 'e pro\'ed [he impact that electing the 1110 'r 

appropriate in tructional model for the objecti\ being taught in th learning proc ' has. ror 

instance, it is commented that a teaching model i an 0 erall plan, or pattern, for helping srudent 

to learn specific kinds of kno\\ ledge. altitude, or kills. , tcaching model has a lh or licli tnsi~ 

or philo ophy behind it, and al 0 encoillpa s s a et of pecific lcaching I p deigned to 

accomplish de ired educational oute mes (Joyce and \V il. cired in Arend ' , 1991) . 
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E. tablishing schedule in ,,'hich major classroom activities begin and end with clearly visible 

~\ent t ' the fifth beh'l\'ior. In Table 8. re pondents (about 52 percent and 57 percent 

re pectivel)) replied that Amharic and English teachers had e tablished schedule in \\hich major 

clas rool11 acti itie begin and end with clearly visible events, Like\\ ise. Table 9 sho\\'s that 

Amharic and ngli h teachers' performance \\'as rated medium regarding this beha\'ior. about 67 

perc nt and 60 percc:nt respectively, On the contrary. the performance or the student-teachers of 

A.mharic and Engl ish \\ a rated 10\\. about 53 perct:nt and 60 percent respecti el) ( ee Table 10), 

Here. the student teacher eem to have no systematic milestones lO\\'ards which to \\ork (e,g,. 

tests on Fridays. feedback sessions. etc,), which keep the class on schedule. and mo ing toward a 

cl arl) defined 2.oal. 

There are se\"eral research findings. which ha e pro\ 'ed the impact that e-tablishing schedule in 

\\ 'hich major classroom activities begin and end with clearly isible e\"etlts has, For example. 

Rosenshine cited in Burden (1995). Berliner and Bittle cited in Burden 2003) ha\ e pointed out 

that task-oriented teachers plan an appropriate amount of time lecturing, a-king que tions, and 

engaging the tudents in acti ities directl~ relat d to the material that lO be learned, 

Achievement is reponed to be higher in cia srOOt11S of ta k-oriented teacher than in clas room 

\\ her teacher - t nd to be off-task. 

Ilence. it is possible to deduce that the performanc of student-teacher of ,-\mhari and Engli h 

\\as poor. As can be seen in Table J 0, some of the behavior (indicat rs) or ffi cti\ enes in ta k­

orientation \"ere not performed b. the tudent-teachers properly. 
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Cencrally spt'3king. engagcment has liYe major behaviors. The first major behaYior is providing 

li)r guided practice. Respondent (about 54 percent and 51 percent re pcctivcly) reponed that 

Amharic and Engli 'h teacher had not provided for gu ided practice (Sec Table 11). In the same 

\'ein. in Table 12. it \\a ' ob 'crved that Amharic teachers (about 67 percent) and English teachers 

(60 percent) \\ere rated 10\\ concerning this behavior. Also in Table 13. similar performance \\"as 

ob er ed as conCl:rI1S the ahove-mentioned behavior. 

Engagement in the learning process begins when the learner is provided \\ ith stimulus material 

\\'ith \Vh ich he or she can practice u ing the facts. action sequences. or concepts a teacher has 

taught. Hence. Tables 11 and 12 show that teachers' performance on the above-mentioned 

behavior was 10\\' and this \\'as also directly manifested on the student teachers' performance (See 

Table 13), In other \\'ord . it seems that the more the teachers provide for guided practice. the 

better the studem- teachers' performance will be. 

In an earlier iJl\estigations of the effect of providing for guided practice. it has been reponed that 

a critical step in the direct instruction model in the way the teacher approache - guided practice, 

Fortunately for teachers. a considerable amount of research evidence no\\' e:\ist that can guide 

efforts to pro\ ide practice, For example it is kno\\'n that active practice can increase ret ntion. 

make lear'ning Illore automatic. and make it possible for the learner to transfer learning to ne\\ or 

stressful situati ns (Arends. 1997). 

The second major behavior is using group and individua l activities as motivational aid. \Vh n 

necessary. As indicated in Table I I, respondents (about 6 I percent and 6 - per ent re pectivcl» 

replied that Amharic and Eng li sh teachers had Llsed group and indi\'idual activitie <l 

motivational aids when necessary, Simi larly. in Table 12. it \Va also ob -erved that mharic 

teachers (about 67 percent) and Engli sh teachers (60 percent) were rated mediulll regarding this 
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behavior. Also in Table 13. imilar perf rmancc was ob erved as regards the abo\c-mentinned 

behavior. That is. the student-teachers of Amharic (about 63 percent) and student-teachers of 

English (about 57 percent) \\cre rated medium . 

The third ma.lor behavior i. providing corrcctives for guided practice In a nOIl-c\(lluati\ c 

almo phere. Tabk II sho\\$ that rc pondcnts (about 62 percent and 57 percent respcc ti\cl~) 

reported that Amharic and English teachers had not provided correctives for guided practice in a 

non -eva I uati\ e atlllosphere. Like\\ i se. in Table 12. observation rcvca led that :\111 haric teachers 

(about 67 percent) and nglish teacher - (60 percent) were rated 10\\ concerning thi bella\ ior. 

And in Table 13. similar performance \\as observed . 

Thus. Tables II and 12 re\eal that the performance of Amharic and English teachers \\a 10\\ . It 

seem that the teachers do not have adequate kno\\ledge regarding the importance of pro\ iding 

feedback in a non -eva luati\e context to encourage repeated responses. It is unfortunate lhat Olll\:: 

beginning teachers teach as rhey themseh'es were taught in the Institute. That is \\ hy it appears 

that the performance of the student-teachers of Amharic and English \\a al 0 r~Hed 10\\. \\hile 

they \\ ere practi ing teaching. about -3 percent and 60 percent respecti ely (Table 13). 

Researchers proved that pro\ iding correctives for guided practice in a non-evaluati\ e atmo phere 

has it - 0\\'11 imponance. For instance, here. it is empha ized that feedback hould be int grall~ 

related to the eliciting acti\ ity. A short time bet\\'een performance and f edba k ha long been 

thought to be an essential element of learning: the clo r th correspondene\:: bel\\ en a 

performance and feedback, the more quickly learning will OCCLlr. Pro\'iding ft edback invoh es 

allo\\ ing the learner to kno\\ the accurae) of hi or hcr elicited re ponse in a non-threatening and 

non-e"aluative atmosphere (Borich. 1988: Arends. 1997; I· nstennachcr & Solti . 1998). 
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The fourth maj )r behavior is using mcaningful "erbal praise. As shown in Table II. respondcnL 

(about -8 percent and 67 percent respectively) reponed that Amharic an nglish teachers had not 

used meaningful \"erbal praise . Similar1~. a- it was observed in Table 12. Amharic teachers (about 

67 percent) and English teacher (61 percent) were rated 10' regarding this behavior. Also in 

Table 13, imilar performance, as observed. 

It eem that Amharic and Engli h teachers failed to pro ide reward and reinforcer that arc 

tilllt:ly and meaningful to the learners. And it appcars that Amharic and Engli h teachers did not 

maintain a \\'arm and nurturing atmosphere by providing verbal prai e and encouragement that is 

meaningful to the learner . As a result of this. the performance of the student-teachers of Amharic 

and English \ a rated 10\\'. about 50 percent and 57 percent respectively ( ee Table 13). 

To supp011 the importance of using meaningful verbal praise to learners. "ariOLls scholar ha e 

stressed [hat learning theorie point out that the immediate knowledge of the result and po iti\ 'c 

reinforcers in the form of praise. grade. certificate. token mone) and other incenti'e - can 

contribute to make the task of learning joyable (Aggarwal. 2000: Cangel i. 2000). Similarl). 

research findings have al 0 shown that prai se \\as effective only when used under certain 

conditions and in par-ticular \\ays and thaI 100 mu h prai e. or prai e used inappropriately. did not 

promole student learning ( tephens and Crawley. 1994: Brophy & E en -on ciled in r\rend. 

1997). 

The fifth major behavior i monitoring seatwork by circulating and frequentl) checking progress. 

As indicated in Table II. rc pondents (about 52 percent and 60 percent l"C'p ctively) r plied thaI 

Amharic and English teachers had monitored seat\\ork by circulating and frcqu ntl l ch cking 

progres .. In the same way. obscrvation in Table 12 has revealed that Amharic teachers (abollt 67 

rercent) and English teachers (60 percent) were rated mcdium onct:rning this nclnvioL 
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imil:lrl~. th~ stud~nt-tcacha ' of Amharic (60 p~rccnl) and student-teachers or Lnglish (abllut 63 

rercent) \\"en~ rat~d medium. \\ hile the~ were practicing teaching in the classroom. 

llenec. ba 'cd on finding" it \\ould be po sible to realize that Amharic and Engli . h teachas as 

e:\p~cted did not practice 'ome oCthe bl:!ha iors ofcngagcJ11ent. imilarly. the performance oCthe 

student-teacher of Amharic and English \\'as 10\\, regarding some of the h~h()\ iars of 

ngagemenl. 

In general. there are fi\ c behaviors that are related to e tablishing a J11odcrat~-LO -high 511CC~S ' 

rate. The fi r t behavior i' e ' tabl i hi ng un it and Ie on organ izat ion that re flects ta ' k - rc Ic\ ant 

prior learning. Table 14 sh)\\ that re pondents (about 60 percent and 53 percent re ' pecti\ely) 

reported that mharic and English teachers had established unit and Ie son organization that 

reflects task-relevant prior learning. Furthermore. in Table 15. it \\as obselyed that Amharic 

teacher (about 67 percent) and Engli h teacher (60 percent) \\ere rated mediulll concerning thi ' 

behavior. loin Table 16. ' imilar performance \ a ob erved a concerns the abo\' - mentioned 

beha ior. 

Administerin!1. correcti e illlmediatel: after initial re ponse is the: >lher beha\ ior Ill" m()d~ratc ­

to- high succe rate. A sho\\n in Table 14. respond nts (about 51 percent and -4 percent 

re pecti\el)) replied that . mharic and nglish teachers had not admini tered correcti\e 

immediatel) after initial re pon e. imilariy, in Table 15. it \\a ob er\'ed that :\mharic teacher 

(about 67 percent) and Engli h teacher (60 percent) \\cre rated 10\\ regarding thi~ bchll\ ior. 

Furthermore: in Table 16. the performance of the student - teachers f mharic and cngli h \\3 

rated 10\\. about 60 percent and 6" percent respecti ely . 
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It ha to be nOll:d here. that the lo\\' performance of Amharic and ngli h teach~r in the 

tcaching-Iearning proce ecm to indicate that they left the studcnt teacher to practice and 

learn indepcndcntl~ immediately after prc 'enting instructional stimuli and \\aited until next da~ 

to ho\\ correct re ' ponse. o. it appear that uch kind of teach ing style detcrs learners' progre . 

Thu . pro' iding for guided practice prior to independent practice and providing mean ' of sclr­

checking at il1lcn als of practicc i. of paramollnt importance to learner . Becau c or thi . the 

pcrforman c of thc tudent-teacher of Amharic and English was rated 10\\. \\ hik they \\crc 

practicing t aching. about 60 percent and 63 percent respecti"ely ( ee Table 16). 

There are ample r -earch e"idence that under core the importance of admini tering CO lT cti, c ... 

immediatel) after initial r spon e. During guided practice. in which the de ired beha, ior is being 

elicited for the first time correctives hould be given immediately after the learner's initial 

response. The time between practice and feedback has long been con idered b\' educational 

p ychologist to be one of the mo t important element of learning. The longer fet;dbad: i ... 

delayed. th Ies I ikely it i- to influence th learner's performance on subs quent allelllJ t: 10 

produc th beha, ior. .. In order for the learner to link the teacher's feedback to hi her imag o\" 

the respon e. the c rrective must immediatel: follo\ (Borich, 1988: Burden. 199:: Aggar\\al. 

1996). 

Di"iding les ns into small. ea il) dige tible piece - is the third major beha, ior of moderaIC-\()­

high succe s rale . Rcspondents (about 57 percent and 51 p rcent resp ctivel:) replied that 

mharic and nglish teachers had divided les on into mall. ca ily dig tibk pi c (_ e Tabk 

14). Furthermore. in Table 15. the obsenali n rcveal d that . mhari teach I"' (aboul 67 per cnl) 

and Engli h teachers (60 pt:rcenl) \\ rc rated medium as con ems thi beha ior. In -I able 16. 

imilar performance ",as ob ervcd regarding thi b ha ior, 100. 
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Planning tran. ition. to nc\\ content in mall. ea. ~-to-gra p steps is the fourth major bt:h;l\ ior. A 

Table 1-1 -ho\\ s that respondent (about 57 pl:rcent and 51 percent re pectively) repol1cd that 

Amharic and [ngli -h teachers had not planned transition to ne\\ content in small. ea ~ -to- gra 'p 

step. On the other hand. in Table 15. observation re ealed that Amharic teacher (about 67 

percent) and ngli h teacher (60 per ent) \\ere rated medium concerning thi ' beha\ ior. 

imilarh·. the performance of the ·tudent-tcacher of Amharic and English was also rateu 

medium. \\ hile the~ were practicing teaching. 60 percent and about 67 percent resp cti\ el) . 

It ha - to be noted here. ho\\cver. in Table 14 and 15 that there i lack of agreement or -imilarit) 

bem'eell the response of the tudent-teachers and the performance of mharic and Engl i h 

teachers as it was ob er ed in the class. Maybe, uch a discrepanc appears to emanate from the 

student- teachers lack of not paying attention to judge their teacher performance while the \\ere 

teaching in the cia . 

Establishing momentum i th last but not least beha lor of moderate-to-high u ce s rate . 

Respondent (about 52 percent and 54 percent respecti Iy) repl ied that mhari and Engl i h 

teachers had stabl ished momentum or aried the pace at \\'h ich t illl u I i are pre ent d and 

continual!) build toward a climax or key event. On the oth r hand. a indicated in Table 15. 

Amharic teachers (about 67 percent) and ngli h teachers (60 p rcent) were rateJ 10\\ as 

concerns this beha\ i r. In the same ein. the performance of th student-[ acher of I1lharic and 

ngli h was rated I \\ . about 57 percent and 63 percent respecti,·el). t o. 

Regarding establishing momentum. there i lack of agreern nt or ' imilarity bet\\een the 

I' spon es of tud nt-teachers and the perf rman e of Amhari and Engli h teach I' a ' ohsel"\ cd . 

I\:rhaps. the lack of agreement appear d due to the stud nt-teach rs In " of enough intlmnaliul1 

and knowledge to judge fairly on thi behavior. 
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Table I: depict that mhari and [ngli h teachers secm to maintain amt.: pace ~ r too long a 

lime. leading t a monotonou and static Ie el of inten it) and expectation . A a rcsu lt of this. the 

rerfoflnancc of the tudcnt-tcachers of mharic and English \\as also rated 10\\ . while Ihe~ \\en: 

practicing tcaching r garding thi beha ior. It i \\orth noting at this point that since establishing 

momentum i of immen e value to learners. Ho\\ever, the current observed deplorablc situation 

10 be changcd. 

To upport the importance or e tabli -hing momentum. Burden (2003) ha pointed out that pacing 

i the peed at \\ hi h thc Ie 'son proceeds. It i thc rhythm. thc ebb and nO\\. of a les on. Effectivc 

pacing i nt.:ither too 10\\ nor too fa t. djustments in are made as the need \\'arrant . To pace 

elTe ti" Iy. the teacher hould not d\\ell too long on directions: distributes paper in a timely and 

efficient manner. and 11l0\'e form one activity to another smoothly and without interruption . 

CIa ses that lack effecti e pacing may drag or may move at a pace \\'here the student are unabl 

10 grasp rhe material. 

What can be inferred fr m Table 1- and 16 i that mharic and ngli h teacher - or TTl and 

tudent teacher or Amharic and ngli h ha\ e not used properl~ some of the indicator - or 

effecti\en ss to e tabli h moderate-to-high rates fsuccess in the classroom. 
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CHAPTER FIVE 

5. SUMMARY, CONCLUSION AND RECOMMENDATIONS 

This chapter deal - with the ummary and conc lusions of the study. It also comprtses the 

r commendations. forwarded " 'hich are hoped to redress the problems revealed in the study. 

5.1 Summary 

The fundamental purpo e of this study \\as to appraise the extent to \\hich \\ould-be teachers 

teach in the teaching practi e effect i vel~ when seen in the light of the tive k ) behaviors. i.e .. 

Ie son clarit). instructional variety. teachers' task orientation and engagement in the learning 

process. and moderate-to-high rates of success. 

To this effect, this rudy \.\a made to focus on ans\\'ering the follo\\ 'ing basic questions: 

I. Are the prospective teachers clear enough in the classroom? 

2. Are they variable or flexible in the classroom? 

3. Are the: task oriented in the classroom'? 

4. Do they engage students in the learning process? 

5. Do the\ establi h moderate-to - high rates of success in the classroom? 

Rele\'ant data for the stud:-- "as gathered through que tionnaire and obser arion scal prepared 

for the purpose. Data through questionnaire \\'as secured from one hundred ixty-eight SLudcnt­

teachers. Whereas obser ational data \Va gathered from three teacher teaching mharic and li\ ~ 

teachers teaching nglish language in the In titute so a to suppl ement the information obtain 'J 

from the student teachers. The Amharic and English leachers \\"ere selccted a obser 3tional d:tla 

source by using purposi e sampling technique . In addition to this. obs~rvational data \\ 'IS al:-;n 
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gathered frol11 th thirty student teachers in oh'ed in thi study, Thirt) of them \\cre elected l'n 

purposi\ c sampling technique, 

In light of the nature of the in trumcnts the anal~sis of data \\a made separately, Percentage has 

been used for the data obtained through questionnaire and observation scales, 

In brief. the 10110\\ ing major lindings have been documented: 

5.1.1 Lesson Clarity 

5.1.1.1. Behaviors of Lesson Clarity 

• Informing learners about the lesson objective 

The majority of respondents (about 60 percent and 56 percent) reported that Amharic and English 

teachers had not informed learners about the Ie son objective, Obsen ation also rc\ 'calcd thal 

greater number of Amharic teachers (about 67 percent) and Engl ish teachers (60 percent) had 

poorly informed learners about the les on objecti\'e, A a result of thi . regarding informing 

learners about the lesson objective. the performance of \\ould -b Amharic and Engli 'h teachrs 

\\ 'as poor. 50 percent and about 57 percent respecti el\', 

• Providing learners with an advance organizer 

The greater number of respondents (about 63 percent and 5 - percent) replied that A,mharic and 

nglish teachers of the Inslilllte had not provided learner \\ith an ad ance organiLer. In tht: am 

vein. it \\'as also ob ervcd that Amharic teachers (abo llt 67 percent) and Engli h tca her (60 

percent) had not pro\'ided learners \\'jrh an advance organizer. nd. due to the above fact. the 

performance 0 f would-be mharic and Engl ish tach rs \\ a null. ab lit 50 p rc III and .... 3 

percent I' spectively, 
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• hccking for tcd..:-rclcvant prior learning at beginning of thc lesson 

R pondents (about -7 percent and 6" percent) re ponded that Amharic and Engli sh teachers had 

checked for task-relevant prior learning at beginning of the Ie. on. imilarl). obser ation 

revealed that Amharic teacher (about 67 percent) and ngli sh teacher ' (60 percent) \\ere rat~d 

medium for their performance. I 0 the performance of would-be teachers \\a similar. More or 

Ie . thi s i an encoura!1.ing performance. 

• Giv in g directin low ly and di tinctly 

Re pondent (about 53 percent and 63 percent) reported that mharic and nglish teacher had 

given directi e 10\\ Iy and distinctly. imilarly. a it was ob ened. Amharic and Engli 'h 

teacher ' performance \\'as rated medium and 0 was student-teacher ' performance on thi 

behavior. 

• Knowing abi lity leHI and teachino at li ahtly abo\'C learner' 
current leHI of functioning 

Re pondellls (about 5- percent and 52 percent) replied that both mharic and English tacheI" 

had kno\\n abilit) levels and taught at lightl) above learner' current le\'el of functioning. 

Furthermore. ohsen ation re\'ealcd that Amharic and Engli h teacher -' performan e \\ a rated 

111 dium. abou t 67 percent and 80 percen t re pe tively. Wherea tht: pcrformanc of the student 

teacher' of Amharic and Engli h \\as poor. about 53 perc nl and 60 percent resp cti\cl~. 

• U in g example. illu tration . or demonstration . to explain and clarify 
content in text 

Rc pondents (about -7 percent and 60 percent) responded that Amharic and English teachers had 

u cd . amp les. illu lralion . or demon lrations to explain and elari!) the COllt nl. 111 th ame 

\Va~. as it \\ a ob er\' d. . m haric and Engl i h teacher . performance \\ a: l11ed i um and s \\a ' the 

studenllea her' performance in teaching practice. 
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• Pro"iding re"iew or summary at the end of each lesson 

Respondents (ab ut 58 percent and 5 1 percent) reported that Amharic and nglish teachers had 

prm id~d r~Yi~ \\ or : ul1ll1lar~ at the end of each lesson. Simi lari'y. observation rc\~alcd that thl: 

performance of Amh:lric and English teacher \Va rated medium and so \\as the student-teachers' 

performance. 

5.1.2 Variety 

5.1.2.1 Behaviors of Variety 

• U ing attention uaining devices 

Re pondents (about 59 percent and 54 percent) rep li ed that Amharic and English teacher had not 

used attention-gaining de ices. In the same vein, observation re ealed that Amharic teachers 

(about 67 percent) and English teachers (60 percent) \\'ere rated lo\\' regarding thi s beha ior. 

imilarly. the performance of student-teachers of Amharic and English \\as also rated 10\.\'. about 

53 percent and 60 percent respectively. 

• Showing enthusiasm and animation through variation in eye contact, voice 
and gestures 

Respondents (about 52 pe rcent and 55 percent) responded that Amharic and English teachers had 

ho\\'n enth usiasm and animation through var iation in eye contact. \ ice :llld gesture . 

Furthermore. it \\ 'as also observed that Amharic teachers (about 67 percent) and English teacher 

(60 percent) \\ere rated medium. Also the performance of the student teacher of Amharic (about 

-7 percent) and the student teachers of Engli sh (about 63 percent) was rated mediulll . 

• Varying mode of presentation 

Respondent (about 51 percent and 53 percent) replied that both Amharic and Ellgli . h t ac hers 

had \ aried mode 0 r prcsentat ion. Bes ide .. observati 011 ha revealed that A III haric :lnd EIl !l1 ish 

teachers' pe rformance \\ 'as rated medium as rega rd s thi s behavior. aboLlt 67 p~r ('111 and 60 
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perccnt re p cti\·cl) . Whereas thc performance of the student-teachers of Amharic and English as 

obscn'cd in teaching practi e \\'3 rated 10\\ . about 53 percent and 47 percent re pecti\cl) . 

• Using a mix of reward and reinforcer 

The majorit) of re pondent (about 61 percent and 57 percent) repolted that Amharic and Engli h 

teachers had not uscd a mi:\ of re\\ ards and reinforcers. imil arly. the..: obser\"ation has revealed 

that mharic teachers (about 67 percent) and Engl i sh teach rs (60 percent) \\ ere rated I(m. 

Like\\"i . e. the performance of the tudent teachers of Amharic and English a ob cr cd in 

teaching practice \\a also rated 10\ .50 percent and about 57 percent respective I) . 

• Incorporating tudent ideas or participation in some a pcet of the 
in truction 

Respondent (about 55 percent and 52 percent) replied that Amharic and Engli h teachers had 

incorporated student ideas or participation in some aspects of the instruction . In the same vein. a 

it \\a obser ed th at Amharic and Engli h tcachers' performance \\a - rated medium . as concern 

thi behavior. about 67 percent and 60 percent re pectivel) . FUlthermore. the perf rmance 01" the 

student-teachers of mharic and Engli h in teaching practice \\as rated medium. 60 perc nt and 

about 57 percent re pecti eh. 

• ' ing "arious types of questions 

Respondents (about 64 percent and 51 percent) reported that mharic and Engli h tach 'rs had 

not u ed various [~pes of questions. imilarly, observation re\'ealed that Amharic and _nglish 

teacher' performance \\'a rated 10\\'. a regard this behavior. about 67 percent and 60 p rcent 

respecti ely. By the same tol-:en. th performance of the tud nt-t achers of mhari and En~li ::;h 

as observed in teach in:;, practi e \\ 'a rated I \\ '. about 57 percent and -0 percent re..:spc ti\ Lh . 
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5.1.3 Task Orientation 

5.1.3.1 Behaviors of Task Orientation 

• Dcnloping unit and Ie son plans and teachin o in accordance with tcxt and 
curriculum guide 

Rc pondents (about 5 ~ percent and 64 percent) responded that Amharic and Engl ish teacher had 

developed unit and Ie son plan and taught in accordance \\ ith text and curriculum guide. In a 

imilarh \\<1\. mharic tcachers (ab ut 67 percent) and English tcachers (60 percent) \\cre rated 

medium regarding thi behavior. AI 'o the performance of the student-teachers of Amharic (70 

percent) and I he Iud nt - Icachers 0 r Engl ish (about 63 percent) \\ a rated med i um \\ hi Ie they 

\\ere practicing teaching. 

• Handlin o administrativc and clerical interruption efficiently 

Respondent (about 58 percent and 51 percent) reported that Amharic and English tach rs had 

handled admini trative and clerical interruption efficiently. imilarl). the observation r \'ealed 

that Amharic and English teacher' performance \\a rated medium a concerns thi beha\ ior. 

about 67 p rcent and 60 percent re pectively. Furthermore. the performance of the studel1l-

teachers of . mharic and English in t aching practice \\'a rat d medium. about 53 perc nt and 60 

percent respectivel). 

• toppino mi behayior with a minimum of di ruption to the cia 

Re pondent (about 51 percent and -5 percent) replied that mharic and -ngli -h t achers had 

stopped mi 'beha ior \\ ith a minimum of di , ruption to the cia . In the ame \·ein. as it \\ as 

obst:rved. Amharic and English teachers' performance was rat d medium I' garding thi beha\ iar. 

about 67 per ent and 60 p rcent re pecti\'ely. Moreoyer. the perf, rman e or tht: tudcnt-teachcrs 

or Amharic and English in teaching practic \\a ' rat d medium. about 63 perc nt and -7 percelll 

respccti\ cl). 
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• electing the most appropriate instructional method for the objcctin beino 

tauoht 
The..: majority )1' the re pondents (about 65 percent and 57 percent) reported that Amharic and 

Engli . h tl:achcrs had selected the most appropriate instructional method for the ohjccti\ e..:S being 

taught. In a imilar \\ay. the ob ervation revealed that Amharic and Engli h teacher' 

p rformance was rated medium a regards this beha ior, about 67 percent and 60 percent 

rC ' pe ti\(~I>, On the..: other hand. the performance of the student teachers of Amharic and Engli h 

\\ 'a ' rated 10\\. about 50 percc..:nt and -7 percent re pecti\ ely, 

• E tabli hing chedule in "hich major cia ,'oom actiyitie begin and end 
with clearly "isible event 

Re pondent (about 52 percent and -7 percent) re ponded that mharic and Engli h tcachers had 

c labli hed cheduk in \\ hich major clas room acti\ ilics begin and end with ckarly \ isible 

events, 10reover, mharic and English teachers' performance was rated medium regarding thi 

beha\ ior. about 67 percent and 60 percent re pecti el> , On the contrary. the performance of the 

tudent-teachers of A.ll1haric and nglish \\as rated low. about 5 .... p rcent and 60 p rc nt 

5.1.4 Engagement 

5.1.4.1 Behaviors of Engagement 

• Pro\'iding for ouided practice 

Respondents (about -4 P rcent and 51 percent) an \\ere..:d that mharic and Engli sh lLach r had 

not provided for guided practice, Mor over. it \\a noted that mhari t acher (about 67 p rc nt 

and English teacher (60 percent) were rated I \ concerning thi beha\ ior. ddit ionalh. th 

performance..: f the lUdem teacher f Il1haric and Engl i h \\a rated 10\\ . 60 pCI' enl and about 

6"1 per em r _ pectively, 
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• t ina group and indh"idual acti,"itic a moti,"ational aid. when nccc sary 

I ht: fllajnrit~ of rc pondclll ' (about 61 percent and 65 perccnt) replied that mharic and English 

teachers had uscd group and individual acti\ itie ' a moti ational aid ,\ hen neccssaf) " Besid~s" it 

\\3 ' ob cned that mharic teacher (about 67 percent) and nglish teachers (60 percen!) \\ere 

rated mediulll regarding this behavior. I o. the performance of the tudent teachers of Amharic 

and Engl ish \\ a rated 10\\. abo lit 63 pcrcent and about -7 percent rcspecti ch" 

• Providing corrective for guided practice ill a non evaluatiYC atmo phcrc 

I he majorit) 0(" rc pondents (about 62 per cnt and 57 percent) reponed that Amharic and English 

te:Kher had not pro ided corrccti e for guided practice in a non-cvaluati e atmosphere" In the 

ame ein. ob ervation revealed that mharic teachers (about 67 percent) and Engli h teacher ' 

(60 percent) were rated 10\\ concerning this beha,"ior. 10reo er. the performance of the student­

t acher of . mharic and nglish \\"a. rated 10\\, about 53 percent and 60 percent respecti\t~I) . 

• ing meaningful verbal prai e 

The majority of respondent (abollt 58 percent and 67 percent) responded that Amharic and 

Engli h teachers had not L1 ed mcaningful verbal prai e" imilarl). it \\a obscned thai .\mharic 

leacher (about 67 percent) and Engli h teacher ' (60 percent) \\Cre rated 1m, " \1 ' 0. the 

pertormance of the student-teachers of Alllhari and English \\as rated 10\\ -0 percent G.nd about 

-7 percent respectively. 

• Monitoring catwork by circulatin o and frequently checking progre . .­

Repondcnts (about 52 per ent and 61 percent) rcpl ied that mharic and ngl i h le{lLher had 

monitored " ~at\\ ork b, circulating and frequentl~ checking progrc " Like\\ is . obscn ation ha ' 

rc'ealcd that Amharic teachers (about 67 percent) and Engli h t acher (60 percent) \\l:re rateu 
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medium as regard ' thi s beha\ ior. Funhcrmore. the student-teacher of Amharic (60 p rct:nt) and 

studcnt- teacher of English (about 63 percent) were rated medium. \\ hile the~ \\ere rru tieing 

tea hing in the cla_:r 0111 , 

5.1.5 Moderate-to-High Success Rates 

5.1.5.1. Behaviors of Moderate-to-High Success Rates 

• E tabli hing unit and lesson organization that reflects task-relevant prior 
learning 

Re pondent (about 60 per ent and -~ percent) reported that Amharic and ~ ngli~h teacher!> had 

e tabli hed L1nit and Ie on organization that reflect ' task-rei vant prior learning, In the amc 

\'ein. it \\'as ob ened that Amharic teacher (about 67 percent) and nglish teach rs (60 percent) 

\\ er rat d medium concerning thi behavior. Similarly, the performance of the tudcnt-tcacher 

or mharic and Engl i h \\ 'a ' ratcd mcdium. about 53 percent and 57 perccnt rt: pLcti \ ely, 

• Admini tering corrective immediately after initial re pon e 

Re 'pondcnts (about 51 percent and 54 percent) replied [hat Al11hari and Engli h teacher hod not 

adl11ini tered corr cti \'es immediatel) aftcr initial respon e, Furthermore. b-en ati n re\ Lake.! 

that mharic teachers (about 67 percent) ngl i h teachers (60 percent) \\ ere rated 10\\ r 'garJ i ng 

this behavior. Similarly. the performance of the rudent- teachers of mharic and tudcnt-

teacher r ngli ' h \\as rated 10\\. aboLlt60 percent and 63 percent respecti\el) . 

• Dh'iding Ie ' O il into mall, ea ily diO'e tibl piece 

Re pondents (aboLl t 57 percent and 51 percent) responded that mhari and English lLachLrs had 

di \ ided Ie sons into small. ea ily dige tibl piec b er\'ation disclo Ld th;Jt Amharic 

teachers (about 67 perccnt) and ngli h teacher (60 percent) \\ r rated mediulll a con ern this 
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b~ha\ ior. Th performance of the student-teacher of t\mharic and English \\as "imilar. too. 70 

percent and about 67 percent re pecti ely. 

• • Planning transitions to new content in small easy-to-grasp steps 

Rt.:sp ndents (about 57 percent and 51 percent) reported that Amharic and Engli h teachers had 

not planned tran it ions to nt:w content in small. easy-to-gra p steps. On the other had. 

ob ervation revealed that Amharic teacher (abollt 67 percent) and English teacher (60 percent) 
• 

\\'ere rated medium concerning thi behavior. Similarly. the performance of the student-teachers 

of Amharic and English \\'a also rated medium. \\ 'hile Lhey \\ ere practicing tcaching. 60 percent 

and about 67 percelll respecti\'ely, 

• Establishing momentum 

Respondents (about 52 percent and 54 percent) responded that Amharic and Engli h teachers had 

established momentum or \'aried the pace of \\'hich stimuli are presented and continual!; build 

toward a climax or key e\'ent. On the other hand. Amharic teacher (about 67 percent) and 

English teachers (60 percent) were rated 10\\' as concerns this behavior, [n the same \ein. th 
-- -

• performance of the student- teachers of mharic and English was rated 10\\. about -7 percent and 

63 percent re pectively. too. 

• 

• 
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5.2 Conclusion 

Based on the finding of the study. the following conclusion rna. be dra\\ n. 

• 

5.2.1 Lesson Clarity 

5.2 .1.1 Behavior of Lesson Clarity 

Regnrdine informing learner about the lesson objecti\e, it has been found out that Amharic 

and Engli h teachers performance i 10\\'. ill1ilarly. from classroom obser alion it has been 

found out that the performance of \\ould-be teachers of mharic and English is 10\\ on thi . 

beha\·ior. 

• A concerns the provision of learner with an ad\'ance organizer. it has been found out that 

Amharic and Engl ish teachers do not pro ide learner with an advance organizer. 

Moreover, the classroom observat ion has also re\'ealed that the performance of \\'ould-be 

teachers of Amharic and English is null, 

• Concerning checking for tas!\.- relevant prior learning at beginning of the lesson. it ha - bCt:n 

found out thm the performance of Amharic and Engli h teachers is mediulll. Funhermore, 

the observation ha revealed that the performance of would-be teach rs of AITlharic and 

English is medium. too. t10re or less the perD rmance i encouragIng. 

• Regarding gl\'lng directives slo\\'ly and distinctly. it has been found out that thL 

performance of mharic and Engli h teacher is medium , In a similar way. from c1a - room 

observation it has been found out that the p rfonnance of would-be teachers of Amharic 

and Engli sh is medium, 

• As regards knowing ability levels and teaching at slight ly abo e learners' current le\ I or 

functioning. il has been found out that th performance of Amharic and English lea her ' i 

medium, Wherea the pertormance or would-be t ae hers of . mharic and Engli. h is lo\\,. 
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• Concerning the use of examples. illustration. or demonstration to explain and c1arir~ the 

content in text. the ob, er ation has revealed that the performance of Amharic and English 

• 

tea hers 

English. 

medium and 0 is the performance of would-be teachers of Amharic and 

As regards the provisi n of re iew or summary at the end of each Ie . on. it has been found 

out that the performance of Amharic and English teachers i medium. Moreover. tile 

performance of " 'ould-be teachers of Amharic and Engl ish is medium. too . 

5.2.2. Variety 

5.2.2.1. Behaviors of variety 

• RegJrding the LJse of attention-gaining de\·iLes. it ha been disclosed [hat the performance 

of Amharic an English teachers is lov\' . Similarly, the classroom ob en'arion has revealed 

rhar the performance of would-be teachers of Amharic and Engl ish is I o\\'. too. 

• \ ith regard to sho"'ing enthusiasm and animation through variation in eye contact. voice 

and gesture. it has been disclosed that he performance of Amharic and Engli h teacher is 

medium . Moreo er. classroom observation has revealed that the performance of \\ould-be 

teachers of Amharic and English is medium. too. 

• Concerning the u e of variOLJS mode of presentation. it has been f lind out that the 

performance of .Amharic and Eng li sh teachers i medium . \\ 'hLrea ' from clas rool11 

obser ation. it has been found out that the performance of \\'ould-be teacher of Amharic 

and Engl ish is lo\\'. 

• As regard the LI e of a mix of re\ ards and reinforcer. it ha been found Ollt that till 

performance of Amharic and nglish teachers i 10"'. Furthermor. the cia room 

obser ati n had revealed that the p rforll1anc of would-be teachers of mharic and 

ngli h is 10\\. too. 
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• concern II1corp rating llh.:klll ideas or participation in orne a pects of the in:.truction. 

it ha been found out that the performanct.: of Amharic and Engli h teacher. is medium. 

1orco\er. the perf nnance of\\ould-be teachers of Amharic and nglish is al medium . 

• Regarding the u e of \"arioll t~ pe f que lion. it ha been I' und out that the pt:rformancc 

of Illharic and Engli 'h teachu' i 10\\ . In the same \·ein. the clas room obser\ntion has 

disclosed that the performance of\\ould-be teachers of Amharic ad -ngli h is Il \\. tOll . 

5 .2 .3 . Task Orientation 

5 .2.3 .1 . Behaviors of Task Orientation 

• Regarding the development of unit and lesson plans and teaching in accordance \\ ith text 

and urricu lum guide. it has been found out that the performance of mharic and I:ngli h 

teacher i med ium. imilarh. from the classroom ob ervation. it ha been found out that 

the performance of the \\ould-be Amharic and English teacher i al 0 medium . 

• oncerning handling admini trati\ e and clerical interruption eftici ntl~. it ha_ bcen found 

out that the performance of Amharic and Engli h teacher is medium .• imilarl~. 

obsenation has rewaled that the performance of the \\ould-be t acher of . .'..mharic and 

English i al 0 medium. 

• s regard LOpping mi beha\ ior with a minimum of di ruption to the cia . it ha-; been 

found out that the performan e of mharic and English teacher' performance i- medium. 

In the ame vein. it ha al 0 bl:cn ob erved that the p rformance of the \\ uld-be tC'lcher - of 

mharic and Engli h i medium. 

• s oncern tht.: election of th 1110 t appropriat In tructi nal method for [h' oh.iecti\ c. 

being taught. it ha been found out that th performan e of Amharic and English teacher I­

m dium . " 'herea fr III las 1'0 111 obs r\ at ion. it ha be n rc \ ealed that tht: pcrl0rmancc or 

th \\ould-bc teachers of Amharic and Engli sh i 10 \\ . 
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• Rcgarding the e'tabli hment f chedule in \\hieh major clas.room acti\ itie begin and end 

\\'ith ckarl~ \'i iblc l:\cnL. it ha bcen re ealed that the performance of . mharic and 

English teacher ' i medium, \\ hereas from the cia sroom obsenation. it has been di:-;closcd 

that the performance of the would-be teacher of Amharic and English is 10\\. 

5.2.4 Engagement 

5.2.4.1 Behaviors of Engagement 

• With regard to the pr \'i i n for guided practice. it has been req;aled that the perlormancc 

of Amharic and Engli h teacher i 10\\, In the same way. it has bcen ob er ed that the 

performan e of the \\ould-be teachers of Amharic and English is al 010\\. 

• oncerning the u e of group and indi idual activities a moti\ ational aid \\ hen 

nece sary. it has been found out that Amharic and nglish teachers' performance i 

medium. Whereas the performance of the would-be Amharic and Engli h teachers i 10\\. 

• With re pect to the provision of eorrecti es for guided practice in a non-e\'alu3tivc 

atmo phere. it has been di clo ed that the performance of mharic and Engli h teacher - is 

10\\ , imilarly. it ha been obsen'ed that the performance of the \\ould-be t achers of 

Amharic and ngli h is al olo\\,. 

• Regarding the u e of meaningful verbal praise. it ha been found out that the performance 

of Amharic and English teachers is I \\ . In the ame ein. obsen ation ha re\eal d that 

• the performance of the \yould-be teachers of mharic and ngli his 10 \\. too, 

• With regard to monitoring seatwork b> circulating and frequently ch cking progres . it 

has been disclosed that the performance of Amharic med i lim. 

• oreover. from cia r m observation . it ha been r ealeo that the I r~ rman e or the 

\\ould-be teachers of :\l11haric and EngliJl i Iso medium . 
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5.2.5. Moderate -to-High Success Rates 

5.2.5.1. Behaviors of Moderate-to-High Success Rates 

• \\'ith regard to the establ ishment of unit and lesson organization that renects task-relc\ ant 

prior learning. it has been di closed that the performance of Amharic and English teachers 

i medium, Furthermore. observation has revealed that the performance of the would-be 

teacher of Amharic and English is medium. too , 

• Regarding administering correctives immediately after initial response. it has been found 

out that the performance of Amharic and English teachers is 10\\ , imilari). the cia SroOIll 

ob en'ation has revealed that the performance of the \\'ould-be teachcrs of Amharic and 

• English is lo\\' . 

• 

• 

• 

• 

• Concerning the division of lessons into small. easily digestible pIeces. it has been 

di closed that the performance of Amharic and English teachers is medium. In the saille 

\\ ·a~. from classroom obser\'ation. it has been found out that the performance of the 

would-be teachers of Amharic and English is medium. too, 

• With respect to planning transitions to ne\ ' content in small. eas, -lo-gra p step. from 

classroom observation. it has been found out that the performance of mharic and 

-nglish teachers is medium , Similarly. observation ha di clos d (hal the perlormanc 01 

the \yould-be teachers of Amharic and English is al s medium. 

• Regarding the establishment of momentum. obsen'ation ha re aled that the p rformance 

of , mharic and English teachers is 10\\ , Funherlllore. it ha been found out that the 

performance of the \\'ould-be teachers of Amharic and English is also low, 
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5.3 Recommendations 

In light of the major findings and conclu, ions of the study, it appear. reasonable to suggest the 

rt!commendations mentioned 11I:re under. \\ ith the hope that they could be helpful to impro e the 

practice of teaching cffecti\'enes at Arba 1inch TTl level. in particular. and an) other education 

Ie cl. in general. 

It goes \\ ithout sa) ing that talking about the importance of teaching effecti encs~ alone i ' not 

sufficient. There an.: ke) behm'iars to be con idered along \\ ith teaching efTectivenl:: " , 

Rcoar'ding clarity 

It has been found out that the behavior of clarity such as informing learners about the I , 'on 

objecti\'e and pro\ iding them \\ 'ith an advance organizer are not p rfolmed properl) b) . mharic 

and Engli h teacher and the \\ould-be teacher of Amharic and -ngli h, This may be due to 

undermining the illlportan e of the abo\'c-mentioned behaviors b) " Illharic and nglish teacher: 

and lack of adequate kno\\ledge and exp rience on the part of the \\ould-be teacher ' of Amharic 

and Engli h, 

It has al 0 been found out that the beha\ i r ' of clarity uch as checking f r ta k-rele\ " al~t prior 

learning at beginning of the Ie on, gi\ ing directi\ e 10\\ Iy and distinctl). u ing c:\alllp!cs, 

illu trations, or demonstrations to explain and larify content in lI.;xt. and providing r \ ie\\ or 

ummary at the end of each lesson arc performed in a medium k\ el by Amharic and Engli~h 

tcachers r the In titute and \\ould-b tl:a her r mharic and Engli ' h. 101' or !C ' S, the 

performance i encouraging, ho\\ever. The beha\"ior that kno\\ ing abilit: Ie el ' and t a hin~ at 

slightly abo\ c Icarner , I currcnt I el I' functioning i performed in a medium manner h\ 
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• 
Amharic and ·nglish teachers but perforrnt:d in a 10\\ Ie el b) \\ould-b tcacher of /\mharic and 

Engli ' h. Thi may be due to \"ould-be teacher lack of attention on thi s beha\'ior during training. 

• Reoardin o , ariet" to> b , 

It ha. ol:l:n found out that the beha\'iors of variety such as ho\\ ing cnthu iasm and animation 

through \ariation in c)e contact. oice and gesture. and incorporating studellt ideas or 

• participation in some a pect of the instruction are better done b~ Amharic and English teacher 

and \\ould-be teacher f Amharic and -ngli h. Ilowever. the beha iars such a lIsing allcntiol1-

gaining d \ ice. u ing a mix or re\\ard and reinforcer and using various types of que ·tioll!) arc 

badl) done by both t achers that are mentioned above. Thi may be due to undenating the 

igniticance role that these beha iors play in teaching-learning proces by Amharic and Engli h 

teachers and the tate of not ha\'ing enough kno\\'ledge and experience on the part of the \\ould-

• be teacher or mhari and - ngli h. With regard to using \arious mode of pre. entation. the 

performance or Amharic and Engli h is rated medium. but th performan of\\ould-be teachn 

of Amharic and Engli h is rated 10\\. This Illay be due to \\ ould-be t acher ' lack of attention on 

thi matter during training. 
• 

Regarding Ta k Orientation 

• 
It has been fI und out hat the behaviors such as de loping unit and les on plans and t a hing in 

accordancc \\ ith text and curriculum guide. handling administration and I rical int rruption 

\.:rticiel1tl~. and topping misbcha\ i I' \\ ith a minimul1l of di rupti n t the class are perform 'd in 

a medium le\el by Amharic and Engli h t acher and the \\'ould-b tcacher' I' mharic and 

• 
English. Ne\'cnhele s. the behaviors uch a electing the III t appropriate in tru ti nal Illethod 

tor the ob.it:cti,"e being taught and establishing schedule in which major la . 1'00111 acti\ iti'~ 

112 



• 

• 

begin and end with !early visible events arc better done by Amharic and English teachers. but 

the performance of the would-be teachers of Amharic and English is 10\\. This may be due to 

\"ouid-be teacher ' not taking enough care to attend on this behavior during training. 

Regarding Engagement 

It has been found out that the behaviors of engagement such as pro"iding for guided practice. 

pro\'id ing correcti\ es for gu ided practice in a non evaluative atmosphere. and using meaningful 

verbal praise are performed in a low manner by Amharic and English teacher and \\ould-be 

teacher of Amharic and English. This may be due to belittling the importance of the above­

mentioned behaviors by Amharic and English teachers and lack of understanding and experience 

on the part or would-be teachers of Amharic and English. However. using group and individual 

activities as motivational aids when necessary is better done by Amharic and English teachers: 

\\'hereas it is performed badly by \yould-be teachers of Amharic and English. This may be due to 

lack of adequate kno\\'ledge and experience. On the other hand. the beha\'ior that is monitoring 

seat\\'ork by circulati ng and freq L1entl y check i ng progress is performed by a med i lim leve I by the 

aforesaid teachers . 

Regarding :\loderate-to-High Success Rates 

It has been found out that the behaviors of moderate-to-high succe rates sllch as establishing 

unit and lesson organization that reflects task-relevant prior learning. dividing lesson into sl1"lali. 

easily digestible pieces and planning transitions to new content in small. -easy-ro-grasp steps are 

performed in a better v;ay by both teachers. Whereas the behavior slIch a administering 

correcti\'es immediately aner initial respoll e and establishing momentulll <1r badl:- done by both 

teachers. This may be due to understating the importance oj' the abcwc-mentioned beha\'iors by 
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Amharic and Engl ish teachers and lack f adequate knowledge and expenence on the part of 

\\ould-be tt:achers of Amharic and Engli h. Thus. to overcome thc above-ll1t:ntioned 

method logical problems in fi\ 'e key behavior and to improve the quality and crticit:nc) of 

teaching. the re earcher ha recolllmended the following points. 

I. The In -titut ought to give due emphasis to organizing a series of seminars/workshops in 

order to familiarize the language teachers in particular and the staff in general \\ ith 

modern principles. theorie and methods of teaching by in iting resource person Wilh 

differcnt tield of pecialization from Arba Minch Univer ity. Addis Ababa Uni\ cr it:. 

A\\'as a ollege of Teachers Education. and similar other In titutions. 

2. Organizations responsible for facilitating and implementing educational change should 

\\'ork hard in this aspect. Ministry of Education (MOE). Institute of Curricululll 

Development and Re earch (ICDR). Regional Education Bureau (R EB). and lor Teacher 

Training Institute (TTl) should arrange continuous hort-term in sen ic education for 

teachers of would-be teacher in particular and for first cycle primary chool tea hers in 

general. s a matter of fact. this \\'ould not be an easy task. It ma: require man: 

re ources . But. material and financial resource for the purpose may be ecured from 

donors by preparing and ubmitting con incing proposal in addition to larger (iner asedl 

public budget allocation and expenditure. 

3. Finally the study \\a \'cry limited for it involved investigation onl: in t\\O ubj ct -. lhu ' . 

it appear reasonable to recommend the conduct of imilar stud) t1n the same ()r other 

subjects 0 lhat the finding \\ ill be compared and eritied. 
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APPENDIX- A 

Form 1: Observation Scale for Appraising Teaching Practices 

Preliminary Information 

Ob cner l ame of the T.T. I ---- ----------

Teacher observed ecti on lass size ------ ----
ubject obscr\"t~d _ __ ____ Topic _____ _ 

Obsef"\ ation : Round Date • -------- --------------

T ime begin ____________ _ 

Tim ended ---------------
- .. -

Observation • ----
level of Effectiveness 

Key Not I 

Behavior I 
Indicators of Effectiveness 

Done 
low I Medium High 

Remark s 
I 0 1 I 2 3 

I I. Informs learners about the lesson 
, 

I I 
I objecti\·e. (e.Q. .. describes what beha\'iors . ~ 

I will be tested or required on future I 
I 

assiQ.nments as a result of the le~50n) --- - -- -I I Pro\'ides learner \\ ith an ad _. ance 
organizer (e.g .. places les on in 

I perspective of past and/or future lessons) 
, ., 

Checks for task-relevant prior learning at I J. 
I beginning of the lesson (e .g .. determines • 

level of understanding ofprerequi ire 
facts or concepts and re-teache . i r 

I >- necessan") - --- ------1 -
..... .. L Gi\'es directives slowly and distincrly 

I '"" u (e.g .. repeats directives when needed or 
I 

I divides them into smal ler pieces) --.-J 
5. Knows ability levels and teaches at I • 

- sli ghtlyab ve learn rs' current le\ 'el of I 
functioning (e.g .. h:nows learner 

, 

I attention spans) - - - ---

.. 
6. Use examp les. illustrations, and 

I demonstration LO exp lain and clarif~\' (e .g .. 
use vi ua ls to help interpret and 

I I rei nforce main eitlls) -- --

l 7. Pro\'ides review or summary at end of r---
each lesson 

--"-- - -
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• 

I • 

-------~------------------------------------~r_----~----_r------~--__,-----I 8. Use attention-gaining de\'icc (e.g .. 

I.~ 
, ro 

:> 

begin \\ ith a challenging question. 
visual. or example) 

9. Sho\\s enthu -ia 'm and animation through 
variation in eye contact. voic and 
gestures (e.g .. change pitch and olume, 
moves about during transitions to new a 
acti\'it\') 

10. Vari mode of Presentation (e.g .. 
lectures. ask que tions. then provides for 

I independent practice [dai h']) r. US: a l,lli:\ o.f r~\\ 'ard ,and r~inforeers 

l 
(e.::- .. c:\tra cledlt. verbal praise. 
independent study. etc, r\\ 'eekh']) 

----~--------~----~----~------~r_----_+-----!--------+_----
12, Incorporates student ideas or 

participation in ome a peet of the 
I in lrLlction (e.g .. uses indirect in truction 
I or diver2ent questioning [\\eekly]) 
1, 13. Varie types of questions (e,g .. di\'ergent. 

con ergent. [weekly] and probe (e.g .. to 
I clarify, to solicit. to redirect [daih']) 
I 14. Develops unit and lesson plans and 
I teaches in accordance \\'ith text and 

curriculum guide 
15. Handles admini trati\,e and clerical 

interruptions efficientl\' 
1 16. Stops mi beha\'ior \\'ith a minimum of 

I , ~ I disruption to the class 
I cc f------~...L...-=----'---------------------------_l_------1_--_1----.---- - --

I
' .~ , 17 . Selects the 1110 t appropriate instructional 

_ method for the objecti, 'es being taught 

II ~ ~ ~ I (e ,g .. primarily u' es direct in tnlction lor 
I ~ T~ pe I beha\'iors and indirect in truction 
I for Tvpe 2 beha\'iors) 
I 18 . Establishes schedule in which major 
, clas room acti\'ities begin and end with 

I
, clearly \i ible e,'ent ( .g,. re\'ie\\. minor 

I 
and major tests. and feedback es ions) to I 

L, ______ ~I _____ :s..:..tu=_d=_e=_n~t..:..s __________________________ __1. ______ _L __ ~._ _ ___ ,_ _ _ 
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I 19. Pro\'ides for guided practice 

20. cs group and indi\ idual acti\'ities as 
- motivational aids \\ hen necessan c: 
Cl.l 

E 21. Pro\'ides correctin!s for guided practice 
Cl.l , 

• = in a non evaluati\ e atmosphere rn 
1 = c: Jl meaningful verbal praise UJ se 
I 

1 1'" --' . Monitors seat\\ork by circulating and 
I frequenth' cileckin2.progress I 

---' 

124. Establi hes unit and les on organization 
en I that reflects task-rele\'ant prior learning Cl.l -rn 

I '5 ~ Administers correcti\'es immediately en 1 - . 
en 
Cl.l I after initial response <...l 
<...l 

Divide lessons into small. easil) ::l 26. en 

• 

J:::. I digestible pieces 0') 

J:::. 

0 27. Plans transition to ne\\ content in small. 
"7' 

~ eas\ -to-grasp steps 
rn 
~ 128. Establishes momentum (e.g .. pacing and Cl.l 

"0 • 
i ~ inten it) graduall) build toward major 

I milestones) 

• 

• 

• 
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APPENDIX- 8 

Form 2: Observation Scale for Appraising Teaching Practices 

Preliminary Information 

h erver arne of the chool ----
'llIdcnt-teachcr ob eryed rade .'c.: lion Cia I I.e ---
ubject ohservcd ________ Topic _____ _ 

Ob -en ation: Ro und Date ----

Time bcgin ________ _ 

Time ended ----------

Direction: 

Thi ob -er ation scale consists of five key beha\ ior::> . In the front of each ke ~ beha\ ior. pos ible 

indicat r - or efTecti\'ene s are listed. Hence. obsene a tudent-teacher during pre entation for-l­

minute. Think about ho\\ effectivel) ~o u reel tht; _LUdcnt-teacher incorporat d the indicator or 
fivc ke) beha\iors into hi her presentat ion . Then put a mark (/) undcr the Ie\el ofeftl:cti\cncss 

that corre -ponds to the indicator of effectiv ne ~ u ob er ed during a sc ion. 
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I Observation 
Key Indicators of Effectiveness Level of Effectiveness 

I -
Behavior Not Done low Medium High Re 

-·-=1 
-I 

marks 
0 1 2 3 

I. Informs learners abo ut I 

I the les on obj t cti, ·c. 
(e.!? .. describes wllat 
behav iors ",ill be tested 
or req uired on future 

I a signmcnts a ' a re ult 

• oCt ile lesson) I I 
I 

2. Pro, ide' learner \\'itll an 
ad \ ance organizer (e.g., 
places lesson in 
perspecti ve of past 

• and or future lessons) 
" Checks for ta k-relevant .). 

prio r learning at 
beginni ng of the lesson 
(e.g .. determines leve l of 
understandi ng of 
prereq uisite fac ts or 

>- concepts and re-teaches, 
1 ... 

I ..... if necessa ry) 
I 

ro - - --. --
I u 4. Gi \ es directi\'es lowly 

I and distinctl:- (e.g .. 
repeats directives ",hen I 
needed or di, ides them 

I into ~l1la ll er pieces) 
I 
I . 

5. I-( no\\'s abi lit: Ie cis and 
, • 

teache at slightl) above 
I lea rne rs' curre nt leve l of , 

I functioni ng (e.g., knows 

I learners' attention spans) I 
I -
i 6. ses examples. 

I illustrat ions. and 
I 

I demonstrati on to explain 

I 
and clarify (e.g .. Llses 

I \ i ua ls to help in te rprct 

I and reinforce ll1 ain 
I 

-I-~i_ 
I IJ ints) 

7. PrO\'ides revic\\ or 
sUlllmary at end or each 

I lesson 
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C'O 
:> 

8. $e attention-gaining 
de\'ice (e .g .. begin 
\\ ith a challenging 
q u('st i on. \'i sua!. or 
c:\am Ie) _ 

9. ho\\' enthusia 111 and 
animation through 
,ariation in c~ e contact. 
"oice and gesture (e.g .. 
changes pitch and 
' ·olul11e. mow about 
during tran itions to new 
a activit\' 

10. \'arie mode of 
Pre entation (e.g .. 
kcture . as!.; questions. 
then provide for 
independent pract ice 
dail ) 

and reinforcer (e.g., 
extra credit. \ erbal 
praise. independent 
stud . etc. \\ eekl ) 

12. Incorporates student 
ideas or participation in 
orne aspects of the 

in truction (e.g .. uses 
indirect instruction or 
di\'ergent questioning 
[\\eekly)) 

I"' . \ 'aries t, pe of 
question (e.g .. 
di\ergent. comergent. 
[\\eekl)] and probe 
(e .g .. to clarif~. to 
olicit. to redirect 

I dail ) 

..:..--- ----
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. . 
I·t De\'elops un it and lesson 

I plan and tea hes in 
accordance \\ ith text and 
curricu I um eu ide - . 

• 
I 

I· . Handles administrati e I 

and clerical interruption 
I I efficiently 

I 16. Stops misbehavior with 
I I a minimum of disruption 

I to the class 
17. Selects the III 

- -- --- -, 
I t 
I c:: 

0 appropriate in tructional .-- I It) 

method for the -I c:: 
CI:> objectives being taught I .-

I ~ 0 (e .g .. primarily uses ..!z:: 

• 

, 
'" direct instruction for It) 

~ I Type I beha\ iors and I I I 

I indirect instruction for I 
i , Type 2 beha\ iors) I --

• 
18. Establishes schedule in I I 

which major classroom 
I I 

activities begin and end i 

with clearly \'isible I 
• events (e .g .. re iew, 

I 
minor and major test. 

I and feedback sessions) 

'- j to students i I 

I I 
i 

19. Provides for guided 

I practice 

I I 20. Uses group and I I 

individual activities as I 
I 
I motivational aids v,:hen 

- necessary 
c:: --- ----, 
CI:> I 21. Prov ides correcti ves for E I CI:> guided practice in a non Cl I It) 

Cl eval L1ati ve atmosphere c:: I --.- -LU 1,-. Uses meaningful verbal I _ .. . 

I I praise 
• 

I 2.3 . Monitors seat work by ! ! 

I circulating and 
I I frequently checking 

I 

I proQ:ress _..-1 -- . - - I 
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• 

• 

• 

• 

• 

• 

fit 

en 
Q.l .... 
ro .... 

on organizati n that 
reflect ta k-rele ant 

rior learning 
25. Administers corrective 

immediatt:ly after initial 

27. 
content in ·mall. ea ~-

(e.g .. pacing and 
inten it)' graduall~ build l 
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APPENDIX-C 

Oh~.{} hOC] r.~.(jC{}·I: \',e:lJL 9D L;J' '}-ruc"}- n,·}­
o}rlJc,}- i·hA·t· 

}1?nfl9"c; D1{}'}-<Hili1 '}-9u lJCi- ntfA 

oOtJ:l>-ourlJt1
'} fOWf. T't\ oum,£,:" 

\'ILt) £7(}m.e~· q)(j (~I\try nI,CC} 9U,6J;'> £7O?Ov('· "} UTJIJIAm'1 'h/;?U nll'H': (1au'i­
pi Am(j £70ClJ _ °H1C 17I1U I L ,i- \' 'r~l:au- £7U9"tJ(,. '} \JOI/ l'l ",.OI/C ,,~. ?\l'} il'} .fl.O"'}. £7I1 l'lA 

·Hlhtl~ ilC; \'''''DJ.I\ <7'}11fh ntry'7'~:/' ro"'}l'l"'tryc I Le..(1)· tiro}'.","': £7Oi'ii'iA r°"?Nl/..A'lOJ· 

hlf'l {Jo"'}.i'ii'iA()-i-'} £7OI'l.e: tI£7UmcJ~?U '/(1)- : : 

l'lIlII.V \'hCl'l9J £7Um.et~:r.-'} nrll;" £70£70-1\:/' tI1'C;"/:: £7Ol'\I-J+ flfTl?" Ml/._I\'J~ QU"} 

;/' 'fHI C,9J 1\ :r Y tI '1?":/ ..,. t'I l' f. :h'~ : : 

flfTl?" ~,£7Ot'I'1C; tlv· 

r.e:UL ?ULj> "f'tryt 

1. n £70 m ,e 4? 1\ .e c1?",9J , £711 7. tt: 'Il Y n /. . A '1?" 

2, £7Om.e t J?,:T=' !-J'/on· n:1,1\ nilf''''n~ l' yep, 6-.+ tl/l"':/~ Cltlm- uf'i"} (!J·n'"!' 

(/) ?"An;/~ y.e:C'J':: 
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L on tj" lJC 9 J i' otH:'} ')'9"uc'i' hoo :<>':un/.·:hn· fl/'.-;· o·t.\ 'til, \' OA'I:'} ';'9"tJC ./. ~t\(711 

.e;It.\~A· ? 

U. f'h01JC~ ou9"UC 1:"1 

A. f'~\'}'1tL 11(;: oo9"UC l·i·1 

o 
o 

o 
o 

2. on9"UC9J \'oA'I:'} ';'9"UC+ ,ell';' h°'1:"L'Ffcn· flb.'; ,ell":'} {)AO~ 1t!\~m· CMl <f',~.9tl 

t'l.t!\ O(.l;}; otl9ntJ/.·~· 'Jt\;fm· om··",;, ;JC flUtJllou.r.- rOA'-I:'} ';'9"l)C:/' ,(',11'/' Coil 

m~'At.\ '1A out!\h· J){)·"Cf'm·:}'t'I·? 

u. r ~,o'IC~ OO?,lUC 1-;'1 

A. f'ltT"ltL 11;;: 01l9"UC H·I 

o 
o 

o 
o 

J. ou9°UC91 (OJ. hJlt'l· f':/'9"UC:/' ,ell:/' '7M~ hou7i;J?/.·:f(O· flb,:/' <p~?'O !'LA O(;D; 

ou?'Uu(.· '/· r ',-UTJ<;.:/,') r '!'9"UC:/' .£,H:/, 6},"-(lrn 1:'}'l lJ c'!(J:,-'} ooLp,:/, ~,t'IouLP,;J~T (0. '} 

'n:/'+A (lUTJ.e.'L'1 ft\'1(Ff(O·') :"9"UC:/, .£,11+ h'}~1'l AUTJ{) " -UTJC rr'L:/, f.f?C;Jt'I·? 

4. 

5. 

11. rh01JC~ un9"UC 1:1-/ 

A. rlt ,}'1tL 11~ oo9"UC 1:1-/ 

h91 ~"e.'l..A9" 

o 
o 

o 
o 

fl'n~A aJ'{)rr'?'O If'/ h'n~t\ aJ·6J:" 1'1 01J.lJ.l <;. .t-a;(}/..:/, (Assignment -) oo9"UC9' 

r 01J f li 01J ·i 6'1 '1.}. '} fl1' () ;J .c; J'. L ~ fl J'. L 7lj .£, t'l ff) 1'1. ? 

ftJP 

tJ. f' {,O']C'1 oo?OUC 1+1 0 

A. rlt ,}'1tL 11;;: oo?"UC 1+1 0 

oo?nvC91 r 01J. f iI..,.. 9" <;. :,- '} :/-9"UC:/, r It f '} .e, ,}.e,. '} 6Q~; 

'of'A";r'l i,;/'9"1 (j'7'lllfl out\h· {,II ..-'J:~:1-(O· ,.e{).,'?" (.-t'I. ? 

ftJP 

o 
o 
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~"e .f?t'I9" 

0 

0 

ou9"UC 

{\,e.'l..t'I?O 

o 
o 

P:/'?"UC:/· 

'1t!\oC:; 

id' q Il t.\ 



• 

• 

, 

, 

6. t7D9"lJC9J nrofl'I: \'{1'l..<'{H·9"<~·}-'} ("}'9"tJC'}' .ell:'- Obi;); uv9"Ut·'} n<f>l\fI· >l·}Pr.L,~­

t7DC~'-1 uv v /t.J'9)-:'··1 il.<'1'\\~ (lt7D"7M~- r, ('·'-fl.er. 9"ttt'\.9"-'-:"··} nuvnl</'9" J'{)"·dfJt·fI · ? 

11. {' h°'1C'1 t7D9"lJC l·i·1 

( .... f'h'}"7f1:lI~ on9"tJC !-i·1 

r.9> 

o 
o 

o 
o 

7. on9uUC9J rofl.,:,} '}'9"UC:/- h°,/mj'fll\;t:(I)' (1/.,:" rotH:') ·i·9u UC1- .ell·i· Tr, cpr, 

~/., ~7C.·-:'···} m~·flt.\ Clfl {TI1t.\h· ~l6f..~·C {lllfJ/fI6li1, (Summary) (I{lll{)m·i- .<""CCJfI·? 

u. (' ~\O']C'1 on9"UC 1:/-1 

fl. f'h 1"}fI.11~ on?"UC I'i-I 

~\9"-' ~,.eSNr 

o 
o 

o 
o 

8, OD?"UC9> f'ofl'f:;1 }?"UC} hon:~t7D(r;r(l)· (l&":/- V·fI·?" Or.tl; on9U ut·1 f'ofl'I;'} 

f':/~9\ltJC:/- ,ell+ ~\~-'}/,.j. /'1"1"'1'(0' (l~I\"I:/- i,1Pr.h;:l--j-fl' -: q:I\"d- ,,'{)j'71 ImfllC<; 

m1ll(,· 1".<'<f:}D:r·} (lonmf':" ro.lI..,·1 f'l1"l' f'O']tH·O']tf 11.l' .. }D:':' (JollfTl'I'9" rOfl'I:'j 

:/'9"UC:/' ,eJl'i- .e:~9\lt·fI'? 

0. f' hO']C'1 on9"UC 11-1 

(L f'i11"7t'l11;;: on9U UC 1:/ 1 

o 
o 

o 
o 

9. {llJ9u uC}D flOal; ov91)U('·',· ;:1-1\;'> ~I\?:/-<; ~"" 91)7/>:/- (J0']I'\f':/ f'Ofl -l: :/-lj"UC+ .('~ II ;r 

rl1,ero:/ il lPr., c;" Lro· flO'] .~ L"7 f' ~,<,> (,-L·(l /» t.\ ·i- (love', ff' C /.:I"7;:t· Cl {,\,'!.e.fI oot.\h' 

ilfT}~mro'<; (l0'] fllfl:"-' t7D{,\ h· fc'·CClfl· ? 

h 9l r. ,e J'. fI?" 

U, f' ~lO']C;;: {llJrUC I·N 0 0 

fl. f'h 1'1 fI~ 110, oo9°UC 1:/·1 0 0 
10. ou9°UC9"J f'rrflf~ rO']{l1 O']C /»{,\,f :;:'1 (lon</>J'f'C rOfl'I.:'} -i'9°uc·i· ,ell+ flO{.l.); 

oo9"U(,·'/, (llY'l.'7fl I7NJ. nO'tf,~L'1?" If', 1" J"I; (loomr;/> roll",1 J'<f>Cqtl·? 

U. f~ ;;O']C'1 {llJ9"UC /:/-1 

tI. f'h1'1(\.'1"I'( (fIl9°UC 1+1 
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i,}D ~\,e.~.tl9u 

o 
o 

o 
o 
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11. c7U'/"lJC9J nhCf:1.\ (tHYr O(,J;); -c7U?U tJ(,·',· nc7U'"7C OTJil"'O'fC '1.f.'i· m~>'i' N''l,,('I'\~'i' 

"·("i·(~ f'°'lmt;htS': f'O'fOL;J';J: '11'\(1"""1 OO'f.rLi'i= r,4>1.\ 9"il;Jt; "he; ·(jl.\°'l,i· wlI-I' 

Oc7Uilm ·i· ~'O(,J;); uo?UUI. · ~· '} q" 1..1.\ 9" tf', f}UCJ', ~'uo'nq ,i, 'lnQfl, J'I'\,e fl· ? 

o. \' ~,OTfC~ c7U9"UC l'i' l 

fl, ~'~,·}"?f\.1'~ on9U UC I,N 

It$» 

o 
o 

ItJ'S.Nl" 

o 
o 

12. ou'j°UC91 (louOTfC-OIlil ,,·O'fC 'I .. ~'i· (lhCf:1.\ (ll·il1' O(,J;); (711?OI)/'·T} ra1ll'\ ·'·Cf:C; O(,J:); 

OIl'j"UI.·'} \'£111.(}m·'i·'} ~,il " ',rr'i,e; '/I'\'n \' UTl <,'n 1.\ lrFlfI, ,(JI'\):'fI·? 

~l$D ~l,eS.fl9" 

o 
o 

o 
o 

IJ.on'j"UC9J OuoOTfCJflJil"'OTJC m:"''''' O(.l:); c7U?"UI.·1 r'i' ?"uc-t:'} ,ell ·i· (l</'t'\fI· 

it'}JtL~. f-1'fI):'~ f1'):"/: q,e'dq·') 4>):"eLm' fc7Umf~' / » 1.\:/' ,em<"Ulltt·? 

It$» A~,~fl9U 

11. f (,OTJc;;: au?"UC 1:1'/ 0 0 

o o 

14. au?"UCfD flOTf...ril"·?"<' + :r?OuC,i· f~'L:/' C:; r+9"'uc:/' O;" .e: h/uCq,,·_,j·'j°UC' /: 

au?"t.):' (C urriculu m guide) ;JC fl'I?".e.m·C:; A'7C:; 'l1(lm· 0O'f1l;J:~:/' ):'il,r?ul.·fI·? 

U. f {lOTJC~ au9"UC 1+1 

fl. f/, '}"? f\.1111 uo?UUC 1:1'/ 

ItfD fl,eY.I'I?" 

o 
o 

o 
o 

r. c7U?OUC9J f:/'?"UC:r hlj:1'I 'l.II.m·'} fl OTJil"'O'f<' PJ(,· '0;': flaum"'?\) t'l.1'I,,:r h,i·'j"uC·/: 

pIt. ;JC U;T~" , :r ft\,t'\rro· 'l ' ~~"":' t'l):' ;J1'OJ.;fro· hhlj:A (0. bbl. fl:/' CCf: (}q :J--:f(u· 

rfl:f flonm'i'?" fOTf..f? ;J1'uo,:/'') 'l.~r-"":' r,:u;c'",," 1 fau .;:J':r t\?n.e: ~,t'\f(ll· ? 

tJ . f {,o'?c11 au'jUUC 1:1-/ 

fl. r/l 1U; 1'I .1 / ~ OO?"UC 1:/'1 

o 
o 

o 
o 



• 

• 

• 

• 

• 

16. no'F'tJC9J Ot11]{H·o'lC I\,e, ~,,('tI· nh(I~A (I). {) iT' ~'ont11]r:-dtJ{)·,·t11]<;. '} p'(" ~'OTf • .e.V.(;;,.r,: 

O·~,;J· 110(,);).; on9°lJ(,· ~· lllf.,9" ll(I)·'1~· ,)J!,t.\ flllr.·i~ {") ' 9"UC'I:'} hCj~fl '1.1\, OO'J.£-',')P, 

p'A'i' 1'· 0)<,. (l)P,.S'm·'1· fdtJA'6J.l'O,i·1 0"1.;)' yon;J: ffl· ? 

~,fD ~,~ .V,tl9T1 

o 
o 

o 
o 

17. uo9°UC9> fl°'l.,('{) " ·9"<,. '}· :/'9°UC')' ql\O'l 0),0 009";1")' roYJ..Y0)11 ~,"f.' 0) ,,·{)lftJdtJ. {'If'l 

\'("1{),,'lftJl.,f! cr',e"A onemm· f°'1~'L ,n :rt\";J' ~ll\;(:aJ.? 

fl. f'h 1'?fl.11~ oo9\)UC /1·1 

~,9) ~1.eS,fl9n 

o 
o 

o 
o 

18. oo9°UC)11 nh~t.\ OJ·{)'1' roYJ..fla.l rat ofl,e " '"}Cl(',:r roYJ..~9"~n+'}c, roYJ..mC,</'4?O+1 

1.11, r oYJ.. Y tt ,e T C""J (" 9" ~l aJ. '1' l' at Y <" C CJ t\ ' ? 
.I 

IJ. r ~ldtJC~ oo9"UC ;:rl 

fl. ri, 1"}t\.11~ oo9°UC Frl 

o 
o 

~l,ef.Nr 

o 
o 

19.oo<)"UC)11 flo(,l-;); d n 9°U(,,'} oot.\00 p,)11 :-;'IC; ru-rz.IJ-1<;' TC"fltl,t-{Il:-,-.'} noo{)m:" c; 

Ooomr;" rOTf{)1'OTfC II~, (I)' r,r!'.fl'JOJ·'} rClrhc.e fl(l)·rp hl.'tY{)·J;~ '1'L+ ,('J',C;Jfl· ,? 

~,}D ~l,e ,v. fl 9° 

0. r hOTfC~ oo9°UC 1+1 0 0 

fl. rhlo)fl. 11~ oo9"'UC I,) I 0 0 
20. f709 tJ UC)11 flom f709"'u(,,1 i,1 J', ~l {) !. .1'1 'J. '1'1: r'1t\ (I),e9" rn· ,\~:'i /-,.1('. {ldU{)m+ 

Y'I ft> ft' fl·? 

~lfD 'h,ef.fl9° 

(). {.>~\01]C~ f709°UC F/'I 0 0 

fl. {'>h l"}fl.1i~ on9°UC H·I 0 0 
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• 

i 

• 

f 

2 I. (T1l9"UC9) O(.J;G OtI9"lJ('·'} ttOtf.lJ.I<·"· P'/'·$1)·.f9" If'J ttUIf.otlAO·"· 9"I\i"ii·· (1}~.,rO). 

'/£p.f) /o,}Cl,/ HUlIitm,i· ~,'},~J! .. 'l"lm·<t h'}~.'<.<· ?l,rf.C'J· m"'ri· (1)~.,r(l)·'/· 9"I\'{j 

HUllitm ". ,rnL:)' :)·tt·? 

lJ. {' AUtJC0, un9"UC /rH 

tt. rh'}<J/tt.11C;: Ot'9"UC /"./ 

o 
o 

22. uu9"tle 9) ttObl:l; OtI9"U('· '} +C1·r<t fTl09° J' ttm·'} r ,4'A 9"it :J<t (l11'}.J'itt.A nln :1' 

m;"" " Ml C?q(l. g,Ofllt\.? 

u. r AOllC~~ Ot19"\)C FH 

tt. fA ''7tt.ll0, un9"UC H-/ 

o 
o 

o 
o 

23. un9"UC91 oQ,); un?,uu(.·,/· (lh4:t\ m·itrr roYJ..lJ.I<;.:I", r'1A P'/'·91:;: nun4~fTlmC i"C,' 

Ilro:I"C ;t-h·L;1 (lunitm:r r""17(D" uni'\i'\t\ .eh;:l",,·I\tt·? 

u. r hl7'}C~ un9"UC /:1"1 

fl. rA ''7tt.l1~ u o9u UC /,N 

~191 ~l.e,~tl9" 

o 
o 

o 
o 

24. un9"UC 91 rl7'}~fit 1"9°<;' t'} ~\JtO·' r:I"9"uc·j- ,e 1I:t- cp ,~9" O.t\ O(.l,); uv9"U(.- 'I ' 

h"'l7'}<;':'" rt9"UC:I" ,ellt ;JC 119"g·<t<t ;,,£9" ,,'h'I"t\ '1:1" fltlm· /J"")' ~\II;J:e:·'hn· 

fit ,to 9" (,. tI· '-) 

U. r ;'l7'}C0, un9"UC /:1-1 

tt. rA'<>]t\.llC;: uo9U UC It I 

o 
o 

o 
o 

25. uv9"UC91 Oh4:t\ m·itrr Obl~ uv9"U/'·'I' tloYJ..UJ<;.,i" uvt\(71)~9l':i-9u if', htl4:t\ m-"1" 

tll7'}~ uJ<;' :1" /~ /'·9l:Y· i"Cl7'} ,j- Ol7'} g: L '7 m4.S'm·'/· l7'}it ,t ~h f hit,,· J'f' -)'. :r·'}t; 'It) (l:;-"} 

.e()(I!tI·? 

U. r ;,o,}C'1 oo9"UC 1:1-1 

tI . fA '}0'Jt\.l1~ u 1I9"UC /:1"1 
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26.00?"tJC$V f°TJ.S{H·9"C;.·i" } f'·i·truc·i· '1I'7,.:·i· O{.l:l. 009\1U/.·,,· W"/.LJ? ·i·(; 

W"L·J',1I0··i · ooAh ft.rroftflO- 'I>flA Clfl oo/.\h· h4·lf:flm· otryll;J:e:·i· .rfl·'·9"/.·fI -? 

fI_ {'h1<>]1'1.110, (TTI9"tJC /·N 

hPl ~\.e,f!.I'I9" 

o 
o 

o 
o 

27.009"UC9J n£TTt .. rll;Jp..:/- f{'ofl": {'-i-9"tJC:/- o~'Y: o {.I;}. dDru(,-',- ·I,.f!.9\1 (tA h·'·"'IC;·+ 

:t-9"tJC-i- g/ll·i· a>J'. ~\~.(). ('·i·9"uc·i· {'II:/' J.}.L:~ n.f!.L:£! h·}~.i'i;J'I<;. j'.f!.c;Jt\-? 

() _ (' ~\ tryC'1 009"tJC /:t-/ 

fl. rh 1<>] fI.110, o1l9"UC FN 

h $V ~\ ,e .f!.1'1 9" 

o 
o 

o 
o 

28. 00?"uC9J r~ffl1·9uC;.;1' 1 :/'9u tJC'I' I'tfmll'q,cp, ndD6Q,L7i I"t,e 11l,m.1 OdDhtti'i: 

OtrynL;J'~J: (feedback) -: Ooo-h(,· ooflaz. m;,':t- m.I!."· h4·~flro- rm<f>trytt·? 

(). r ~\UTJC0, oo9"UC /:/'/ 

fl. rl,1<>]tll1~ £709"UC ;:1-/ 

~\ fJ1 ~\ ,e Y-fl r 
o 
o 

o 
o 
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APPENDIX - D 

Computation of Correlation Coefficient 

ComputatioJl or Corrdati( n Coenicient or Scores Recorded by 1·::I<.: h Observer During the Tryout or the Ohservation Instrul11cnt to Detcrm ine its 
reliability is Illustrated lklow 
SECTION 1 

-- - - - - .-
Oh.\<!rl'er- I 

r SI S2 Sl2 S2- SIS2 

-- - - - - - - ,-=-_I Oh.\·l!rl't!r-2 ()h.~t!r l'er-3 

SI S2 SI- S2- SlS2 SI S2 SI- S2- SI S2 

- - -
()hscrvcr-~ -
SI S2 SI- S -• 2 

111 1'1 169 196 IR2 15 14 225 196 210 15 14 225 196 210 14 15 196 225 - --
13 12 169 144 156 

--169 13 14 196 182 13 14 169 196 182 12 14 144 196 
X 10 (1L) 100 1-:0 12 II 1,14 121 132 II 12 121 1,14 1J2 10 11 100 121 ---
10 II 100 12 1 110 11 10 121 100 110 8 10 64 100 80 11 12 121 144 

I 11 12 121 144 132 II 9 121 81 99 10 11 100 121 110 7 10 49 100 
:s<) 623 70:S (,(,0 (,2 :Sll 7110 6<)~ 733 57 (,1 679 7:S7 71~ s-t (,2 610 7116 

--, 
SlS2 I 
210 I 

168 
110 
132 
70 
690 [i:s -- - .- --- - - --. - ---- - ---- -------L S, 5. (,2 57 54 

L ,~ 623 nu 679 610 
( L St>~ .1025 .1844 3249 2916 
LS~ 59 5X 61 62 
L s/ 705 (/)4 757 786 
(I S~ )~ 3481 3.164 3721 3844 
L S, S~ (,(,() Tn 71 ·' 6')0 

S, and Sl represent session, and scssion2 respectively 
number or key behaviors = 5 

Then by substituting the above values in Pearson Product Moment Coeffic ient of 
Corrclation.i .e !'=N(IS,S2) -O::S,)(I 2 ) 

J [NLS ," - (LS , ) ~ IN (LS ~ , ).- (LS 2)"] We can gc t the correlat ion coenicicnt value or each obser er as f()lIo\ s: 

r,""'5x{)(l()-(5)x59) r, -' 5x733-(62x5H) r, = 5x714 - (57x61) r, = 5x690 - (54x62) 

5.\"623 - 3025 [5.1705 - J4X I]: .J[sxno - JX44 5.\'()04-- :n64 ; .J[5x679 - 3249][5x757 - ~721]: ';fr'[5-x-()-10---2-9-1-""6]"-[5-x7-8-6---3-8-44-"'] 

1' , = 0.87 1':: = 0.90 
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SECTION 2 

I Key -----r-Oh"\"erl er-I 

I Behavior.\" ' -.' 1- ,' ~- . I S ~ 

I I 14 I. I 22) 210 I 

---
0 1)serl'el"-2 

.-
S:! SI- S ] SI ' 2 ' I ·1 

I~ -

15 I 14 225 196 210 

-
Ohser\ler-J 

-'-1 r:<)~ 
. - --- S1- SI ' :! I , 

15 14 225 196 210 
, 

o h,\"e rl'e r-4 

SI IS:! 

I 16 240 
--1.- 1:.1 _2 ) 1% 210 I 'l 15 1% 225 210 I II I 15 It}{J 225 210 14 210 

3 II 9 121 81 99 ~ 12 121 144 132 10 II 100 121 110 9 99 

4 12 II 144 121 132 
I 
. ) II 10 121 100 110 L ___ . -

, U III 63 59 I 807 723 761 

10 II 100 121 110 

I X 
-

10 (J4 100 !{O 

~ 
--

7 06 
-

62 786 742 

9 II 81 121 99 II Ick 1,14 132 

- 5"9 T 63 - 7 23 
--- -

807 761 

II 132 

i 10 II 121 1 1 () 
-

I 60 64 836 79 1 

LSI 63 58 59 60 
, 

L 1- 807 706 723 754 

( L , 1)2 396t) JJ64 "'481 3600 

L S2 59 62 63 64 
, 

L S ~- 7'23 786 807 736 
, 

( 2: S2t J XI JX44 3%9 40c)() 

L 'I 2 761 742 761 791 

I ~ 5 
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APPENDIX-E 

Arbaminch T.T.I (2003/2004 Academic Year) 

Number of Teaching Staff by Subject and Qualification 

QUALIFICATION . 

SUBJECT MA BAiBSC DIPLOMA OTHER TOTAL REMARK 

Amharic - 2 1 - 3 

English - 2 3 - 5 

Mathematics - 2 7 - 9 

Env. Science - 5 3 - 8 

Aesthetics - - 3 3 6 

& phy. Education 

Psychology 1 3 - - 4 

Pedagogy - 3 - - 3 

Total 1 17 17 3 38 

foe " 

Number of Trainees Male 325 . Number of section 15 
", , 

Female 345 A verage class size 45 

Total 670 

Teaching Load Maximum 24 

" 
, , 

Minimum 6 

" 
, , 

Range 18 

t 

, 


