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ABSTRACT

The purpose of this study was to assess the influence that planning have on some
selected instructional behaviours of student-interns within two different teaching
episodes, one planned and the second unplanned. Eight physical education student-
interns from the Department of Health, Physical education, Recreation and Sports of
University of Education, Winneba taught two 30-minutes lesson to Senior High
School and College of Education students. Teacher planning, including lesson note
preparation was done for the first lesson by the student-interns but no planning was
done for the second lesson. The two teaching episodes were videotaped for all the
student-interns and were employed in data analyses. A mixed-methods design was
used to report the project. Two instruments were used for the analysis of selected
teaching behaviours: The Qualitative Dimensions of Lesson Introduction, Task
Presentation, and Lesson Closure (QDITC) system and an interview. Graphs, tables,
frequency counts, percentages and t-test analysis were used to analyse data gathered.
The results showed significant differences in the selected instructional behaviours of
all the eight student-interns across the two teaching episodes. It was evident that
planning had a positive influence on the four instructional behaviours selected for the
student-interns. This implies that a considerable amount of time must be devoted to
teaching how to plan during Physical Education Teacher Education programmes so
that teachers in training can be effective and can acquire proper planning skills before

they become in-service.
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CHAPTER ONE

INTRODUCTION
1.1 Background to the Study

Fundamental to the role of a teacher is the capacity to identify and plan quality
instructional programmes. Planning refers to that domain of teaching in which
teachers formulate a course of action for carrying out instruction over a school year,
semester, week, day, or lesson. Probably the most widely accepted idea in education
is that the value and productivity of a given teaching and learning encounter depends
upon thorough and meticulous planning. On the other hand, the notion persists that
the absence of planning or haphazard planning leads to a wasteful, unproductive
lesson. The assumption, then, is that planning affects in some systematic way the
manner in which teachers behave in a classroom or that decisions made by teachers
during the planning process have an influence on all aspects of their classroom
behaviour (Goldhaber, 2001).

Physical Education teaching can make a unique contribution to the educational
development of learners and may support physical, cognitive, emotional and social
development. This implies that teachers of Physical Education establish and
implement high-quality Physical Education programme that will provide learners with
appropriate knowledge, skills, behaviours and confidence to be physically active for
life. The role of planning in ensuring that the above is achieved is thus, essential.

It follows from this that much of a teacher's behaviour in a classroom should
be predictable by examining the teacher's lesson plan for a particular class. Things
such as the content to be taught, the materials to be used for instruction, the activities
in which the teacher and students will engage, and the way in which the class will be

organized are aspects of classroom behaviours that may fairly easily be predicted
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from a lesson plan. The importance of these aspects of the classroom milieu is
undeniable, yet they provide an incomplete picture of the teaching and learning
process (Byra & Sherman 2003).

According to Imwold, Rider, Twardy, Oliver and Griffin (1984) as cited in
Buddin (2011), teaching is an ongoing, interactive, self-adjusting process in which
teachers must make instantaneous decisions about how to respond to students and
others under constantly changing conditions. It is within the context of these decisions
and interactions that the teaching and learning process unfold. Will planning always
lead to more effective decision-making? Will planning always result into more
effective and accurate teaching behaviour? Little research (Yinger, 2002; Placek,
1987; Shavelson & Stern, 1981; Zahorik, 1975) has been completed about the effect
of planning upon the ongoing, interactive behaviours of teachers as they engage their
students in the learning process. As a consequence, questions like those posed above
continue to go mostly unanswered.

Over the past three decades or so, instructional behaviours have been studied
in classroom and gymnasium settings to better understand what make some teachers
more effective than others, hence maximizing student achievement (Biggs 2003). In
recent times, attention has been shifted to studying teachers‘ planning and teaching
behaviours to gain more insight into teacher effectiveness. Planning seems to play a
fundamental role in linking curriculum to instruction and, in turn, in influencing what
goes on in the interactive teaching environment. Yinger (2002) suggests that "teacher
planning is the major tool by which teachers manipulate the environments that later
shape and control their own behaviour" (p.164).

A significant proportion of instruction consists of teachers making decisions

and judgments about what their students should learn, are learning, and have learned,
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and what instructional activities are appropriate. In most Physical Education Teacher
Education (PETE) programmes, a considerable amount of time is devoted to the
planning process without knowing much about how planning affects the instructional
behaviours of teachers in training. If teacher educators are to continue to hold the
belief that planning contributes to effective teaching, then there is a need to continue

to examine the relationship between planning and instruction more completely.

1.2 Statement of the Problem

Physical Education teacher preparation programmes are supposed to be
designed in such a way that teachers under preparation will be equipped with the right
amount of both content and pedagogical skills to be able to teach effectively.
International studies over the past 30 years have highlighted some of the difficulties
that pre-service teachers face when practicing teaching Physical Education, including
inadequate Physical Education Teacher Preparation (PETE) and poor levels of
resources and training (DeCorby, Halas, Dixon, Wintrup, & Janzen, 2005; Morgan &
Bourke, 2005).

It is observed that student-interns do not pay particular attention to planning,
which is one important thing to do prior to teaching. This may be as result of the
amount of emphasis placed on planning and the time devoted to teaching these
students how to plan before lessons. A careful look at the curriculum also shows that
the courses devoted to teaching planning is inadequate, hence the effect that planning
has on teacher effectiveness has been lost to student-interns. It is widely accepted that
planning prior to teaching and learning has a significant impact on the effectiveness of
teachers but without knowing how much this affects teaching and learning positively,

and the specific aspects of instructional behaviours that are affected by planning.
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It is against this background that the researcher decided to assess the influence
of lesson planning on some selected instructional behaviours by comparing planned
lessons and unplanned lessons that were taught by internship Physical Education

students from the University of Education, Winneba.

1.3  Purpose of the Study
The purpose of this study was to assess the influence of planning on selected
instructional behaviours of a group of internship Physical Education major students

who were on their internship programme.

14 Research Questions

The following research questions were answered:

1. What influence does planning have on the provision of congruent feedback by
student- interns?

2. What influence does planning have on accuracy of cues by interns?

3. How does planning affect demonstration by interns?

4. How does planning affect clarity of task?

1.5  Hypothesis
Based on the various literatures available, the hypothesis below was tested.
1. There will be no significant difference between the instructional behaviours of the

pre-service teachers across the two teaching conditions.

1.6  Significance of the Study
This study would benefit students, teachers, coaches, researchers, and physical

educators. Teachers of physical education, especially those preparing to become in-
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service will find this work useful as they apply findings of this work to their stock of
knowledge and make use of them when deciding to teach.

This research will also contribute to the teacher effectiveness literature that
pertains to planning. Also, the study will serve as evidence that will inform policy
makers and curriculum planners as to reviewing teacher preparation programmes in
the colleges and universities. Again, it will serve as a springboard for future research
in related areas of the study. Emerging problems and areas not investigated like

planning and student behaviour could be investigated by other researchers.

1.7  Delimitations of the Study

The work was first of all, delimited to only those majoring in Physical
Education teaching who were on their internship programme from the University of
Education, Winneba and also practicing their teaching in the Volta Region. Also, the
work was confined to only the classes the eight (8) student-interns that were selected

taught.

1.8  Limitations of the Study

The approach to the study was limited by a number of factors. In the first
place, how sparsely the student-interns were spread all over the region made the
researcher to travel long distances before getting access to them. Travelling
inconveniences, coupled with the financial burden it posed were all limitations that
the researcher faced during data gathering for the study. Another limiting factor was
absence of a good library in the catchment area of the researcher and also, many

books that pertained to the study topic were not current.
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Moreover, since the work covered only the student-interns majoring in
physical education teaching from the University of Education, Winneba (UEW) in the
Volta Region of Ghana, generalization of findings and results of this research can
only be limited to institutions with similar behavioural characteristics as exhibited by
student-interns from University of Education, Winneba (UEW) in this context.
Therefore, generalization of findings and results could not cover institutions unrelated
to UEW in terms of course structure and teacher preparation programmes.

Nonetheless, these limitations did not adversely affect the research.

1.9  Organization of the Project

This research report has been organized under five chapters with the titles:
Introduction, Literature Review, Methodology, Findings/Results and Discussion and
ends with the Summary, Conclusion and Recommendations. Chapter one consists of
the Background to the Study, Statement of the Problem, Purpose of the Study,
Research Questions, Significance of the Study, and the Organization of the Work.
The second chapter deals with the review of related literature about the study. The
literature review is organized under headings and sub-headings. The third chapter
focuses on the methodology used for the study. Detailed discussion of chapter three is
given under the following headings: Research Design, Setting for the Study,
Population of the Study, Sample and Sampling Techniques, Instrumentation
Procedure for Data Collection and, Procedure for Data Analysis.

Chapter four presents research findings, results and discussion. The results and
the findings of the research are presented in tables, charts, and graphs. Percentages
and proportions are used in some situations to explain data generated from various

means. The last part of the organization is chapter five. This chapter presents the
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summary, conclusion, recommendations and suggestions for further studies for this

work.

1.10 Operational Definition of Terms

Teacher planning

Instructor's road map of what students need to learn and how it will be done
effectively during the class time.
Planning

Planning includes any processes that teachers go through in order to prepare
physical education lessons.
Lesson Plan

For this study, a lesson plan includes any written or recorded document that a
teacher creates in preparation of their physical education lesson(s).
Curriculum

In this study, the term —eurriculum™ is used to represent organized materials

that are created to guide instruction in classrooms.
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CHAPTER TWO

LITERATURE REVIEW

This chapter involves the review of exhaustive but incisive relevant literature
regarding the topic under consideration. This study was designed to assess the effect
of planning on the instructional behaviours of some selected student intern Physical
Education major students who were on their internship programme. Therefore, this
review will emphasize the theoretical framework that characterizes the effect of
teacher planning. Literatures regarding the above topic were reviewed under the
following themes:
1. Theoretical Framework
2. Explanation of the Framework Components
3. Lesson Planning and Lesson Plans
4. Importance of lesson planning.
5. Measuring Teacher Quality
6. Planning and Teacher Decision-making.
7. Developing a Lesson Plan
8. Key strategies for improving the quality of physical education
9. The Wippea Model for Lesson Planning
10. Delivery Techniques and Classroom Management Suggestions
11. Feedback
12. Cues
13. Demonstration
14. Lesson Clarity

15. Suggested Practices.
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2. 1 Theoretical Framework

The research design for this study was influenced by previous, but limited,
research on teacher planning. This research includes a framework created by
Shavelson and Stern (1981) who investigated how teachers prepared for literacy
instruction and student grouping. —n order to understand the behaviour of teachers,
then, it is essential to know (a) their goals, (b) the nature of the task environment
confronting them, (c) their information-processing capabilities, and (d) the
relationship between these elements” (Shavelson & Stern, 1981, p. 461). Shavelson
and Stern presented a conceptual domain for evaluating the process teachers go
through to make decisions, judgments, and their behaviours. According to Shavelson
and Stern‘s (1981) framework, there are two paths teachers might proceed through as
they plan instruction. The first path is influenced by:
(1) Antecedent Conditions, (2) Teacher Characteristics, (3) Teacher Cognitive
Processes, and (4) Consequences for Teachers. The arrow from (4) Consequences for
teachers.
(1) Antecedent Conditions represents what happens in classrooms where teachers do
not reflect on implementation to plan the next lesson. The lower loop, including (5)
Consequences for Students and (6) Teacher Evaluation. These represent the reflection
process teachers use to determine how events that occurred during the previous lesson
affect the next lesson. Although the researcher may be interested in how reflection
affects teachers® preparation for future lessons, this study primarily focused on the

first loop, including what occurs prior to each day of instruction.
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Teacher Characteristics Teacher Cognitive Process
- beliefs Information
- concepts of subject selection and \
matter integration
- attributions Consequences for
- heuristics Teachers
Antecedent Conditions (availability,
representativeness, Planning
Information about anchoring, saliency, instruction
stud_e_nts validity) - selection of content
- ablh_ty . Inferences - grouping students
- partlcl_patlon - judgments - selection of
- behaviour problems - expectations activities
Nature of instructional - hypothesis Interaction
task w/students
- goals - teaching routines
- subject matter - behaviour routines
- Stu_de_n_ts Teacher Fvaluation Consequences
- activities for students
Classroom/School - of judgments
Environment - of decisions ¥—_| Not covered in this
- groupness -of teachlng routines review
- evaluative climate
- extra-class pressures

Source:(Shavelson and Stern 1981

Figure 1: The teacher planning model

2.1.1 Explanation of the Framework Components

Shavelson and Stern (1981) presented a cyclical order to the decision-making
process, noting that the process happens sequentially. The Antecedent Conditions are
the issues that could, with or without teachers‘ awareness, impose on their decisions.
The Information for students section is the student characteristics that teachers
consider when thinking about students. The authors cite approximately 30 studies and
reported the specific cues that were used by teachers in forming decisions based on
student characteristics.

Nature of instructional task refers to the components that make up the
activities teachers plan to use for instruction. Classroom or school environment
concerns issues that happen in both places. This includes the physical and social
aspects of the classroom that influence teachers‘ decisions, as well as the external

pressures provided from school administration or parents (Shavelson & Stern, 1981).

10
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However, Antecedent Conditions do not include recent changes in education, or the
reformed physical education curricula and standards of the 1990s and 2000s, potential
sources of influence to supplement the framework.

The next piece of the model is Teacher Characteristics, including the teachers*
beliefs about teaching, decision-making, student responsibility, academic skills,
content, and what effective instruction may look like. Shavelson and Stern (1981)
report that teachers with more experience typically had a skills-oriented conception of
teaching and were less progressive in their decision-making than less experienced
teachers, who typically represented more student-centred approaches to instruction.
The other key beliefs that had an impact on teacher decision-making were teachers®
perceptions of the association of student socioeconomic status (SES), and student
ability. Teachers usually associated high SES with high-ability and low SES with low
ability. Finally, two types of planners emerged from teacher characteristics,
—incremental planners—those who proceed in a series of short steps, based on day-to-
day information, focusing on activities, and comprehensive planners—those who
develop an abstract, general scheme over the long run” (p. 469).

The next section, Teacher Cognitive Processes, is the combination of the
antecedent conditions and the teacher characteristics, and the decisions teachers make
based upon student characteristics and their beliefs about education. Once these
decisions have been made, they lead directly into the Consequences for Teaching.
This portion of the model is based on the premise that teachers® behaviour is guided
by their thoughts, judgments, and decisions from the teacher cognitive processes.
Here the actual lessons are planned and implemented by the teachers. It is important
to note that there is an arrow from this box back to the original antecedent conditions.

As mentioned previously, research has shown that some teachers‘ do not wander from

11
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their specific ideas and plans, and therefore they do not consider the last two sections
of the model. Comprehensive planners could fall into this routine, where incremental
planners typically proceed through Consequences for Students and the Teacher
Evaluation of their process, decisions, planning, implementation, and student results
from the process. Shavelson and Stern (1981) did not highlight the characteristics for
consequences for students in the article. Since this study is not conducting
observations of classrooms and recording of student actions, the aforementioned

missing characteristics are inconsequential.

2.1.2 Traditional Versus Non-traditional Teachers

Because their study was designed to explore the preparation of teachers using
the inquiry-based curriculum Investigations, a non-traditional approach to physical
education content and pedagogy at the elementary level, Raymond‘s (1997) research
on the differences between traditional and non-traditional teachers is particularly
relevant. Raymond‘s work provides specific characteristics associated with traditional
and non-traditional beliefs, organized into four categories: (1) the nature of physical
education, (2) learning physical education, (3) teaching physical education, and (4) for
categorizing physical education teachers® practice. In each component, Raymond
identifies these characteristics to categorize her subjects as traditional, primarily
traditional, an even mix of traditional and non-traditional, primarily non-traditional,

and non-traditional.

2.1.3 Hierarchy of Planning Levels

The final issue to consider from the research review conducted by Shavelson

and Stern (1981) is the hierarchical dimension of planning time. According to the
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authors, there are five levels at which teachers plan. The beginning level is daily,
usually completed by individual teachers. This includes the task used for the
particular day, the schedule and script the teacher and students will follow, and any
assessment that might be built into the lesson. The next level is weekly planning,
which may happen individually or in groups. Teachers tend to keep daily plans in a
lesson-planning book that reflect goals to be accomplished by the end of a week.
Weekly plans are not typically more detailed than daily plans.

Groups or individual teachers can also complete monthly plans. Monthly plans
typically include whole units and are more general than weekly plans, including
materials that need to be gathered for the entire month, or general goals from which
weekly and daily plans will be created. The fourth level of planning is term planning.
This level highlights the content that a teacher wants to complete before a grading
period ends, or specific ideas that deal with seasonal themes. Finally, yearly planning
is typically done at the end of one year, over the summer, or just before the school
year begins. Major school goals could be considered, as well as general themes that
might be used for term or monthly planning. Some yearly planning is done at the
administrative level and handed down to teachers to use in their classrooms.

Brown (1988) built upon previous research by documenting different levels of
planning by teachers. Brown included only four levels of planning in her study: (1)
yearly plans, (2) unit plans, (3) weekly plans, and (4) daily plans. Both studies provide
a basis from which to consider how teachers plan at different levels. Similar to
Shavelson and Stern‘s frameworks, Brown‘s work did not consider standards, GLEs
other issues from recent changes in education that occurred after her research was

published.
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Levels of
Goals Sources Form Factors that influence
planning
To assess the adequacy of | Unit file folders Mostly mental Successes/failures during previous
the scheduling of activities | Textbooks Sketchy outline | school year
and content, supplemental | School calendar of District/school innovative program
instructional materials, District curriculum first week and and workshops
classroom management Guide term District curriculum guide content
policies, and textbooks State competency objectives
Yearly

To plan how to integrate
suggested innovations into

established curriculum

To outline first week‘s and

State competency

Objectives

Textbook content and availability
Student interest

Classroom management

School calendar

Prior experience

Homogeneous ability grouping
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Levels of
Goals Sources Form Factors that influence
planning
first term‘s activities
To plan sequence of Unit file folders List/notes in District curriculum guide content
topics, activities/ Textbooks planbook State competency objectives
materials that will cover School calendar outlining topic, | Availability of materials
district curriculum District curriculum corresponding Student interest
guide content
guide textbook page Nature of the subject matter
Unit State competency numbers and Textbook content

objectives
Audiovisual aids
Supplemental textbooks

and workbooks

activities

Prior experience
School calendar

Homogeneous ability grouping
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Levels of
Goals Sources Form Factors that influence

planning

To plan a variety of Unit file folders List/notes in District curriculum guide content

activities for the next Textbooks planbook State competency objectives

week in the context of School calendar outlining day- Availability of materials

school schedule District curriculum today Student interest

interruptions guide activities and Schedule interruptions

State competency assignments Student performance during

Weekly objectives previous week

Audiovisual aids

Unit plan

Textbook content

Activity flow

Prior experience
Homogeneous ability grouping
Classroom management

School calendar
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Levels of
Goals Sources Form Factors that influence

planning

To decide how to Unit plan Notes in District curriculum guide content

interweave previous day‘s | Weekly plan planbook State competency objectives

lesson into next day‘s Textbooks and on paper Availability of materials

lesson A-V [audio-visual] aids listing Student interest

To set up classroom for Students‘ homework homework Schedule interruptions

next day Assignments assignment, Student interest in yesterday‘s

Daily

To plan procedural details
of activities
To plan next day‘s

homework assignment

activities, and
textbook pages
to

cover

lesson

Student disposition as class enters
room

Prior experience

Classroom management

Activity flow
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Levels of

planning

Goals

Sources

Form

Factors that influence

Textbook content

Homogeneous ability grouping
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2.2 Lesson Planning

—Fhe complex cognitive skill of teaching involves (a) assembling known
pieces of organized behaviours, namely, action systems or schemas, into effective
sequences that meet particular goals; (b) assembling appropriate goals to meet larger
teaching objectives; and (c¢) doing both of these in a way that attends to specific
constraints in the total system. We refer to this collection of skills as planning.”
(Leinhardt, 1989, p. 53)

To further delineate the definition of planning, any processes that teachers go
through in order to prepare physical education lessons are considered planning for this
study. This includes reading curriculum materials, consulting other print resources,
talking with colleagues, referencing personal beliefs or knowledge, creating formal or
informal notes regarding the goals for lessons, choosing content to implement,
determining order and methods for instruction, and noting any other prompts or
suggestions for reference during implementation.

A lesson plan is a teacher's detailed description of the course of instruction for
one class. A daily lesson plan is developed by a teacher to guide class instruction.
Details will vary depending on the preference of the teacher, subject being covered,
and the need and/or curiosity of students. There may be requirements mandated by the
school system regarding the plan. Lesson planning is a vital component of the
teaching-learning process. Proper classroom planning will keep teachers organized
and on track while teaching, thus allowing them to teach more, helps students reach
objectives more easily and manage less. The better prepared the teacher is, the more
likely she/he will be able to handle whatever unexpectedly happens in the lesson.

Many educators believe that lesson planning is a critical element of effective

instruction. As an old adage says, —Failing to plan is planning to fail.”Lesson planning
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helps ensure that classroom instruction aligns with curriculum goals and objectives
and therefore enables students to demonstrate their successful learning on unit or
curricular assessments. Lessons not only shape how and what students learn, they also
impact student attitudes toward learning. In the long run, it is the lesson—not the
curriculum or the unit plan—that students actually experience. It is through the
lessons they teach each day that teachers communicate what actual learning is all
about and what they believe matters in the teaching and learning process. As they
experience the lesson, students may decide whether they will or will not invest their
time and energy to learn the material.

Classrooms are busy places with many things happening all at once. Teachers
are challenged to monitor multiple classroom events simultaneously while at the same
time collecting and analyzing data on student performance. In the course of teaching
lessons, teachers must make important instructional decisions almost continually.
What question should I ask next? Should I call on a particular student or not? What
does this student‘s answer reveal about their understanding or skill? Are my students
showing that they are ready to move on, or do I need to clarify information for them?
Clearly, just remembering how the lesson should unfold can be challenging when
teachers are simultaneously trying to monitor student learning while also making
significant instructional decisions.

Lesson planning well in advance of the actual class meeting allows for the
luxury of time. Teachers need time to think through their lesson goals and objectives.
They need to consider the logical progression of the lesson as it unfolds to lead
students to improved knowledge and performance. The decision-making process of
lesson planning requires teachers to pull together an array of knowledge and

understanding. What do I know about learning in general, what do I know about
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learning in Physical Education, what characteristics of my students will affect the
choices I make about my lesson experiences, what are the many ways I know to help
my students achieve the lesson goals, and, of all the ways I know, which ones should I
choose and why.

Lesson planning is also an opportunity to think about the kinds of teaching
that result in student learning. Physical educators are generally in agreement regarding
a repertoire of teacher behaviours that result in improved student learning. If these
behaviours are key to successful learning, then teachers must ensure that these

behaviours are consciously planned for in each lesson.

2.2.1 Why plan

Teachers may ask themselves why they should bother writing plans for every
lesson. Some teachers write down elaborate daily plans; others do the planning inside
their heads. Pre-service teachers say they write daily lesson plans only because a
supervisor, cooperating teacher, or school administrator requires them to do so. After
they graduate, many teachers give up writing lesson plans. However, not many
teachers enter a classroom without some kind of plan. Lesson plans are systematic
records of a teacher‘s thoughts about what will be covered during a lesson. Richards
(1998) suggests that lesson plans help the teacher think about the lesson in advance to
—esolve problems and difficulties, to provide a structure for a lesson, to provide a
_ma°* for the teacher to follow, and to provide a record of what has been taught” (p.
103).

There are also internal and external reasons for planning lessons
(McCutcheon, 1980). Teachers plan for internal reasons in order to feel more

confident, to learn the subject matter better, to enable lessons to run more smoothly,
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and to anticipate problems before they happen. Teachers plan for external reasons in
order to satisfy the expectations of the principal or supervisor and to guide a substitute
teacher in case the class needs one. Lesson planning is especially important for pre-
service teachers because they may feel more of a need to be in control before the
lesson begins. Daily lesson planning can benefit Physical Education teachers in the
following ways:

i. A plan can help the teacher think about content, materials, sequencing, timing,

and activities.

ii. A plan provides security (in the form of a map) in the sometimes

unpredictable atmosphere of a classroom.
iii. A planis a log of what has been taught.
iv. A plan can help a substitute to smoothly take over a class when the teacher
cannot teach. (Purgason, 1991)

v.  Daily planning of lessons also benefit students because it takes into account
the different backgrounds, interests, learning styles, and abilities of the
students in one class.

Lesson planning also provides a coherent framework for smooth efficient
teaching, helps the teacher to be more organized, gives a sense of direction in relation
to the syllabus, helps the teacher to be more confident when delivering the lesson,
provides a useful basis for future planning, helps the teacher to plan lessons which
cater for different students and it is a proof that the teacher has taken a considerable

amount of effort in his/her teaching.
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2.2.2 Decisions involved in planning lessons

Planning is imagining the lesson before it happens. This involves prediction,
anticipation, sequencing, organizing and simplifying. When teachers plan a lesson,
they have to make different types of decisions which are related to the following
items: The aims to be achieved; the content to be taught; the group to be taught: their
background, previous knowledge, age, interests, etc., the lessons in the book to be
included or skipped; the tasks to be presented; the resources needed among others.
The decisions and final results depend on the teaching situation, the learners” level,
needs, interests and the teacher‘s understanding of how learners learn best, the time
and resources available.

Hints for effective lesson planning include:

¢ When planning, think about your students and your teaching context first.

e Prepare more than you may need: It is advisable to have an easily presented,
light —reserve” activity ready in case of extra time .Similarly, it is important to
think in advance which component(s) of the lesson may be skipped. If you
find yourself with too little time to do everything you have not planned.

e Keep an eye on your time. Include timing in the plan itself. The smooth
running of your lesson depends to some extent on proper timing.

e Think about transitions (from a slow task to a more active one).

e Include variety if things are not working the way you have planned.

e Pull the class together at the beginning and at the end.

e End your lessons on a positive note.

Planning enables you to think about your teaching in a systematic way before you

enter the classroom. The outcome of your planning is a coherent framework which
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contains a logical sequence of tasks to prepare the field for more effective teaching
and learning. Plans only express your intentions. Plans are projects which need to be
implemented in a real classroom with real students. Many things may happen which
you had not anticipated. In the end you need to adapt your plans in order to respond to
your pupils” actual needs. It is important to bear in mind Jim Scrivener‘s words:
Prepare thoroughly. But in class, teach the learners not the plan.

Many people emphasize the importance of good teachers, and many local, state,
and federal policies are designed to promote teacher quality. Research using student
scores on standardized tests confirms the common perception that some teachers are
more effective than others and also reveals that being taught by an effective teacher
has important consequences for student achievement. Teachers matter more to student
achievement than any other aspect of schooling.

Many factors contribute to a student's academic performance, including individual
characteristics and family and neighbourhood experiences. But research suggests that,
among school-related factors, teachers matter most. When it comes to student
performance on reading and math tests, a teacher is estimated to have two to three
times the impact of any other school factor, including services, facilities, and even
leadership. Non-school factors do influence student achievement, but they are largely
outside a school's control.

Some research suggests that, compared with teachers, individual and family
characteristics may have four to eight times the impact on student achievement. But
policy discussions focus on teachers because it is arguably easier for public policy to
improve teaching than to change students' personal characteristics or family

circumstances.
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Effective teachers are best identified by their performance, not by their background
or experience.

Despite common perceptions, effective teachers cannot reliably be identified
based on where they went to school, whether they are licensed, or (after the first few
years) how long they have taught. The best way to assess teachers' effectiveness is to
look at their on-the-job performance, including what they do in the classroom and
how much progress their students make on achievement tests. This has led to more
policies that require evaluating teachers' on-the-job performance, based in part on

evidence about their students' learning.

Effective teachers tend to stay effective even when they change schools.

Recent evidence suggests that a teacher's impact on student achievement
remains reasonably consistent even if the teacher changes schools and regardless of
whether the new school is more or less advantaged than the old one.-And this is our
present purpose: to discover, so far as possible, what elements enter into the making
of a capable teacher.” Meriam, Teachers College Contributions to Education (1996).

School administrators are well aware that teachers matter for student
achievement. It is also generally recognized that there is wide variation in teacher
effectiveness both within and between schools (Kane, Rockoff, & Staiger 2008;
Hanushek, Kain, & Rivkin, 2005; Rockoff, 2004; Lankford, Loeb, & Wyckoff
2002;). As recently as two decades ago, we had no way of quantifying the variation in
teacher classroom effectiveness. Many concluded that while teachers are hugely
important, variation in teacher effectiveness within and between schools is based on
unobservable teacher characteristics that are difficult if not impossible to measure.

School administrators could recognize the difference in learning outcomes that would
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occur when a child was assigned to one teacher over another but quantitatively
measuring the extent of a teacher‘s effectiveness was a daunting challenge. Luckily,
the empirical revolution that has occurred in education over the past few years has led
to the development of a set of tools that are capable of quantifying the extent of
variation in teacher effectiveness for the first time (McCaffrey, Lockwood, Koretz, &
Hamilton, 2003).

Although imperfect, tools such as —walue-added” measuring provide us with
useful estimates that help describe the variation in teacher effectiveness. —Value-
added” methods are a collection of complex statistical techniques that isolate teacher
and school contributions to student learning from their students® backgrounds and
preparation. These new statistical methods improve upon traditional metrics that
describe average student achievement at a school by capturing student achievement
gains, conditional on student background and preparation, instead of measuring
student achievement levels, which could be strongly influenced by student family
disadvantage or other background characteristics. When judging the value of any new
tool it is essential to consider the counterfactual- if we dislike —alue-added”
measurements, what are the alternative approaches to measuring teacher quality?

The next section establishes the need for accurate measures of teacher quality
by describing evidence on the importance of teachers for both short and long term
student outcomes. The following three sections contain a comprehensive review of the
prodigious body of research related to the relationship between teacher experience,
graduate degrees, and licensure test results on one hand and student achievement on
the other. The specific research question addressed is whether these observable

characteristics of teachers are associated with high student outcomes. The final
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section concludes by describing the potential of value-added measuring tools to assist

school leaders when making decisions about teachers.

2.2.3 Benefits of Lesson Planning

Lessons that are well planned are more likely to help teachers avoid
frustrations and unpleasant surprises, stay on track, achieve their objectives, inspire
the teacher to improve and further lessons, in evaluating his teaching, develop self
confidence in the teacher and properly take care or take into consideration, the level
and previous knowledge of students. Other benefits are that the teaching matter is
organised in a time-frame, it inspires the teacher to ask proper and important
questions, it provides guidance to the teacher as to what and where he should teach, it
helps in creating the interest of students towards the lesson, it stimulates the teacher to
think in an organised manner and also helps the teacher to understand the objectives
properly.

Lesson planning also allows the teacher to visualize (and, therefore, better
prepare for) every step of the teaching process in advance. This visualization typically
increases teacher success. A well done lesson plan can also "save" your class if for
some reason you can't be there to teach. The lesson plan will provide invaluable
guidance for the substitute teacher. Lesson plans also provide a record that allows
good, reflective teachers to go back, analyze their own teaching (what went well, what
didn't), and then improve on it in the future. In addition, this record will save you time
in the future. When you teach similar lessons you can refer back to your old lesson
plan (kept on file) and "recycle" the successful elements (instead of starting "from

scratch").
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Instructors and learners benefit from thoughtful lesson planning. It provides a
framework for instruction, and it guides implementation of standards-based education.
Lesson planning establishes a road map for instructors of what has been taught and
what needs to be taught. It allows them to focus on one objective at a time and
communicate to learners what they will learn in each lesson. Because lessons
incorporate ongoing assessments that determine how well learners under-stand
concepts and skills, instructors are able to make mid-course changes in instructional
procedures or provide additional support to learners. Additionally, the practice and
application components of the lesson help learners use the new skills and knowledge
in educational and other settings, thus promoting generalization and relevance.
(Barroso & Pon, 2004). In summary although it requires an investment of time and

energy, lesson planning produces many valuable benefits.

2.2.4 The Disadvantages of Not Having a Lesson Plan

Without a lesson plan, you essentially have to start over each quarter or
semester when it comes to devising a curriculum. Granted, you may have a general
idea of what you did previously and what you wish to do the next time, but if it is not
written down, you create more work for yourself. In addition, you would not have the
ability to make notes on the plan in regards to what works and what does not. Lastly,
there is the issue that you may teach it differently every time, which can become time-
consuming.

You are only human, and life will inevitably pull you in all sorts of different
directions, be it in the form of illness or family emergencies. When you are not able to

be in the classroom, the absence of a lesson plan can create disorganization since your
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substitute will at best only have a general idea of how to carry out the objectives of
the day.

A lesson plan keeps you on schedule and helps to foster order in the
classroom. Not having one leaves you vulnerable to getting side tracked. Sometimes,
it may be that you have a particularly deep, discussion-rich type of topic that causes
you to lose track of time and miss covering other important aspects of the material.
Other times, without a lesson plan to keep you honest, you yourself may feel
compelled to add extra points or veer off on tangents.

The students themselves are also affected by not having a lesson plan. It is one
thing for disorganization to make your job harder, but it is entirely another when you
compromise the value of your class' education. For starters, your credibility can be
undermined if you appear to not be on top of things. It is even worse when you create
extra work for students based on an in-class error on your part. For instance, if you
make students take a quiz that they have already taken, it can discourage their

learning under your tutelage.

23 Teachers Matter

School leaders have long been aware of the potential impact of an excellent
teacher on student achievement outcomes. Recent developments in analytic methods
have allowed us to begin to quantify that impact for the first time (Buddin, 2011;
McCaffrey, 2003; Sanders & Horn, 1998). Large-scale, longitudinal studies in Texas
and New Jersey provide robust evidence of the extent to which teachers matter for
student academic success.

Researchers Rivkin, Hanushek, & Kain, (2005) used a panel data set of

student outcomes on the Texas state test spanning grades 3 to 7 for three cohorts of
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students in the mid-1990s to identify sources of differences in student achievement,
providing strong evidence that a one standard deviation increase in teacher quality
(measured in terms of prior student achievement gains on the state test) can have a
0.10 standard deviation impact on student achievement in math and a slightly smaller
effect in reading. Rockoff (2004) affirms this finding by using a random-effects meta-
analytic approach with New Jersey data for two contiguous districts from 1989-90
through 2000-01 to measure the variance of teacher fixed effects on student
achievement. Rockoff's empirical results indicate large differences in teacher quality
within schools, concluding that a one standard-deviation in teacher quality raises test
scores by approximately 0.10 standard deviations in reading and math.

The magnitude of teacher impacts on student achievement outcomes is once
again affirmed by findings using data for Chicago public high schools by Aaronson,
Barrow and Sander (2007). The measure of teacher quality employed in this study is
the effect on ninth-grade math scores of a semester of instruction with a particular
teacher, controlling for prior-year math scores and a range of observable student
characteristics. The authors find a one-semester improvement in math teacher quality
raises student math scores over one year by approximately one-fifth of average yearly
gains. The magnitude of this estimate is statistically similar to the results reported by
Rockoff (2004) and Rivkin et al. (2005).

Hanushek (1992) has quantified the difference between having the —best” and
the —worst” teacher for one school year using data that were generated over a 4-year
period by the Gary Income Maintenance Experiment, incorporating test scores from
the lowa Reading Comprehension and Vocabulary tests. He ranks all teachers based
on effectiveness measured by student test scores and calculates the difference between

being assigned to a teacher at the twenty-fifth percentile as compared to being
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assigned to a teacher at the seventy-fifth percentile in quality, finding that the
difference is about an additional grade-level‘s worth of proficiency by the end of the
school year.

As implied by the consensus reached by these independent studies of the
magnitude of teacher impacts, most contemporary education researchers agree that
teachers matter (Kane, Rockoff, & Stagier, 2006; Kane & Staiger, 2005; Rockoff
2004; Jacob & Lefgren, 2004; Jepsen & Rivkin, 2002; Rivers & Sanders, 2002;
Angrist & Lavy, 2001; Goldhaber & Brewer, 1997). The biggest issue facing school
leaders, researchers and others in the education community is quantifying how much
particular teacher characteristics matter and whether it is possible to predict teacher
performance based on characteristics observed at the time of hiring. The next section
attempts to synthesize the findings on three tangibles relating to measurement of

teacher quality.

2.3.1 Measuring Teacher Quality

Traditionally, school leaders have had a limited number of indicators with
which to judge teacher quality. This can be particularly problematic in schools serving
low-achieving, poor, and minority students, which often face difficulties attracting
and hiring effective teachers (Lankford, Loeb & Wycko, 2002; Ferguson, 1998; Krei,
1998;). Because schools such as these do not attract as many applications from high
quality candidates, principals would greatly benefit from tools that help them
accurately identify the highest quality applicants. Three common indicators of teacher
quality that principals and school leaders currently rely upon are teacher experience,

possession of graduate degrees, and teacher certification.
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2.4  Planning and Teacher Decision-Making

In a key study published more than 35 years ago, Zahorik (1970) articulated
the importance of planning, stating, —Fhere seems to be widespread agreement not
only on the value of planning, but also on the substance and the format of plans” (p.
143).Zahorik explained teachers are expected to plan lessons for their students,
including goals or objectives for learning, activities to be used including materials and
management issues, and assessments that allow the teacher to understand what
students learned or did not understand. Zahorik‘s study reported on the planning and
teaching of 12 Grade 4 teachers who were divided into two groups, those who
planned and those who did not.

Teachers who planned were given two weeks to plan a 30-minute lesson,
while those who did not plan were given instructions on what to teach about five
minutes before the lesson began. A neutral topic (credit cards) was identified in order
to eliminate issues related to content specific planning. All lessons were observed
with researchers looking for specific behaviours demonstrated by the teachers related
to introduction of new topics, encouragement of students, and interactions where
teachers were questioning students to think deeper about topics. One compelling
finding was that teachers* sensitivity to students‘ responses varied markedly between
the two groups. -Once the teacher decides what outcomes he wants from the lesson
and how he will achieve them, he sets out to produce these outcomes regardless of
what the pupils introduce into the teaching-learning situation” (Zahorik, 1970, p.
150). In other words, the teachers that planned became very rigid in their lessons, not
varying from their plans, while teachers who did not plan addressed more issues that
students introduced and encouraged more open thought regarding the lesson ideas.

Zahorik notes that it is impossible for teachers to go into classrooms everyday
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unprepared to teach, as this would lead to unproductive learning in the long run. At
the same time, he calls into question the importance of planning. He asks that are
teachers considering student thinking and interaction when they are planning, or do
they create rigid scripts and schedules for teaching?

In a synthesis of research on teacher decision-making and planning, Shavelson
and Borko (1979) stated, -Only recently have teachers® intentions, goals, judgments,
and decisions been admitted as a legitimate part of research on teaching” (p. 183).
They noted that previous research had focused on teacher characteristics such as
attitudes and interests and their effects on student achievement. Shavelson and Borko
suggested a decision-making paradigm that includes teacher characteristics and their
influence on teacher decision-making. Teachers combine their knowledge of students*
characteristics with their own personal beliefs about teaching strategies and activities
they feel will be most beneficial for their students. This process, referred to as
preactive teaching, is the planning that takes place before lesson implementation. The
authors focused on preactive teaching (planning, material preparation, and grading of
previous student work to inform planning), the decisions teachers made, and how
these decisions affected instruction specifically related to grouping students.

Shavelson and Borko (1979) identified several student characteristics for
teachers to consider when grouping students: achievement, class participation,
classroom behaviour, student social abilities and cooperation, as well as work habits
of each student and their self-concept. They suggested teachers needed to be more
aware of their strategies for making decisions as this leads to more effective
instruction. Grouping decisions have an impact on instruction and need to be
addressed when considering teacher planning and decision-making. Borko,

Shavelson, and Stern (1981) addressed an additional component of the decision-
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making paradigm. The authors reported teachers® motives, beliefs, goals, and
knowledge needed to be taken into account when addressing the decision-making
process. Teachers combine their knowledge of students® characteristics with their own
personal beliefs about teaching strategies and activities they feel will be most
beneficial for their students. Borko et al. (1981) reviewed four studies that addressed
teachers® preactive teaching procedures as they related to forming groups within
classrooms. They noted teachers considered several student characteristics when
planning groups, but also considered content related characteristics (Borko et al.,
1981). While teachers have at their disposal a wide variety of information about
students, they apparently combine selected pieces of this information into reasonably
accurate estimates of student abilities for forming groups” (p. 458). Borko et al. also
reported other factors that influenced teachers® planning such as student success in
other content areas (e.g., science, language arts, or social studies), availability of
resources, and class size.

Berliner (1986) described the need to consider teaching strategies used by
expert and novice teachers. His research focused on why teachers chose to do a
homework review when class began. Berliner reviewed several studies related to this
idea and noted the similarities and differences between experts and novices in how
they used the activity. Berliner argues, —For example, because these kind of studies
give us information about the routines, scripts, and schema used by experts, we are
helped in identifying the buggy routine or script, or the ill-formed schemata, that
might be characteristic of less expert or novice teachers” (Berliner, 1986, p. 6). He
noted that we should not just observe expert teachers; we need to, —also ask them to
tell you what they are seeing, thinking, doing, and feeling” (p. 8) in order to gather the

most beneficial data possible.
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Borko and Livingston (1989) also addressed expert versus novice teachers*
instruction. The authors suggested two conceptual frameworks they employed for
determining patterns in teacher planning, teaching, and self-reflection. —Fhe first
framework is the characterization of teaching as a complex cognitive skill determined,
in part, by the nature of a teacher‘s knowledge system ... The second framework
describes teaching as improvisational performance” (pp. 473-474).

Borko and Livingston recorded how teachers use pedagogical reasoning in
planning and teaching. Experts were typically more discriminating in how they used
information, while novices used anything that was available as a —safety net.” When
pedagogical reasoning, as well as pedagogical content knowledge, was explored,
novices tended to have disconnected planning and instructional practices.
Improvisational performance included the teacher working from loose guidelines
versus rigid scripts of information. Therefore, the teacher had to rely on their own
strengths, experiences, and bags-of-tricks to make the lesson work. Because novice
teachers have less experience, experts tended to be stronger improvisational
performers and can work from loose lesson planning, versus very detailed notes and
plans.

Borko and Livingston‘s (1989) research concluded that experts were better at
informal planning and teaching from these plans. Although many experts noted going
through a rehearsal of the lesson, this was not consistently done before lessons.
Instead, the expert teachers would think about their plans at irregular times,
sometimes a week ahead of time, others just hours before class. Novice teachers had
similar written lesson plans, although they contained more details about time and

materials management than expert plans. However, the process by which novice
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teachers created their plans was very different than the experts who relied on the fact
that they had taught the lessons before.

Novices could only look ahead a couple of pages, or a week at the most for
planning. This made many novices lose sight of the entire unit and its goals
sometimes. Overall, novice teachers struggled to plan and implement lessons because
of inexperience. Although, -we know little about the process by which novices
become experts” (Borko & Livingston, 1989, p. 495) and need to continue research in
this area. Shavelson (1983) highlighted the need for research on decision-making at
the planning stage because he argues that these decisions ultimately control the
majority of the key components of the implemented lessons, such as the activity or
task, the goals, the materials, and the lesson structure. However, few studies have
focused primarily on the planning of instruction. -While most research has found
activities to be of central importance in plans, little is known about how activities are
constructed” (Shavelson, 1983, p. 405). Borko and Shavelson (1983) made specific
recommendations for teacher education based on a synthesis of research regarding
teachers® decision-making. They argued that teacher planning is a complex process,
and teachers have to attempt to balance cognitive goals for students with social and
motivational goals. -While research tells us a fair amount about the elements in
teachers‘ plans, much less is known about the planning process” (Borko & Shavelson,
1983, p. 212). The authors noted a need to support teachers as decision-makers and
give them the tools to realize they are reasonable decision-makers in their own
classrooms.

According to Borko and Shavelson, we need to make teachers aware of the
authority they have to make decisions when planning instruction, as well as how their

decisions might affect their classroom, their students, their school, and their future
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decisions. It is also important for teachers to realize that their planning process should
be modifiable. Teachers, who create yearly plans, or even weekly and daily plans,
need to understand the importance of reflecting on their plans and making adaptations

that meet their students needs in the classroom daily.

2.4.2 Major factors to consider prior to preparing a lesson plan

At times, it may seem like writing a lesson plan is such a major undertaking
that it would require a teacher's entire day just to prepare one, however it really does
not have to be that way. If you take a deep breath and follow the advice here, you will
have your lesson plan done in no time. The first thing of course is to figure out what
you will need to consider prior to making a lesson plan.

Prerequisites: Know what your students have already learned. This is usually
pretty easy since you would have been teaching your own students all year long.
However, there may be times when it is important to think about this. For example, if
you are teaching a class to a group who has never had you before (perhaps you are a
specialist on a particular subject and have been brought in to teach your area of
expertise or maybe this is the first day of class), then you need to find out from the
regular teacher (or the previous teacher[s]) what the students already know. Do not
make assumptions about it either. You may be teaching a lesson on energy and say to
the students, "as we all know, you cannot get more energy from something than you
put in." However, it is possible they may not be familiar with the first law of
thermodynamics and you need to teach them what that is.

Goals and Outcomes: This is another thing we mentioned previously as
something you may want to add to a lesson plan. However, whether you write this out

or not, it is vital to know these things before you start writing the main part of your
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plan. It is impossible to write a lesson without first considering what you want to
accomplish with it. If your goal is to show your students how to write a proper
sentence, then you would not offer a lesson plan that discusses what Shakespeare's
greatest play was. While it may be fascinating to discuss the merits of Macbeth as
opposed to The Merchant of Venice, it will not teach your students how to write a
proper sentence.

Materials: This is another one of those, seems obvious until you actually think
of it. If your students are going to need something special in order for you to do your
lesson plan, figure out how they will get it. Perhaps they all need to have glue,
scissors and paper. If so, tell them they will need that. Maybe they need to have a
copy of a page from some obscure text. If that is the case, make sure you go to the
office and get the copies made before you walk into your classroom.

What do you bring to the table: Every single person on earth has some unique
qualities that they can offer when explaining something to another human being.
Some people may be better at showing rather than telling. Others may be better
making their students feel as if they are part of the action in an historical moment.
Whatever it is that you have, think about how to incorporate it into your lesson.
Planning ahead to identify a course of action that can effectively help learners reach
their goals and objectives is an important first step in effective instruction. Lesson
planning communicates to learners what they will learn and how their goals will be
assessed, and it helps instructors organize content, materials, time, instructional

strategies, and assistance in the class-room.

38



University of Education,Winneba http://ir.uew.edu.gh

2.4.3 Effective Lesson Planning

Planning ahead to identify a course of action that can effectively reach goals
and objectives is an important first step in any process, and education is no exception.
In education, the planning tool is the lesson plan, which is a detailed description of an
instructor‘s course of instruction for an individual lesson intended to help learners
achieve a particular learning objective. Lesson plans communicate to learners what
they will learn and how they will be assessed, and they help instructors organize
content, materials, time, instructional strategies, and assistance in the classroom.
Lesson planning helps English as a second language (ESL), adult basic education
(ABE), adult secondary education (ASE), and other instructors create a smooth

instructional flow and scaffold instruction for learners.

2.4.4 The Lesson Planning Process

Before the actual delivery of a lesson, instructors engage in a planning
process. During this process, they determine the lesson topic (if states have
implemented content standards, the topic should derive from them). From the topic is
derived the lesson objective or desired results, thus, the concepts and ideas that
learners are expected to develop and the specific knowledge and skills that learners
are expected to acquire and use at the end of the lesson. Objectives are critical to
effective instruction, because they help instructors plan the instructional strategies and
activities they will use, including the materials and resources to support learning. It is
essential that the objectives be clear and describes the intended learning outcome.
Objectives can communicate to learners what is expected of them but only if they are
shared with learners in an accessible manner. Instructional objectives must be

specific, outcome-based, and measurable, and they must describe learner behaviour.
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Heinich, Molenda, Russel, & Smaldino, (2001) refer to the ABCD‘s of writing
objectives:

Audience — learners for whom the objective is written (e.g., ESL, ABE, GED);
Behaviour — the verb that describes what the audience will be able to do (e.g.,
describe, explain, locate, synthesize, argue, communicate);

Condition — the circumstances under which the audience will perform the behaviour
(e.g., when a learner obtains medicine from the pharmacy he or she will be able to
read the dosage); and

Degree — acceptable performance of the behaviour (i.e., how well the learner performs
the behaviour).

Learner assessment follows from the objectives. Based on the principles of
backward design developed by Wiggins and McTighe (1998), instructors identify the
lesson objective or desired results and then decide what they will accept as evidence
of learners‘ knowledge and skills. The concept of backward design holds that the
instructor must begin with the end in mind (i.e., what the student should be able to
know, understand, or do) and then map backward from the desired result to the
current time and the students‘ current ability or skill levels to determine the best way

to reach the performance goal.

2.4.5 Models of lesson planning

There are a number of approaches to lesson planning. The dominant model of
lesson planning is Tyler‘s (1949) rational-linear framework. Tyler‘s model has four
steps that run sequentially: (1) specify objectives; (2) select learning activities; (3)
organize learning activities; and (4) specific methods of evaluation. Tyler‘s model is

still used widely in spite of evidence that suggests that teachers rarely follow the
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sequential, linear process outlined in the steps (Borko & Niles, 1987). For example,
Taylor (1970) studied what teachers actually did when they planned their lessons and
found that they focused mostly on the interests and needs of their students. More
important, he found that teachers were not well prepared in teacher education
programmes for lesson planning.

In response to these findings, Yinger (1980) developed an alternative model in
which planning takes place in stages. The first stage consists of -problem conception”
in which planning starts with a discovery cycle of the integration of the teacher‘s
goals, knowledge, and experience. The second stage sees the problem formulated and
a solution achieved. The third stage involves implementing the plan along with its
evaluation. Yinger sees this process as becoming routine, whereby each planning
event is influenced by what went on before and what may happen in the future. He
also sees a place for considering each teacher‘s experiences as influencing this
ongoing process of planning.

Research on what English language teachers actually do when planning
lessons has shown that many teachers, when they do write lesson plans (Richards &
Lockhart, 1994), tend to deviate from the original plan. Also, when English language
teachers do write daily lesson plans, they do not state them in terms of behavioural
objectives, even though they are taught this method in pre-service teacher education
courses (Richards & Lockhart, 1994; Freeman, 1996; Bailey, 1996). Instead, English
language teachers, especially more experienced teachers, are more likely to plan their
lessons as sequences of activities (Freeman, 1996), teaching routines, or to focus on
the need of particular students (Richards & Lockhart, 1994).

Bailey‘s (1996, p. 38) study of six experienced English language teachers

came up with the following interesting reasons (stated as principles) why teachers
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deviate from the original lesson plan: (1) —Serve the common good.” Here teachers
are willing to deviate from the original lesson plan because one student raised an issue
that the teacher perceives to be relevant for the other students. (2) —Feach to the
moment.” Sometimes, teachers may completely abandon the lesson plan to discuss
some unplanned event because the teacher thinks it is timely for the class. (3) <Further
the lesson.” Teachers make a procedural change during the lesson as a means of
promoting the progress of the lesson. (4) ~Accommodate students‘ learning styles.”
Teachers may sometimes depart from their lesson plans in order to accommodate their
students® learning styles if the original plan has not accounted for them. (5) Rromote
students® involvement.” Teachers sometimes eliminate some steps in their lesson
plans in order to have more student involvement, especially if the students are not
responding. (6) —Bistribute the wealth.” This last principle has teachers changing
lesson plans to encourage quiet students to participate more and to keep the more
active students from dominating the class time. These findings show that teacher
decision making is a dynamic process involving teachers making choices before,

during, and after each lesson.

2.4.6 The WIPPEA Model for Lesson Planning

The WIPPEA Model, an acronym that stands for Warm-up, Introduction,
Presentation, Practice, Evaluation, Application, is a lesson plan model that represents
a continuous teaching cycle in which each learning concept builds on the previous
one, serving as an instructional roadmap for instructors. The WIPPEA lesson plan
model is adapted from the work of Hunter (Hunter, 1982). This six-step cyclical
lesson planning approach has learners demonstrate mastery of concepts and content at

each step before the instructor proceeds to the next step.
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Warm-up — Assesses prior knowledge by reviewing previous materials relevant to the
current lesson. Introduce an activity that reviews previously learned content (e.g., for
a vocabulary lesson, the warm-up may be a quick matching exercise with words
previously learned and their definitions), and also include an activity that focuses on
the topic to be taught.

Introduction — Provides a broad overview of the content and concepts to be taught and
focuses the learners* attention on the new lesson. Introduce the purpose of the lesson
by stating and writing the objectives for learners and discussing the lesson content and
benefits by relating the objective to learners‘ own lives. Assess learners® prior
knowledge of the new material by asking questions and writing learners‘ responses on
a chalkboard or flip chart.

Presentation — Teaches the lesson content and concepts. Create an activity to
introduce the concept or skill (e.g., introduce new vocabulary by asking learners to
work in groups to identify words related to taking medications) and then introduce
information through a variety of modalities using visuals, realia, description,
explanation, and written text. Check for learner understanding of the new material and
make changes in lesson procedures if necessary.

Practice — Models the skills and provides opportunities for guided practice. Introduce
a variety of activities that allow learners to work in groups, in pairs, or independently
to practice the skills, concepts, and information presented. Integrate technology into
activities as available.

Evaluation — Assesses each learner‘s attainment of the objective. Include oral, aural,
written, or applied performance assessments. For example, ask students to fill in the

blanks on a cloze activity using the four medicine warning labels that were discussed
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in class. For lower level learners, provide a word bank at the bottom of the worksheet.

Omit the word bank for more advanced students.

Application — Provides activities that help learners apply their learning to new
situations or contexts beyond the lesson and connect it to their own lives. Choose
activities that learners can relate to or have expressed concern about. For example,
have learners read the label of a medication they or a family member may use at home
to make certain they understand the meaning of the words on the label. Gather
feedback from learners in follow-up classes and help them assess what additional

support, if any, they may require.

The following graphic integrates the WIPPEA process with backward design
in a lesson planning wheel. In this cyclical approach, teachers assess prior knowledge,
provide a broad overview of the content or concepts to be taught, introduce
vocabulary, teach content or concepts, check comprehension, combine the content and
vocabulary through guided practice, evaluate student performance, and provide an
application activity. Instructional strategies vary depending on the lesson content and
skill areas, and the needs of the learners. Planning for differentiated instruction
requires various learner profiles to inform the process. Students demonstrate mastery
of concepts or content in each step before the teacher proceeds to the next step. The
relationship of the objective to the evaluation keeps the lesson focused and drives

instruction.
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Figure 2: The WIPPEA Model for Lesson Planning

Instructors can then select materials and activities that will best prepare
students to successfully complete the evaluation activity in the lesson. The process is
repeated for each learning objective. Lesson planning is an ongoing process in which
instruction flows from one objective to the next. This cyclical process is repeated for

each learning objective.

2.4.7 Planning Teaching Sessions

In an outcomes-based curriculum, classes, modules, and programmes are
designed based on the end goal, the skills and knowledge the students should be able
to achieve as a result of the class, module, or programme. Despite inconsistencies in

the literature, it has been recommended that the term _outcomes® is used to describe
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what a student should be able to do at the end of a lesson, module or course. The term
competencies (sometimes referred to by the synonymous term —eompetences”) is best
used as defined by European Union‘s Tuning Project, namely, as what students have
when they have successfully achieved the stated outcomes of a programme of
learning.

The main theoretical underpinning of the outcomes-based curriculum is
provided by Biggs (2003). He calls the model constructive alignment which can be
defined as coherence between assessment, teaching strategies and intended learning
outcomes in an educational programme (McMahon & Thakore, 2006,
p10).Constructive alignment, generally attributed to Biggs (2003, 1999), requires
alignment between the three key areas of the curriculum, namely, the intended
learning outcomes, what the student does in order to learn, how the student is
assessed.

Lesson planning ought not to be the special responsibility of trainee teachers
but, rather, a hallmark of the professionalism of all teachers. Lesson planning is at the
very essence of reflexivity concerning the fundamental questions of what the teacher
intends that the pupils should learn and how this is to be achieved. Experienced
teachers sometimes claim that they do not plan lessons; what they probably mean is
that they do not write their plans down but rather draw on their mental computerized
bank of lesson units, a store of wisdom held in the memory on account of familiarity
and regular usage. There are pragmatic considerations too. School learning time is
precious and all too short, the time allocated for language learning not always
generous. It is important, therefore, to make the most productive use of that time with
reference, in particular, to questions of the identification of appropriate linguistic

objectives and linguistic sequencing. This will involve issues of short, medium and
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long-term planning as the teacher locates the present learning needs within a greater

framework of linguistic progression.

2.5  Health and Physical Education Curriculum

The Health and Physical Education curriculum is designed to provide students
with content knowledge, pedagogical methods, and planned sequential field
experiences. Students learn to apply educational theory and scientific principles so
they can help students become better movers and lead healthier lives. Particular
objectives include acquiring: Understanding of the philosophies, history, and social
factors that influence health and physical education, motor skill competency,
understanding of rules, tactics, strategies, and associated positive social behaviours
for a variety of physical activities, the ability to demonstrate, explain, and correct
movement skills, as well as plan, sequence, and modify developmentally appropriate
activities for all students, fundamental knowledge and the ability to utilize resources
with regard to health-related and skill-related fitness, nutrition, and personal and
interpersonal health content knowledge. It also involves the ability to promote
behavioural and organizational changes with respect to a wide variety of health issues
in order to promote life-long physical activity, fitness, health, and wellness, and the
general pedagogical skills such as planning, management, motivation,
communication, differentiation, assessment, the utilization of technology, and the
desire to be a life-long learner.

Research in kinesiology methods and content courses influence the design of
courses, selection of interventions, and curriculum of professional education courses.
Candidates in the physical education programme are expected to be self-directed,

active learners who can make real-life applications of knowledge and pedagogical
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theory. The faculty in the kinesiology programme believes in planning, implementing,
and assessing instruction. As teachers, we must focus on previous actions, assess the
impact/effect of our instruction, make refinements in our teaching, and begin the
process all over again. The actions, impact, and refinement model is critical to the
unit‘s Research and Reflection for Learning and Leading conceptual framework. This
is the model which candidates are taught and include in their course work. The
conceptual framework is included in the syllabi of all methods courses and in many of
the content courses.

Kinesiology is viewed as an applied field with the primary purpose of
promoting and supporting healthy lifestyles. In teaching candidates how to promote
and model (e.g., physical conditioning, skill development, movement skill
development) healthy lifestyles, kinesiology faculty members emphasize the practice
that candidates learn best through experiencing. Candidates try various teaching
methodologies, observe their teaching behaviour on video, evaluate their
teaching/learning process, and make changes in their teaching. Additionally, the
physical education programme strongly emphasizes the development of interpersonal
skills such as decision-making, assertive communication, and effective
communication skills.

In preparing teachers, the programme‘s goal is to prepare candidates as
reflective learners, researchers, and leaders in the profession. The process of
reflective practice is embedded in the philosophy that candidates learn best through
their experiences (Estes & Mechikoff, 1999; Mechikoff & Estes, 2006). In their
teacher preparation programme, candidates are required to use technology for class
assignments, lesson plan preparation, class presentations, record keeping, and data

analysis. Candidates are required to successfully complete coursework that focuses
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on using technology, such as EDC 317, Introduction to Instructional Media.
Candidates learn best from experiencing and the modeling the use of technology in
the classroom.

Candidates learn through inquiring, observing and participating, but they must
also learn by using their powers of reasoning and problem solving (Mechikoff &
Estes, 2006). In physical education programmes, candidates are exposed to a variety
of teaching activities: (1) various teaching methodologies, (2) observations of their
teaching behaviour, (3) observations of student behaviour and learning styles, (4)
evaluating the teaching/learning process, and (5) critical reflection of their learning.
This process describes how candidates are required to reflect on their own behaviour

and to make informed decisions based on those reflections.

2.5.1 Key Strategies for Improving the Quality of Physical Education
Programmes designed to improve the quality of PE have used two key

strategies to increase student time during PE class namely:

1. Implement a well-designed curriculum.

In PE, as in any other academic subject, the curriculum shapes instruction by
mapping out for teachers what students should be taught and how their acquisition of
knowledge and skills should be assessed. A Centre for Disease Control (CDC 2006)
survey found out that nearly half of the nation‘s schools do not even have a PE
curriculum. A high-quality, well-designed PE curriculum is based on national, state,
or local PE standards that describe what students should know and be able to do as a
result of a high-quality PE programme, designed to maximize physical activity during

lessons and keep students moderately to vigorously active for at least 50% of class
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time and includes student assessment protocols to determine if students are getting
enough MVPA during PE and achieving learning objectives and standards.
Programmes that increased students‘ time engaged in MVPA modified the PE
curricula by:

i.  Replacing games or activities that tended to provide lower levels of physical
activity (e.g., softball) with activities that were inherently more active (e.g.,
aerobic dance, aerobic games, jump rope).

ii.  Adding fitness and circuit training stations to lesson plans.

iii.  Providing teachers with a menu of MVPA activities to help build more active
lessons.
Results from Physical Education Curriculum Analysis Tool (PECAT) can help
schools enhance an existing curriculum, develop their own curriculum, or select a

published curriculum for the delivery of high-quality PE in schools.

2. Provide teachers with appropriate training and supervision.

Improving the qualifications and skills of PE teachers requires appropriate training
and supervision. Well-designed professional development can help PE teachers
increase the amount of time students spend in MVPA and decrease the amount of time
spent on administrative and classroom management tasks. Programs that have
increased students‘ time engaged in MVPA provided teachers with appropriate
training and supervision by:

e Training PE specialists and classroom teachers on ways to minimize time

spent on classroom management, transitions, and administrative tasks.

e Providing on-site consultation and regular feedback to teachers on their

instructional strategies.
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e Training master PE teachers to teach and mentor other PE teachers about

strategies for increasing MVPA during PE class.

To increase the time that students spend engaged in MVPA during PE classes, all
PE teachers should receive targeted training on methods to increase the amount of
class time students are engaged in MVPA. In 2006 less than half of the nation‘s PE
classes had a teacher who had received this type of staff development, specific
training about how to implement the PE curriculum they will be using, annual
professional development opportunities to enhance their instructional skills and

techniques and feedback through supervision and mentoring from master PE teachers.

2.6  Feedback

Waypoint Outcomes (2010) found that students are more engaged and learn
more effectively when they receive consistent feedback from their professors. They
also found that timeliness, clarity and personalization are the most important qualities
in instructor comments. It is a well-known fact that every student knows the
difference between getting a paper back stamped with a letter grade and getting it
back covered with thoughtful feedback. One may quantify your progress, but the other
actually tells you what you did right and how to improve. Acknowledging the
important role that feedback plays in 'quality teaching and student learning,' education
technology company Waypoint Outcomes commissioned a study exploring student
perceptions of professor feedback. In June 2010, Waypoint conducted an online
survey of undergraduates from across the U.S. The company presented the results of
the study at the recent Campus Technology 2010: Advancing Higher Education
Through Technology conference, alongside their new software for grading and giving

student feedback. Out of 473 respondents to the survey, 85% study on-campus, 2%
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just take courses online and 13% take a combination of online and on-campus classes.
As the number of students taking online classes grows, the question of engaging these
students has become especially important.

Lacking face to face interaction with either their professors or their classmates,
online students have a higher need for other forms of interactive engagement with the
material. Solutions have included online message boards, interactive websites and
even video conferencing, but the Waypoint study reminds instructors of the
importance of the basics: Giving high quality feedback on coursework. Of all the
students surveyed, 98.8% agreed or strongly agreed that 'timely, personalized
feedback' makes them more effective learners. One respondent commented, "When 1
receive thorough feedback, I can better know what is expected of me and will perform
better in the future.' Another added, 'It makes you feel like the professor actually cares
about your work and that you are doing homework. It makes me try harder.'

The issue of actively engaging students with their coursework is a key one.
Studies at community colleges, which tend to have a high rate of student attrition,
have found that having clear academic expectations and forging early connections
with professors are crucial for keeping students in school. Another study focused on
4-year colleges and universities found that the most predictive factor of student
persistence is how students feel about their institutions in the first eight weeks of
school - an attitude that is shaped in large part by the quality of their interactions with
professors. As student comments on the Waypoint study emphasize, students who get
feedback for their work are motivated to perform better and, in turn, are more likely to
stay in school. In spite of the importance of feedback, many faculty are falling down
on the job. The Waypoint survey found that students are not happy with the quality of

the feedback they're receiving. Only 15.4% of respondents 'strongly agreed' that they
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are satisfied with the feedback they receive from their professors. An equal number
disagreed or strongly disagreed.

So what are the qualities that are missing? Timeliness and personalization.
One student commented, 'It is difficult to assess how well you are learning the
material when it takes so long for professors to grade assignments.' Another noted, 'A
lot of the time I do not feel that I receive adequate personalized feedback. I realize
professors keep busy schedules with multiple courses, hundreds of students, and
research, but I believe adult education should be centred on individual
responsiveness.'

Of those students who did indicate being satisfied with their course feedback,
98.6% said that their professors returned their work within one week. For students
who are trying to keep up with heavy course loads and frequent assignments, getting
feedback on time is crucial for applying it to future work. One student notes, 'By
getting feedback quickly, I feel that I can better complete upcoming assignments.
When rubrics or expectations are not given I feel more pressure about assignments
and I am unsure what is necessary to adequately complete the assignment.' Using
clearly defined rubrics to set expectations and give student feedback is another
important quality. Of those satisfied with the feedback they receive, 86.3% said that
their instructors frequently used such rubrics. Although the emphasis on defined
rubrics supports Waypoint's promotion of their software, it's the issue of clarity that
emerges as key among student comments. Clearly defined expectations and specific,
personalized feedback on how individuals are meeting those expectations set students
up for success: 'Personalized feedback not only helps me do better in the class, but it

helps me understand exactly how my teachers want me to interpret the assignments.'
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2.7  Instructional Cues

Instructional cues are used when a learned behaviour is not exhibited by a
student, and is therefore not available for reinforcement (Driscoll, 2000). Instructional
Cues (IC) are very relevant to the physical education teacher as far as task
performance in a practical physical education lesson is concerned. Pufaa (2006)
reported that any task convolving a motor activity or a motor skill is known as motor
task. What is important is the fact that the learner must be given instructional cues
that are relevant to the critical skill points of the task to enable him achieve the target
of performing that task. A task should be defined by a goal and a set of instructional
cues to achieve it. Tasks are communicated through a set of implicit instructions or
explicit instructions about what a person is expected to do to cope successfully with a
situation. A task system is a regularized pattern for accomplishing tasks. It is
composed mostly of the tasks that tend to recur frequently with physical education
(Siedentop and Tannehil, 2000).

Further, the use of instructional cues could be constructive or destructive.
Teachers must demonstrate their ability to control destructions in the use of
instructional cues in teaching skills to students which is very paramount to the
learning of proper techniques of the skill. The teacher in a practical classroom setting
should be more constructive in his or her instruction than destructive. This means that
the instructions given by the teacher should identify and recognize positive parts of
performance and suggest positive steps for improvement and by so doing carry the
information to the learner with some sort of positivity. Teacher‘s instruction that
suggests what learners should not do while practicing a skill is usually destructive in
nature and should be avoided. This assertion is attested to by Pufaa (2006) who

suggested that information given to a learner —should be positive and specific” and
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that negative and general information provided to a learner —-do not enhance motor
skill learning” (p.19) The following are other uses of instructional cues in teaching a

motor task.

2.6.1 Attention

An individual‘s performance is greatly influenced by his or her attention to the
task. As Wuest and Bucher (2003) state: —An individual must locate, select, and focus
on relevant cues to be successful in performing the task (skill or game)” (p.392). Cues
enhance the attention or focus of learners by restricting what they need to think about.
Since learner's capacity for attention is limited, it is important to deplete the capacity
with relevant rather than irrelevant (or perhaps, less relevant) stimuli. Consequently,
cues play an important role in directing student's attention toward the most critical
information, and away from less critical information. As Buchanan & Briggs (1998)
put it, "While having more than one cue for the same movement is useful, be careful
not to confuse a student by bombarding him or her with an endless variety of hints"
(p.17). It 1s also important to make sure that the most effective conditions for learning
the specific type of performance are part of the learning environment. Beyond that,
another good way to enhance retention is through a review of the material at the end
of the instruction. Reviews allow learners to practice retrieving new information, and
also help to strengthen the network of relationships in the brain. For longer units it is
often good to have reviews spaced periodically throughout the instruction. Assisting
learners with the transfer of new skills is aided greatly by presenting students with
new varieties of tasks that are related to what they have already learned. These tasks
should require the application of what has been learned in situations that differ

substantially from those used for the learning itself.

55



University of Education,Winneba http://ir.uew.edu.gh

2.6.2 Comprehension

In addition to helping students attend to ideas in a lesson, cues help students
comprehend ideas. Naturally, students understand concepts better when
teachers communicate them clearly and developmentally. Clarity depends, in
part, on using the same terms consistently. Developmental cues result from
focusing on (a) process elements before product elements, and (b) basic
process elements before advanced process elements. Focusing too much on
product elements, such as distance and accuracy, directs learner focus away
from understanding how to produce a given movement. Although emphasizing
advanced process elements retains proper focus, ideas are too difficult to grasp
if basic elements are not understood first. After communicating cues clearly,
teachers are encouraged to incorporate the same ideas as part of the feedback

process (Landin, 1994).

2.6.3 Retention

While understanding ideas is important, it would serve little purpose if
students did not retain the information for future application. Retention is especially
enhanced when cues connect new ideas to previously learned ideas in some way
(Magill, 1993). In addition, retention is related to attention and comprehension
chronologically to the degree that learners (a) attend to cues, and (b) comprehend
cues; they are more likely to (c) retain the information for future use. Conversely, if
students are not attentive, and do not understand cues, they are ill-prepared to apply
them in the future. However, when teaching students, it is important that you do not
overload them with cues. It is appropriate for a teacher to have two or three cues per
lesson, but any more than four cues, students will become confused and start
forgetting. So, as a teacher, you must decide what the most important aspects of a skill

are and provide cues for those aspects. In later lessons, once your students have
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mastered your first cues, you can build upon previously learned cues and add in more
(Pangrazi, 2007).

As a teacher, it is also important that you demonstrate your cues to your
students so that your students understand the motion that goes along with your verbal
command. While demonstrating your cue, make sure to break down the parts and
verbally describe what the body is doing. This will help your students to understand
exactly what you are asking them to do when you call out a cue (Pangrazi, 2007). If
your demonstration requires an object like a ball, make sure that you ask your
students to focus on certain aspects by telling them not to watch the object. Objects
are distracting and students will be more likely to watch the objects than you unless

you tell them exactly what you want them to look at.

2.6.4 Nature of Cues

For motor learning and understanding of the skill to develop simultaneously,
learners need a clear understanding of critical skill points. Often, teachers
carefully plan skill and movement activities, yet fail to plan for instructional
cues to be used during skill practice. The result may be a class that does not
clearly understand technique and critical points of performance. Physical
education teachers must consider the following critical skill points suggested

by Pangrazi and Darst (1997).

2.6.5 Accurate and Precise Cues

If the cue is going to help the learner perform a skill correctly, it must be
precise and accurate. It needs to lead the learner in the proper direction and be part of
a comprehensive package of cues given by the teacher. There are text books and
media aids available for teachers to make reference to the type of cues that are
appropriate for a particular skill to be taught. Other options include asking other
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teachers who have knowledge or videotaping an activity and analyzing points of
performance where students have the most difficulty. In any case, cues are developed
through study, practice, and experience. Even a beginning teacher needs to possess

ample learning cues for teaching preliminary experiences.

2.6.7 Short and Descriptive Cues

Sometimes, cues are made more comprehensive and lengthy than necessary.
Many teachers teach like they were taught by some paraprofessionals in one level of
their education. They remember a class where the teacher told them everything they
needed to know at the start of the unit and let them practice without instructions for
the rest of the period. This assumes students can comprehend a long list of instruction
and correctly apply them to skills. If this is not the case, students spend the rest of the
unit performing skills incorrectly. An incorrect motor pattern practiced for long period
is difficult to correct later. To avoid confusing a number of cues for each lesson, the
cues should contain words that are short. Teachers should help the learner focus on
one phase of skill during practice.

One way to examine the effectiveness of the cues is to see if they
communicate the skill in total. In most skills, the performance can be broken into 3
parts: preparing to perform, performing the skill, and following through. Focus cues
on one phase at a time because it is difficult for students to remember more. Cues are
most effective when voice inflections, body language, and action words are used to

signal the desired behaviour.
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2.6.8 Integrated Cues

Integrated cues combine part of a skill and utilize words that focus on the skill
as a whole. These cues depend on prior cues used during the presentation of a skill
and assume that concepts delineated in earlier phases of instruction were correctly
understood. Examples of integrating cues might be:

—Step, rotate, throw”
—Run, jump, throw and forward row”
—Stride, swing, follow through”

Integrated cues are a set of action words that help students sequence and time
parts of a skill. These cues are reminders of the proper sequence of skills and the
mental images of the performance. Depending on the rhythm of the presentation, the
cues can signal the speed and tempo of the skill performance. Integrated cues help the
learner remember the proper sequence of skills and to form mental images of the
performance. Integrated cues must be:

Precise
Short and
Action-oriented (Dauer and Pangrazi, 1975)

Moreover, instructional cues are used in different ways. They are used to
capture attention, enhance comprehension and retain information for future use.
Courts (1989) encourages teachers of physical education to use positive affirmation
statements in giving instructions to learners. These statements, according to him are
—short sentences and/or statement which implant in your subconscious mind ideas
which are designed to enhance self-images, achieve a positive mental attitude or help
lead you toward a specific goal. They can be used to counterbalance and overcome

the negative thoughts that often focus on our self-talk” (pp.49-50).
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2.7  Composition of Instructional Cues

Although instructional cues generally help students attend to tasks,
comprehend ideas, and retain ideas, the effectiveness of a cue depends on its
particular composition. From a potentially long list of criteria for effective cues, four
are described below.

Cues need to focus on the most central or relevant information. What makes a
particular cue central or relevant has to do with how important that
information is to achieve success. Some cues are important because they target
proximal aspects of movement. If a child does not know what direction to face
his trunk while shooting in netball, telling him to follow through after the
release of the ball has little value. Cues may be less proximal (or more distal).
Less proximal cues become more necessary as movement is refined because
proximal aspects are more ingrained or automatic (Rink, 1993).

The notion of importance or centrality applies to all areas of instruction, not
just skill development. For instance, it is more important to understand that netball
shooting strategy involves a correct stance, hold and release of the ball rather than to
understand the benefits of making a goal. These examples reveal that the criterion of
centrality is closely related to the developmental nature of cues.

A second criterion for effective cues is degree of accuracy. A cue can be
relevant, yet be inaccurate or incorrect. While teachers may agree that how to grip a
tennis racket ranks high in importance, comparing the grip to holding a pencil is
terribly inaccurate. As with centrality, accuracy of cues concerns more than skill
development. Although eating a balanced diet would be relevant to teaching fitness
principles, teaching students that the primary energy source is fats would be
inaccurate.

Brevity has benefits for the teacher and student. From the teacher's standpoint,

preparing cues in a concise manner makes it easier to organize relationships between
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ideas, and to remember cues when it's actually time to use them. From the student's
standpoint, the concise cue is easier to remember as well. It is much easier for a
student to remember to "shake hands with the racket", than to "grip the racket with the
top of the racket midway between the thumb and index finger."

The creativity of a cue contributes to learning in significant ways, yet is less
important than the other criteria. As with brevity, a creative cue is more likely
remembered than an uncreative cue. Ideas may be expressed creatively through
several types of cues, including, but not limited to acronyms, alliteration, rhymes,
slogans and similes or word pictures. Each type of cue may be instrumental in helping
learners connect new learning to old learning. Physical educators need to guard
against achieving one cue criterion at the expense of another. It is only in rare cases
that one criterion may work against another criterion.

A skill, when learnt must bring about a change in the learner. This calls for
proper procedures to be followed in teaching a motor task such as shooting in netball
to learners. In his opinion, Pufaa (2006) contends that —|Basic motor skills should be
mastered first before a child is taught advance skills” (p.8). This contention by Pufaa
is very important to skill learning and the kind of IC given at every phase of teaching
a practical movement activity to learners. Physical education teachers should note that
many performances are limited by their own inadequacies in the fundamentals where
they have to move rapidly to higher level skills. In this instance, —Fhe duty of the
physical education teacher or coach is to take the child where he or she was and
challenge him or her to greater achievements by individualizing the task to be
accomplished” (Pufaa, 2006, p.8). This suggests that teachers of physical education
should focus their IC on both the total development of the skill being taught to the

learner and on aspects of motor-skill performance that bring about confidence,
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understanding and mastering of the skill. Learning and developing a motor skill
should take into consideration the sex factor of learners since skill acquisition takes
place differently among both sexes. This observation is particularly true and affirmed
by Bucher and Koening (1974) who also contend the following:
Accuracy: Girls are usually better than boys in this skill throughout adolescent
development.
Agility: girls are more agile than boys until around 13 years of age, at which time
boys surpass the girls in this respect.
Control: Girls perform with more control than boys in early adolescence. The boys
become superior after the age of 14.
Strength: Boys are generally superior to girls in strength, but greater degree of
differentiation is seen with their maturity.
The differences in basic motor skill performances should be kept in mind when
different aspects of the programme are planned (p.66).

Teachers should place emphasis on explanation of different skills in the
beginning or introductory phase of the skill learning. For beginners especially,
emphasis should be placed on learning to perform the skill correctly rather than

worrying about the end result or outcome.

2.8  Types of Instructional Cues

A teacher's overall instructional effectiveness depends heavily on how that
teacher uses instructional cues (IC). A cue consists of a word, phrase, or sentence that
describes a particular aspect of a concept or skill. Pangrazi, (2007) sees a teaching cue
as a word or a phrase that calls attention to the key points of skill technique. While

cues most often focus on motor skill development in physical education, they may
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also target fitness, strategy, character development, or any other aspect of lessons
teachers deem appropriate. A growing body of research suggests that cues enhance
learning by improving student attention, comprehension, and retention.

Not only should learners be provided with practice exercises, they should be
given IC to help them perform better. IC can be verbal, written, computerized, or
given in other forms. Regardless of the form you choose, the IC should inform the
learners about critical elements in their performance so that they may improve on skill
development. IC should be given during or after the performance and be used as a
positive reinforcement when learners are able to perform correctly. It should however
be noted that precise IC helps in learning a skill more quickly than general
instructional cues. A good IC should include the following elements:

e It should provide comments about the students‘ performance.

e It should be immediate and frequent.

e [t should have students correct their own mistakes if possible.

When administering IC, learners must be helped to build confidence. Confidence
according to Weinberg and Daniel (1995) is characterized by a high expectancy of
success. They further state that confidence —arouses positive emotions when you feel
confident, you are more likely to remain calm and relaxed under pressure”, (p.301).
Confidence facilitates concentration. When you feel confident, your mind is free to
focus on the task at hand. Confidence affects goals. Confident people tend to set
challenging goals and pursue them actively. Confidence increases effort. How much
effort someone expends and how long she will persist in pursuit of that goal depends
largely on confidence. Lee (1993) advised coaches to choose material appropriate to
the age, ability and experiences of children. Learners, he said, -reed to have their

attention drawn to different aspects of the skill at different times” (p.75). Instructional
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cues should focus on key elements of the task. As they (learners) get better they need
to know more, and younger athletes cannot deal with as much information at once as
older more experienced athletes. Generally, instructional cues could be verbal or non-

verbal.

2.8.1 Verbal Cues

Verbal cues are used most widely by physical educators because they
represent the most common way to communicate, and because the largest quantity of
information may be expressed verbally. In addition, verbal information is not easily
misinterpreted if expressed clearly. A disadvantage of verbal cues is that, while
teachers rely on one-way verbal exchanges as their primary means of teaching, a
small percentage of learners rely on predominantly auditory information. Pufaa
(2006) contends that —Fhe teacher should therefore use verbal cues to help students
remember points for skill performance” (p.16). On verbal teaching method, Figley,
Mitchell, & Wright (1977) assert that

The nature of teacher‘s verbalization will vary in relation to the objectives of
the lesson and the method of teaching. Verbalization may be for the purpose of
stating goals, giving directions, redirecting efforts or reinforcing responses. In
the instructional process it is important that the teacher chooses the

verbalization which helps the children reach the objectives of the lesson”

(p.67).

Again, Pufaa (2006) argues that learners should be helped to establish an
image of the task or skill through verbal instructions provided by the teacher.
However, the teacher may over-use instructions when faced with the task of
describing a complex movement. Too many instructions he notes —-may overwhelm

learners and in an effort to cope with the avalanche of information about what to do
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and when to do it, may disregard much of the information” (p.33). Cross & Lyle
(1999) expound that verbal information about task performance, is vitally important
issue in any consideration of effective coaching. Its importance has not waned since
then and never will, simply because it comes from the main source of secondary

feedback for most athletes.

2.8.2 Non-verbal Cues (Visual and Kinesthetic Cues)

Commenting on nonverbal cues, Sabock (1995) states: —Pupils believe that
nonverbal cues are more revealing of your actual feelings and thoughts than words
are. So when a contradiction arises between your verbal and non-verbal behaviour,
students will assume that the nonverbal is more valid. What you say make little
difference if students perceive a different message from your facial expression, tone
of voice, or gestures. Body language is an important factor in communication, and if
you are not aware of what your posture and gesture say you could be sending
messages that you have no conscious intention of sending” (p.115).

The two main non-verbal instructional cues are the visual and kinesthetic
instructional cues. Pufaa (2006) explains that —Kinesthesis deals with motion or
movement that is connected with the ability to sense body position through the
sensory organs located in the muscles, tendons and joints”. This means that —
involves the perception of movement, the sensation of position or the control of motor
performance” (p.47). Visual and kinesthetic cues are helpful to all learners for the
sake of variety, and to visual and kinesthetic learners, respectively in particular. In
addition, visual and kinesthetic cues are especially appropriate when visual cues have
limited value. An obvious situation that renders verbal cues less valuable is any time a

language barrier exists. With increasing students of other cultures in physical
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education classes, it is helpful to utilize visual demonstrations or physical
manipulation to convey movement ideas. Naturally, manipulation needs to fall within
the teacher's and student's comfort level for physical touch. Another situation in which
verbal cues are less valuable is in teaching technical movements with complicated
directions. For this reason, visual and kinesthetic cues are used widely in the teaching
of gymnastics and diving. It is marginally helpful to tell a student to align the hips
over the shoulders in a handstand, if the student doesn't receive help to see and feel
what that is like. A further advantage of visual cues is when the teacher is too far
away to use verbal cues. If a class is practicing throw-ins on a soccer field, a teacher
could remind selected students to drag their rear foot by modeling the movement from
20 or 30 yards away. Of course, the usual context for understanding the visual cue is
created earlier with a verbal cue.

In administering non-verbal IC especially those that belong to visual category,
coaches or physical education teachers are encouraged to give their learners visual
guidance. Visual guidance, according to Galligan, Maskery, Spence, Howe, Barry,
Ruston, & Crawford (2000) —nvolves the transfer of information through the use of
demonstrations, video images, visual aids such as posters, modifications of the
display, manuals etc” (p.110). They further explained that —Visual guidance is of
particular use for beginners. These performances are in cognitive phase and therefore
need to form a mental picture of how the skill is performed. Modifying the display
involves changing the forms of the skill, giving visual cues to assist with skill
production, for example, placing footprints on the floor to help a dancer learn a new
dance, or placing a target for badminton player to serve at. Both of these examples
allow the performer to use the visual stimuli as a guide when performing the skill.

Verbal guidance as spoken information about performer can be very beneficial as long
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as it is clear and concise. Galligan et al. (2000) states —. it is often difficult to
explain complex elements of skill performance and it may be best to use verbal

guidance to support visual guidance” (pp. 110-111).

2.9  Effects of Instructional Cues on Skill Acquisition

Instructional cues (IC) provide relevant information that facilitates the
learning of a motor skill in physical education practical lessons. It provides a solution
to a motor task problem to save the learner‘s time and energy in learning a selected
skill. IC is administrated in order to create a facilitating environment where learning
and instruction can take place. Shooting skill demands effective instructional cues in a
well-planned instructional system involving the presentation and practice of subject
matter. Learning a shooting skill primarily involves movement activities or the
acquisition of knowledge related to the activity, such as rules and strategy.

The result of a study by Silverman, Tyson, & Krampitz, (1992) indicated that
only feedback directed to the outcome of the movement was related to achievement in
both skills studied, unless the number of appropriate practice trials was used as a
covariate. In this case, several other categories of task performance information
showed significant positive relationships with achievement. Concurrent instructional
cues facilitate the learning of critical features of a skill and direct movement outcome
to learning target. Negative effects of instructional cues occur when it distracts
attention away from these critical features. In addition, a negative learning effect
occurs when instructional cues direct the learner attention from critical point or
instructional cues becomes the important information. In this situation, a coach should
provide instructional cues to the learner (e.g. pass the ball), which causes the

performer attention to focus on passing instead of taking an easy short shot to make a
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shot. In the administration of instructional cues, information should be directed to the
movement outcome not the movement itself.

However, some research works on information relating to skill performance
strongly indicate that during physical education instruction, feedback and for that
matter, instructional cues have no significant, and sometimes even detrimental, effects
on achievement. Yerg (1981) reported that feedback negatively affected final
performance.

Learning to teach effectively is like learning to be good at sports. This
translated well to the world of sports where sportsmanship demanded that you knew a
lot about skills and strategies. Accomplishment of effective teaching in any learning
environment requires that the teacher manages students well to decrease disruption
and increase time for learning. The teacher needs essential teaching skills that will
form the foundation for teacher effectiveness (Eggen and Kauchak, 2001; Siedentop
and Tannehill, 2000; Wuest and Bucher, 1995). Instruction, according to Nichols
(1994) 1s composed of all the activities that the teacher uses to meet the lesson
objects. There are many instructional problems that require instructional solutions
Problems that arise during the lesson must be diagnosed. For this reason, class
management skills are essential to good teaching. Good management practices
introduced by the teacher should usually result in the development of good self-
management skills by the students. Learners who are being introduced to new skills
must learn to assume responsibility for their own actions and to share responsibility
for classroom management.

Effective teachers use —& variety of pedagogical skills and strategies to ensure
that students are appropriately engaged in relevant activities, a high percentage of the

time, hold positive expectations for their students create and maintain a classroom
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climate that is warm and nurturing” (Wuest and Bucher, 1995, P. 323). It is worthy of
note that most effective lessons are those in which teachers have high expectations to
offer their pupils clear instructions, help them to identify their own learning targets
and encouraged an active purposeful dialogue about the subject. Moreover, effective
teachers asked questions that are work related and also form part of instructional
format, consistent with the purpose for which they are used.

Generally, learners behave in certain ways according to how they are treated,
the role models they have to emulate, and the environment in which they grow. If
teaching is to be effective, the teacher must be concerned with the quality of the
performance, variety in the use of skills and knowledge and transfer of skills and
knowledge to new learning situations. Siedentop and Tannehill, (2000, P. 2)
emphasizes that: -Of all the factors that influence how children learn and grow in
schools, the quality of their teachers is most important. What teachers know and can
do affect all the experiences their students have in schools”. Wuest and Bucher (1995,
P. 12) asserted that: —Fo become an effective teacher, you must also have sufficient
knowledge in the subject matter you teach. This remains one of the perplexing
problems in teacher preparation...” They further stated that Effective teachers
orchestrated a repertoire of teaching skills to meet the ever-changing demands of the
learning situations. Few things are more enjoyable than watching a motivated, skilled
physical educator working with a group of students who are obviously learning and
obviously enjoying the learning. You could be that kind of teacher. Meanwhile,
effective teaching is best evaluated by observation of students, their work
involvement process and what they achieve (outcome or product). It is also contended

that:
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Effective physical educators intend the students in their classes to learn and
enjoy during the activities they are learning. To accomplish this, effective teachers
manage students well to decrease disruptions and increase time for learning. Effective
physical educators organize learning time with activities to match to students abilities
so that an optimal amount of learning takes place. The assumption here is clear:
Effectiveness in teaching physical education should be judged by the quality and
quantity of students learning. (Siedentop and Tannehill; 2000, P.3).

In conclusion, teachers can become effective and be able to develop the skills
and implement the strategies that are likely to develop and sustain classes of learning.
By so doing, teachers can begin to acquire these skills during pre-service preparation
programmes and continue to develop them during their initial years of teaching,
through both specific staff development programmes and reflection on their own

teaching.

2.10 Demonstration

Demonstration is an essential teaching approach in supporting the learning of
a skill at any level or grade and is the most supportive of all the teaching approaches
(Cambourne 1988; Mooney 1990). The other teaching approaches—shared, guided,
and independent are all used to support student learning, but each approach
respectively offers less teacher guidance than the one before it. As the students gain
more knowledge about a particular skill, they need less support and the approach
should change. Demonstration is typically used to introduce a new skill to a whole
group, but it can and should apply to individuals or a small group whenever more

support is needed for their learning.
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Demonstration involves showing by reason or proof, explaining or making
clear by use of examples or experiments. Put more simply, demonstration means 'to
clearly show'. In teaching through demonstration, students are set up to potentially
conceptualize class material more effectively as shown in a study which specifically
focuses on chemistry demonstrations presented by teachers (McKee, Williamson &
Ruebush, 2007). Demonstrations often occur when students have a hard time
connecting theories to actual practice or when students are unable to understand
application of theories. Teachers not only demonstrate specific learning concepts
within the classroom, they can also participate in demonstration classrooms to help
improve their own teaching strategies, which may or may not be demonstrative in
nature. Although the literature is limited, studies show that the effects of
demonstration classroom teachers includes a change of perspective in relating to
students, more reflection in the teachers® own classroom strategies, and more personal
responsibility for student learning (Bruce, Ross, Flynn & McPherson, 2009).

Demonstration, or clearly showing (a gamut that ranges from mere pointing to
more sophisticated strategies such as chemical reactions), can possibly be used in
portraying ideas such as defining words. At first, simple observation and
communication through pointing to an object, area, or place, like the sun, moon, or a
large mountain top, occurs. Then basic definitions of words emerge. These definitions
allow humans to communicate, interact, plan, and coordinate in ways that help us to
build cities, large buildings, technology, gain knowledge and to successfully
communicate with computers. Further, basic concepts centred on time, space, and
mathematics are first required to demonstrate and teach probable theories that
accurately describe universal phenomenon such as nature, planets, species, and the

world around us.
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The history of phenomenon demonstrating concepts, which lead to specific
definitions, goes back to the careful observations of ancient Greek philosophers and
natural philosophy. Socrates, Plato, and Aristotle attempted to carefully define words
that included natural phenomena and objects. The modern scientific method often
uses demonstrations that carefully describe certain processes and parts of nature in
great detail. In science, often one demonstrates how an experiment is done and shows
this to others. People can also communicate values and ideas through demonstrations.
This is often done in plays, movies, and film. Pictures without words can show or

demonstrate various types of actions and consequences.

2.11 Clarity of Task

Pretask, task, and post-task presentation behaviours show the teacher's ability
to clearly communicate accurate qualitative motor-skill information to attentive
learners such that the learners can proceed to work in a focused manner on tasks. The
three pretask dimensions (teacher position, learner attention, and arrangement) are
included because it is possible for a teacher to clearly communicate accurate
qualitative motor-skill information to learners, yet have few learners exhibit
appropriate behaviour in task performance. Novice teachers are so intent on getting
through task presentations that they often neglect to focus learner attention and to
arrange the task environment before informing the learners about the task. Capturing
learner attention and arranging the task environment prior ttask presentation seems
critical to learner understanding and, in turn, to learner response appropriateness. One
of the focal points of the teacher subjects' first formal experience was to verify learner

attention before providing instruction.
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The five task presentation dimensions reflect the teacher's ability to identify
and clearly communicate accurate qualitative task cues to the learners (Rink &
Werner, 1989). There is some evidence to suggest that teachers who clearly
communicate qualitative aspects of skill movement tend to be more effective than
teachers who do not, as reflected by learner performance (Gusthart & Sprigings, 1989;
Rink & Werner, 1989; Werner & Rink, 1989). In addition, the importance of
demonstration and of focusing students on the critical elements of a movement has
been shown in the information-processing and motor-development literature
(Gallagher, 1984; Gentile, 1972).

Three dimensions are identified under post-task presentation. Teacher
congruent feedback reflects the degree to which teacher feedback matches the task
focus. The importance of externally presented information on the process of skill
acquisition is well documented in the motor learning literature (Salmoni, Schmidt, &
Walter, 1984).Learner-response appropriateness reflects the degree to which the
learners perform the task as outlined by the teacher, and learner organization reflects
the degree to which the teacher maximizes learner opportunity to practice (trials)
during post-task presentation. Together, learner-response appropriateness and learner
organization help to create a more complete picture of learner behaviour during
activity. Academic learning time research in physical education shows moderate-to-
strong correlations between some construct of students' functional time and student
learning (Metzler, 1983; Phillips & Carlisle, 1983; Yerg, 1981).

The Qualitative Dimensions of Lesson Introduction, Task Presentation and
Lesson Closure System (QDITC) data seem to suggest a relationship between task
and post-task presentation behaviours. When the pre-service teachers presented

demonstrations and provided qualitative skill cues during task presentations, they
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were likely to offer specific, congruent feedback during post-task presentations. In the
planned lessons, the pre-service teachers presented partial or complete demonstrations
and provided qualitative skill cues in more than 80% of their task presentations and
specific, congruent feedback in more than 75% of their post-task presentations.

In contrast, in the unplanned lessons the pre-service teachers presented partial
or complete demonstrations and provided qualitative skill cues in less than 50% of
their task presentations and specific, congruent feedback in less than 40% of their post
task presentations. Presenting the learners with the model for skill performance in
combination with specific skill-cue information seemed to influence the pre-service
teachers' ability to offer specific, congruent feedback during activity time. This is an
important finding in light of Werner and Rink's (1989) description of effective
instructional characteristics, which reported that greater performance gains were
recorded by learners when teachers offered specific feedback that, matched the cues

given to the learner as a focus.

2.12 Summary of Literature Review

Most of the studies consulted suggest that planning indeed influences
positively the interactive teaching behaviour of teachers and the review of current
literature reveals several studies that deal with the study of teacher planning
(Shavelson & Stem, 1981; Yinger, 1980; Zahorik, 1975). Most of these studies,
however, mainly focus on generating planning models and consider only tangentially,
if at all, the behaviour consequences of planning. One of the few studies that dealt
specifically with the effect of planning on teaching behaviour was undertaken by

Zahorik (1970).
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In view of the logical and rather persuasive arguments advanced in textbooks and
methods courses for the importance of planning in teaching, there exists little data and
research to support or otherwise these arguments. It would also be ludicrous to
suggest that at least some planning is not necessary as a prelude to teaching a lesson.
It is obvious that teacher planning, teacher behaviour, and student achievement
interact in a very complex way. Research must continue in an effort to more fully

describe and explain this interaction.
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CHAPTER THREE

RESEARCH METHODOLOGY

The purpose of this research was to assess the influence that planning has on
some selected instructional behaviours of a group of student-interns in the teaching
and learning of Physical Education who were on their internship programme in the
Volta Region. This chapter presents the methodology that was used in this study. This
focused essentially on the following headings:

1. Research design

2. Setting for the study

3. Target population

4. Sample and sampling technique
5. Instrumentation

6. Data collection procedures

7. Validity and reliability

8. Data analysis

3.1  Research Design

Burns and Grove (2003) define a research design as -a& blueprint for
conducting a study with maximum control over factors that may interfere with the
validity of the findings”. Parahoo (1997) describes a research design as —& plan that
describes how, when and where data are to be collected and analysed”. Polit, Beck,
Hungler, (2001) define a research design, as —the researcher‘s overall for answering
the research question or testing the research hypothesis™.

The quality of a research is determined by how the gathered information is

used to solve the stated problem of the study (Anderson, 2006). The design used for

76



University of Education,Winneba http://ir.uew.edu.gh

this study was a mixed methods design. It is a research design that involves the use of
both quantitative and qualitative method in a single study. The essential feature of this
method is that it combines methods of data collection and analysis from both
traditions (Fraenkel, and Wallen, 2000).

Mixed-methods research design has several strengths and one of them is that it
can help explain and clarify relationships found to exist between variables. Also, this
method allows us to explore relationships between variables in depth. Despite these
strength however, mixed-methods may be expensive and time consuming. Resources,
time and energy required to do a mixed-methods study may be prohibitive for a single

researcher.

3.2 Setting for the Study

The settings for this study were six (6) selected Senior High Schools and two
(2) Colleges of Education in the Volta Region of Ghana where the student-interns
were practicing. This implies that there were eight (8) different data collection
grounds for various teaching schedules that were investigated. The six (6) Senior
High Schools included: Keta Senior High, Mawuli Senior High, Mawuko Girls Senior
High, Akatsi Secondary Techinal School, Anlo Senior High, Sogakope Senior High,

St. Francis College of Education and Akatsi College of Education.

33 Population of the Study

The population for the study was made up of student-interns from the
Department of Health, Physical Education, Recreation and Sports (HPERS),

University of Education, Winneba.
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34 Sample and Sampling Technique

It was not feasible to use the whole population; hence a sample of eight (8)
Physical Education student-interns, seven (7) males and one (1) female from the same
teacher preparation programme from the University of Education, Winneba who
practiced their teaching in the Volta Region were sampled for the study. The student-
interns have all completed a three-year common core of professional preparation
courses and pre-student-teaching experience in Physical Education which is termed
—-en-campus teaching practice”.

Purposive and simple random sampling procedures were used in selecting
learner participants for this work. Purposive sampling, also known as judgmental,
selective or subjective sampling, is a type of non-probability sampling technique. It is
a form of sampling in which decisions concerning the individuals to be included in the
sample are taken by the researcher, based upon a variety of criteria which may include
specialist knowledge of the research issue, or capacity and willingness to participate
in the research. The eight (8) Physical Education major student-interns who were in
the Volta Region for their practice were all purposively sampled for the work. They
were issued forms to fill. On the form, they were to indicate their willingness to
participate in the investigation. All the eight (8) submitted the forms that clearly
indicated their willingness to avail themselves for this investigation and also make
their students available for the exercise hence were automatically selected for the

research.

3.5 Instrumentation

Two instruments were used for data collection. They include:
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1. A modified version of the task presentation portion of the Qualitative Dimensions
of Lesson Introduction, Task Presentation, and Lesson Closure System (QDITC;
Byra 1992).

2. An interview.

3.5.1 Qualitative Dimensions of Lesson Introduction, Task Presentation, and

Lesson Closure System (QDITC; Byra 1992).

This is a modified version of Rink and Werner‘s (1989) Qualitative Measures
of Task Presentations System. The QDITC instrument was used to collect qualitative
information about teacher behaviours during task presentations. Task presentation
behaviours that were coded included clarity of task, demonstration, provision of
feedback, accuracy of task cues. This is an already validated instrument with inter-
observer reliability coefficients (simple percentage of agreement) ranging between .86
and 1.0.

Mean data values for inter-observer agreement (IOA) of at least 80%, was
required for data to be accepted for each of the recorded group of data. This
requirement is emphasized in the statement that: A reliability of 80 percent is usually

considered necessary for research purposes” (Siedentop and Tannehill, 2000, p. 338).

3.5.2 Interview

Face-to-face interviews were conducted with the eight (8) student-interns after
the actual data collection sessions. Generally, English language was used in the
process of all interviews with study participants. Face-to-face interviews were
performed by taking notes while talking with respondents. The notes were
subsequently structured (interpreted) for further analysis. The advantages of this

interview tool include the following: They are better for more complex questions,
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they are good in areas where literacy rate is low or there are fewer co-operations.
Conversely, interviews may be expensive and time consuming and also have to be
carried out by well-trained observers and/or enumerators.

Content validity was carried out on the interview guide to ascertain its
appropriateness, meaningfulness and usefulness. This was done by a field test and
again by a team of experts in the field of Physical Education. A reliability coefficient

of 0.89 has been yielded when a pilot test was carried out using the interview guide.

3.6 Procedure for Data Collection

The eight (8) student-interns each taught two 30-minute lessons to the sampled
learner subjects. Lesson plans were developed for the first lesson taught (planned
condition) but not for the second (unplanned condition) and the planned lessons were
taught before the unplanned lessons.

In the planned condition, the student-interns‘ observed lesson was on handball.
The student-interns (teacher subjects) developed their own lesson plans using a
standardized lesson plan form prior to teaching. On this standardized form the
subjects included instructional objectives, teacher objectives, a sequence of skill tasks
to be taught (related to passing, or types of shooting a handball), related critical skill
cues, an organizational plan of the learning environment, and an outline of how class
time was to be utilized. The lesson plan was in the possession of the student-interns
several days before teaching.

In the unplanned condition, the student-interns‘ observed lesson was on
soccer. They were unaware of the instructional content for this lesson until
approximately 5 minutes before teaching. At this time, they got to the field and were

given the following instructions: Your task is to present the following soccer skill
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[dribbling] to a group of learners in SHS Two. The goal of your lesson is to increase
the learners' ability to perform the skill [dribbling]. You have one soccer ball and one
cone per learner. The learners will be arriving in approximately two minutes. No other
information was provided. All instructions were read from a prepared form by the
same investigator.

The type and amount of information given to the teacher subjects prior to
teaching was based on the findings from two studies in which planning information
requests of inexperienced pre-service teachers were examined (Byra & Sherman,
1993; Griffey & Housner, 1991). The 5 minutes between the reading of the lesson
instructions and arrival of learner subjects was allocated to allow the teacher subjects
time to gather their thoughts before beginning the lesson.

Handball, volleyball and soccer skills were selected as the content for the
lessons for three reasons: (a) all the sports are team activities, (b) all of the student-
interns had taught the underlying manipulative skills (throwing, catching, dribbling,
and volleying) related to the sport skills; and (c) all the sports activities were
scheduled in the Senior High School Physical Education programme where the study
was being conducted. All of the planned and unplanned lessons were videotaped. A
wireless microphone was worn by the two trained research assistants to allow for
accurate coding of verbal feedback. The videotapes were employed in the data

analyses.

3.7  Validity and Reliability of Instrument

It is crucial that any investigation is assessed with an instrument that has good
technical characteristics if research conclusions are to be meaningful (Tapia & Marsh,

2004). Hence validity is the appropriateness, meaningfulness, and usefulness of the
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specific inferences researchers make based on the data they collect (Fraenkel &
Wallen, 2000). Validation is necessary for collection of evidence to support inference
making. Therefore, content validity of the interview guide instrument was carried out
as the QDITC instrument is already a validated one. Content validity refers to whether
an instrument provides adequate coverage of a topic. Content validity was assured by
the supervisor‘s scrutiny of the instrument. The recommendations of the validator
were used to revise the content material and the instructional package.

Reliability concerns the degree to which an experiment, test, or any measuring
procedure yields the same results on repeated trials (Patton, 1990). The QDITC
instrument is a standardized instrument which has been tested and confirmed to be
reliable. Inter-observer reliability coefficients (simple percentage of agreement)
ranging between 0.86 and 1.0 have been yielded for the QDITC behaviours (Byra,
1992).This reliability coefficient was considered very appropriate. According to

Fraenkel and Wallen (2000), reliability should be at least 0.70 and preferably higher.

3.7  Procedure for Data Analysis

To Ary, Jacobs and Razavieh (1990), data analysis is the ordering and
breaking down of data into constituent parts and performing of statistical calculations
with the raw data to provide answers to the research questions, which guided the
research. Frequencies for the Qualitative Dimensions Lesson Introduction, Task
Presentation and Lesson Closure (QDITC) task presentation behaviour categories
were tabulated and percentage scores computed for the planned and unplanned
conditions by dividing the frequency of most desired scores (scores of 1 for —yes") by

the frequency of all scores combined (1 for "yes,"2 for "partial," and 3 for "no"). The

82



University of Education,Winneba http://ir.uew.edu.gh

unit of analysis that was employed was a condition because the number of task
presentations in each lesson varied.

The two trained research assistants who are experienced Physical Education
teachers and have been teaching for between ten and fifteen years helped in the
coding of the video tapes. There were five training sessions for using a similar

videotape. Inter-Observer Agreement (IOA) was calculated as:

agreement

agreement +disagreement><100

Agreement or reliability in this context refers to the degree to which
independent observers agree on what they see and record. The general formula for

computing reliability is:

agreement

agreement +aisagreementx100= Yo of agreement (Siedentop and Tannehill,

2000, p. 336).

Mean data values for inter-observer agreement (IOA) of at least 80%, was
required for data to be accepted for each of the recorded group of data. This
requirement is emphasized in the statement that: —A reliability of 80 percent is usually
considered necessary for research purposes” (Siedentop and Tannehill, 2000, p. 338).

Four of the planned and four of the unplanned videotaped lessons which are
similar to the videos of the student interns were selected and re-analyzed by the two
independent observers to determine inter-observer agreement. Inter-observer
agreement scores ranged between 78% and 90%, with a mean of 84%. Using simple
percentage of agreement, inter-observer agreement scores for the feedback categories
ranged from 80% to 100%, with a mean of 88%, and for the QDITC categories from

86% to 100%, with a mean of 92%.
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CHAPTER FOUR

RESULTS, FINDINGS AND DISCUSSIONS
The purpose of this study was to examine the influence of planning on the
instructional behaviours of a group of internship Physical Education major students
who were on their internship programme. This chapter is divided into two sections.
The first section presents the demographic characteristics of the respondents. The
second section presents the findings based on the research questions for the study and

their discussions.

4.1 Demographic Characteristics of Sample

The study sample was made up of 8 internship students (7 males and 1 female)
that were selected from the same teacher preparation programme from the University
of Education, Winneba and who practiced their teaching in the Volta Region were
sampled for the study. The figure below shows that for the study sample 87% (n=7)

were males and 13% (n=1) were females.

Gender

H Male

B Female

Figure 3: Gender of Respondents
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Table 2: Learner Grade Level

Grade Level Frequency Percentage (%)
SHS 1 0 0
SHS 2 6 75
SHS 3 0 0
Level 200 2 25
Total 8 100

Table 2 provides the grade level distribution of the sample that interns taught
as well as the number of mentees that taught the various levels as presented in the
study. Six (6) of the interns (75%, n=6) taught SHS 2 and two (2) (25%, n=2) taught
level 200 P.E elective students in two Colleges of Education. None of the interns

taught SHS 1 and 3.

Table 3: Activity Taught

Level Frequency Percentage (%)

Soccer 4 50.0
Volleyball 3 37.5
Handball 1 12.5

Total 8 100

Table 3 presents the activities taught to students by the intern teachers. Fifty
percent (50%, n=4) of the sample taught soccer, 37.5% (n=3) taught volleyball and

12.5% (n=1) taught handball.
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4.2 Data Presentation for Research Questions
Research Question1: What influence does planning have on the provision of
feedback by student-interns?

The purpose of this question was to assess the influence of planning on the
provision of feedback by student interns. In answering this research question, the
question on congruent feedback was used to elicit data from the interns and is

presented below.

QDITC Observation Report for Congruent Feedback
100

90

80

70

60

50
B Planned Lesson

40 B Unplanned Lesson
30
20

10

Intern 1 Intern 2 Intern 3 Intern 4 Intern 5 Intern 6 Intern 7 Intern 8

Figure 4: QDITC Observation Report for Congruent Feedback

Figure 4 presents the individual scores of intern teachers on the QDITC
instrument for planned and unplanned lessons. The table presents the average total
percentage score for the observed lessons. There is clearly an observed difference
between the planned lessons and the unplanned lessons. The average percentage score
for feedback for the planned lessons was 86 and that of the unplanned lessons was 52.

The observed mean difference between the planned and unplanned lessons average
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score was 35. A t-test analysis carried out to determine whether the observed

difference was statistically significant.

Table 4: Results of t-test analysis of planned test and unplanned test scores of student-

interns
Statistics N Mean SD Df t-cal P. value
Planned 8 34.50 5.57 7 19.37 0.000
Unplanned

The results t(7) = 19.37, p < 0.000 shows that there is a statistically significant
difference in the planned test and unplanned test scores of intern teachers with respect

to their congruent feedback given.

Research Question 2: What influence does planning have on accuracy of cues by
student-interns?

The purpose of this question was to assess the influence of planning on the
accuracy of cues given in a lesson by student-interns. In answering this research
question, the question on accuracy of cues on the QDITC instrument was used to

collect data from the interns for analysis and is presented below.
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QDITC Results on Accuracy of Cues from Student-interns
100

90

60 -
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40 - B Unplanned Lesson
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Intern 1Intern 2 Intern 3 Intern 4 Intern 5 Intern 6 Intern 7 Intern 8

Figure 5: QDITC Observation Report for Accuracy of cues

Figure 5 presents the individual scores of intern teachers on the QDITC
instrument for planned and unplanned lessons with respect to the accuracy of cues
given during lessons by interns. The table presents the average total percentage score
for the observed lessons. From the data analyzed and presented there is clearly an
observed difference between the planned lessons and the unplanned lessons with
respect to accuracy of cues. The average percentage score for the planned lessons was
81.5 and that of the unplanned lessons was 43.4. The observed mean difference
between the planned and unplanned lessons average score was 38.1. A t-test analysis
carried out to determine whether the observed difference was statistically significant.

The results are presented in table 4 below.
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Table 5: Results of t-test analysis of planned test and unplanned test scores on

accuracy of cues of intern students

Statistics N Mean SD Df t-cal P. value
Planned 8 38.13 5.04 7 19.35 0.000
Unplanned

The results t(7) = 19.35, p < 0.000 shows that there is a statistically significant
difference in the planned test and unplanned test scores of intern teachers with respect

to their feedback given.

Research Question 3: How does planning affect demonstration by student-interns?
The purpose of this question was to assess the influence of planning on the

demonstration given in a lesson by interns. In answering this research question, the

question on accuracy of cues on the QDITC instrument was used to collect data from

the interns for analysis and is presented below.

QDITC Demonstration in Lessons by Student-interns
120

100

80 -

60 - B Planned Lesson

H Unplanned Lesson

20

N
w
N
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Intern 4 Intern 5 Intern 6 Intern 7 Intern 8

Intern

Intern 1 Intern

Figure 6: QDITC Demonstration in lessons by Interns
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Figure 6 presents the individual average scores of intern teachers on the
QDITC instrument for planned and unplanned lessons by interns during lessons. The
table presents the average total percentage score for 4 observed lessons. From the data
analysed and presented there is clearly an observed difference between the planned
lessons and the unplanned lessons. The average percentage score for demonstration
for the planned lessons was 89.6 and that of the unplanned lessons was 77.6. The
observed mean difference between the planned and unplanned lessons average score
was 12. A t-test analysis carried out to determine whether the observed difference was

statistically significant. The results are presented in table 5 below.

Table 6: Results of t-test analysis of planned test and unplanned test scores on

demonstrations of student-interns

Statistics N Mean SD Df t-cal P. value
Planned 8 12.63 7.69 7 4.64 0.002
Unplanned

The results t(7) = 4.64, p < 0.002 shows that there is a statistically significant
difference in the planned test and unplanned test scores of intern teachers with respect
to their feedback given.

Upon closer inspection, the demonstration data revealed that the intern
teachers failed to provide any kind of demonstration in 50.0% of their task
presentations in the unplanned lessons. In contrast, demonstrations were absent in

only 17.8% of the intern teachers' task presentations in the planned lessons.
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Research Question 4: How does planning affect clarity of task by student-interns?
The purpose of this question was to assess how planning of an instructional
episode affects the clarity of the task given in a lesson by interns. In answering this
research question, all the questions on the QDITC instrument (i.e. teacher position,
learner attention, environment arranged, demonstration, accuracy of cues, appropriate
number of cues and congruent feedback) were used to collect data from the interns for

analysis and is presented below.

Total Average QDITC Instrument Scores for clarity of task by
100 ————Student-interns

M Planned Lesson

B Unplanned Lesson

Intern 1 Intern 2 Intern 3 Intern 4 Intern 5 Intern 6 Intern 7 Intern 8

Figure 7: QDITC Clarity of Task in Lessons by Interns

Figure 7 presents the individual total average scores of intern teachers on the
QDITC instrument for planned and unplanned lessons with respect to the clarity of
lessons by interns. The table presents the average total percentage score for the
observed lessons. From the data analysed and presented there is clearly an observed
difference between the planned lessons and the unplanned lessons with respect to
clarity of task. The average percentage score for the planned lessons was 88 and that

of the unplanned lessons was 69.5. The observed mean difference between the
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planned and unplanned lessons average score was 18.5. A t-test analysis carried out to
determine whether the observed difference was statistically significant. The results are

presented in table 6 below.

Table 7: Results of t-test analysis of planned test and unplanned test scores on clarity

of lesson by student-interns

Statistics N Mean SD Df t-cal P. value
Planned 8 18.5 8.59 7 6.10 0.000
Unplanned

The results t(7) = 6.10, p < 0.000 shows that there is a statistically significant
difference in the planned test and unplanned test scores of intern teachers with respect
to clarity of the lesson which is made up of a combination of the total average scores
of interns on the QDITC instrument.

4.2.1 Testing of Hypothesis

Based on the various literatures available, the hypothesis below was
formulated for the study.

Hy1: There will be no significant difference between the instructional behaviours of

the pre-service teachers across the two teaching conditions.
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Table 8: Average test scores on QDITC Instrument by student-interns which shows

effectiveness of instructional behaviour

Intern Number Planned Lesson Unplanned Lesson Difference
Intern 1 91 77 14
Intern 2 87 69 18
Intern 3 89 66 23
Intern 4 92 61 31
Intern 5 81 78 3
Intern 6 84 71 13
Intern 7 87 62 25
Intern 8 93 72 21

Average 88 69.5 18.5

From table 8 above there is an observed difference in the instructional
behaviour of the interns on the planned and unplanned lessons with the interns scoring
higher percentage scores on the planned lessons than on the unplanned lessons. A t-
test analysis carried out to determine whether the observed difference was statistically
significant.

From the table above it can be seen that there is a statistically significant
difference in the instructional behaviour of the student-interns across the two teaching
conditions with the teachers on the planned teaching condition scoring better than
those in the unplanned teaching condition. Thus the researcher can reject the null

hypothesis and accept the alternate hypothesis.
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4.2.2 Qualitative Data Analysis
From the focus group interview conducted with the interns, they passed the

following comments with regards to their observed difference between instructional

behaviours in planned and unplanned teaching conditions.

One intern stated that:
“I have realized that when I take time to plan ahead of my class I am
able to deliver better. I really do have a fulfilled session and at the end
of the day I am happy and can see that my students also gain a lot from
those sessions. Unlike my unplanned class sessions where even though |
am able to deliver, I know that it is not to the best of my ability.”

Another intern also commented that:
“My planned class sessions are the best I have for my students as I can
plan ahead of time for the most common scenarios, issues that may
occur and questions that they may ask. I am able to give them the
necessary feedback, and at the end of the day from my observation and
remarks from the students, the lessons are clear”

Others comments by the interns were:
“Undoubtedly the planned class sessions are better than the unplanned.
1t’s just like every other thing in life, if you plan you can manage things
better. But when you do not plan you are taken by unforeseen events or

)

circumstances.’

“We were taught about lesson planning in school but right here on
internship I have seen it manifest before my eyes. I used to feel that I
knew it all and could just walk into a class and teach without prior

preparation and planning. On those days I do not plan I can vividly see
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that the class session and instruction does not flow. However on those
days that I actually take time to plan, I can see a difference and I can tell

that my students have learnt well and I have also delivered my best.”

“There is the need for us students to be educated on the importance of
planning in instruction delivery and even let people share their practical
experiences. This will go a long way to help we teachers plan and give
off our best and ensure that students do indeed get maximum benefits

from their class sessions.”

4.3 Discussion on Research Questions

4.3.1 Findings on Research Questionl

The finding for research question one revealed that there was indeed an
observed difference between planned and unplanned lessons with regards to the
provision of feedback of interns. This observed difference was statistically significant
with interns providing a higher number of congruent feedbacks in the planned
sessions than in the unplanned lesson sessions.

The findings of the current study are in line with that of a study released at the
recent Campus Technology 2010 conference, Waypoint Outcomes (2010) found that
students are more engaged and learn more effectively when they receive consistent
feedback from their professors. They also found that timeliness, clarity and
personalization are the most important qualities in instructor comments. It is a well-
known fact that every student knows the difference between getting a paper back
stamped with a letter grade and getting it back covered with thoughtful feedback. One

may quantify your progress, but the other actually tells you what you did right - and
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how to improve. Acknowledging the important role that feedback plays in 'quality
teaching and student learning,' education technology company Waypoint Outcomes
commissioned a study exploring student perceptions of professor feedback. In June
2010, Waypoint conducted an online survey of undergraduates from across the U.S.
The company presented the results of the study at the recent Campus Technology
2010: Advancing Higher Education through Technology conference, alongside their
new software for grading and giving student feedback. Out of 473 respondents to the
survey, 85% study on-campus, 2% just take courses online and 13% take a
combination of online and on-campus classes. As the number of students taking
online classes grows, the question of engaging these students has become especially
important. Lacking face to face interaction with either their professors or their
classmates, online students have a higher need for other forms of interactive
engagement with the material. Solutions have included online message boards,
interactive websites and even video conferencing, but the Waypoint study reminds
instructors of the importance of the basics: Giving high quality feedback on
coursework. Of all the students surveyed, 98.8% agreed or strongly agreed that
'timely, personalized feedback' makes them more effective learners. One respondent
commented, 'When I receive thorough feedback, I can better know what is expected
of me and will perform better in the future." Another added, 'It makes you feel like the
professor actually cares about your work and that you are doing homework. It makes
me try harder.’

The issue of actively engaging students with their coursework is a key one.
Studies at community colleges, which tend to have a high rate of student attrition,
have found that having clear academic expectations and forging early connections

with professors are crucial for keeping students in school. Another study focused on
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4-year colleges and universities found that the most predictive factor of student
persistence is how students feel about their institutions in the first eight weeks of
school - an attitude that's shaped in large part by the quality of their interactions with
professors. As student comments on the Waypoint study emphasize, students who get
feedback for their work are motivated to perform better - and, in turn, are more likely
to stay in school.

In spite of the importance of feedback, many faculty are falling down on the
job. The Waypoint survey found that students aren't happy with the quality of the
feedback they're receiving. Only 15.4% of respondents 'strongly agreed' that they're
satisfied with the feedback they receive from their professors. An equal number
disagreed or strongly disagreed.

So what are the qualities that are missing? Timeliness and personalization.
One student commented, 'It's difficult to assess how well you are learning the material
when it takes so long for professors to grade assignments.' Another noted, 'A lot of the
time I do not feel that I receive adequate personalized feedback. I realize professors
keep busy schedules with multiple courses, hundreds of students, and research, but I
believe adult education should be centred on individual responsiveness.'

Of those students who did indicate being satisfied with their course feedback,
98.6% said that their professors returned their work within one week. For students
who are trying to keep up with heavy course loads and frequent assignments, getting
feedback on time is crucial for applying it to future work. One student notes, 'By
getting feedback quickly, I feel that I can better complete upcoming assignments.
When rubrics or expectations are not given I feel more pressure about assignments
and I am unsure what is necessary to adequately complete the assignment." Using

clearly defined rubrics to set expectations and give student feedback is another
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important quality. Of those satisfied with the feedback they receive, 86.3% said that
their instructors frequently used such rubrics. Although the emphasis on defined
rubrics supports Waypoint's promotion of their software, it's the issue of clarity that
emerges as key among student comments. Clearly defined expectations and specific,
personalized feedback on how individuals are meeting those expectations set students
up for success: '"Personalized feedback not only helps me do better in the class, but it
helps me understand exactly how my teachers want me to interpret the assignments.'

4.3.2 Findings on Research Question 2

The findings for research question two revealed that there was indeed an
observed difference between planned and unplanned lessons with regards to the
accuracy of cues provided by interns. This observed difference was statistically
significant with intern providing better feedback in the planned sessions than in the
unplanned lesson sessions.

A teacher's overall instructional effectiveness depends heavily on how that
teacher uses instructional cues. A cue consists of a word, phrase, or sentence that
describes a particular aspect of a concept or skill. While cues most often focus on
motor skill development in physical education, they may also target fitness, strategy,
character development, or any other aspect of lessons teachers deem appropriate. A
growing body of research suggests that cues enhance learning by improving student
attention, comprehension, and retention.

Cues enhance the attention or focus of learners by restricting what they need
to think about. Since learner's capacity for attention is limited, it is important to
deplete the capacity with relevant, rather than irrelevant (or perhaps, less relevant)
stimuli. Consequently, cues play an important role in directing student's attention

toward the most critical information, and away from less critical information. As
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Buchanan and Briggs (1998) put it, "While having more than one cue for the same
movement is useful, be careful not to confuse a student by bombarding him or her
with an endless variety of hints" (p.17).

In addition to helping students attend to ideas in a lesson, cues help students
comprehend ideas. Developmental cues result from focusing on (a) process elements
before product elements, and (b) basic process elements before advanced process
elements. Focusing too much on product elements, such as distance and accuracy,
directs learner focus away from understanding how to produce a given movement.
Although emphasizing advanced process elements retains proper focus, ideas are too
difficult to grasp if basic elements are not understood first. After communicating cues
clearly, teachers are encouraged to incorporate the same ideas as part of the feedback
process (Landin, 1994). In this way carefully chosen cues help teachers target their
feedback throughout a lesson and unit.

While understanding ideas is important, it would serve little purpose if
students did not retain the information for future application. Retention is especially
enhanced when cues connect new ideas to previously learned ideas in some way
(Magill, 1993). In addition, retention is related to attention and comprehension
chronologically: To the degree that learners (a) attend to cues, and (b) comprehend
cues, they are more likely to (c) retain the information for future use. Conversely, if
students are not attentive, and do not understand cues, they are ill-prepared to apply
them in the future. Certainly, one of the aims of education is to foster desire and
ability for students to learn independently.

Although instructional cues generally help students attend to tasks,
comprehend ideas, and retain ideas, the effectiveness of a cue depends on it's

particular composition. From a potentially long list of criteria for effective cues, four
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are described below. Cues need to focus on the most central or relevant information.
With limited class time, teachers need to "get the most bang for their buck." What
makes a particular cue central or relevant? It has to do with how important that
information is to achieving success. Some cues are important because they target
proximal aspects of movement. If a child does not know what direction to face his
trunk while batting, telling him to shorten his swing has little value. It is less proximal
(or more distal). Less proximal cues become more necessary as movement is refined
because proximal aspects are more ingrained or automatic (Rink, 1993). The notion of
importance or centrality applies to all areas of instruction, not just skill development.
For instance, it is more important to understand that volleyball strategy involves a
bump-set-spike, than to understand the benefits of spiking the ball down the line.
These examples reveal that the criterion of centrality is closely related to the
developmental nature of cues.

A second criterion for effective cues is degree of accuracy. A cue can be
relevant, yet be inaccurate or incorrect. While teachers may agree that how to grip a
tennis racket ranks high in importance, comparing the grip to holding a pencil is
terribly inaccurate. As with centrality, accuracy of cues concerns more than skill
development. Although eating a balanced diet would be relevant to teaching fitness
principles, teaching students that the primary energy source is fats would be
inaccurate.

Brevity has benefit for the teacher and student. From the teacher's standpoint,
preparing cues in a concise manner makes it easier to organize relationships between
ideas, and to remember cues when it's actually time to use them. From the student's

standpoint, the concise cue is easier to remember as well. It is much easier for a
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student to remember to "shake hands with the racket", than to "grip the racket with the
top of the racket midway between the thumb and index finger."

The creativity of a cue contributes to learning in significant ways, yet is less
important than the other criteria. As with brevity, a creative cue is more likely
remembered than an uncreative cue. Ideas may be expressed creatively through
several types of cues, including, but not limited to acronyms, alliteration, rhymes,
slogans and similes or word pictures. Each type of cue may be instrumental in helping
learners connect new learning to old learning. Examples of each type of cue are
provided in the left hand margin.

Physical educators need to guard against achieving one cue criterion at the
expense of another. For example, using alliteration creatively is helpful only to the
degree it is also correct (and concise). In this vein, telling students that "practice
makes perfect" does them a disservice. Instructional cues may be expressed in three
general ways: verbally, visually and kinesthetically. The content of a cue determines
the teacher's options. Although students could form the letters with their bodies,
taking the time is not warranted because no reference is made to movement
mechanics. By contrast, "sitting down in a chair" at the end of a spiking approach may
be expressed in all three ways effectively. Teachers are encouraged to vary how cues
are expressed, recognizing that students may respond better to one cue than another.

Verbal cues are used most widely by physical educators because they
represent the most common way to communicate, and because the largest quantity of
information may be expressed verbally. In addition, verbal information is not easily
misinterpreted if expressed clearly. A disadvantage of verbal cues is that, while
teachers rely on one-way verbal exchanges as their primary means of teaching, a

small percentage of learners rely on predominantly auditory information.
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Visual and kinesthetic cues are helpful to all learners for the sake of variety,
and to visual and kinesthetic learners, respectively, in particular. In addition, visual
and kinesthetic cues are especially appropriate when visual cues have limited value.
An obvious situation that renders verbal cues less valuable is any time a language
barrier exists. With increasing students of other cultures in physical education classes,
it is helpful to utilize visual demonstrations or physical manipulation to convey
movement ideas. Naturally, manipulation needs to fall within the teacher's and
student's comfort level for physical touch. Another situation in which verbal cues are
less valuable is in teaching technical movements with complicated directions. For this
reason, visual and kinesthetic cues are used widely in the teaching of gymnastics and
diving. It is marginally helpful to tell a student to align the hips over the shoulders in a
handstand, if the student doesn't receive help to see and feel what that is like.

A further advantage of visual cues is when the teacher is too far away to use
verbal cues. If a class is practicing throw-ins on a soccer field, a teacher could remind
selected students to drag their rear foot by modelling the movement from 20 or 30
yards away. Of course, the usual context for understanding the visual cue is created

earlier with a verbal cue.

4.3.3 Findings on Research Question 3

The finding for research question three revealed that there was indeed an
observed difference between planned and unplanned lessons with regards to
demonstration in class by interns. This observed difference was statistically
significant with intern providing better demonstration in the planned sessions than in

the unplanned lesson sessions.
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Demonstration is an essential teaching approach in supporting the learning of
a skill at any level or grade and is the most supportive of all the teaching approaches
(Cambourne 1988; Mooney 1990). The other teaching approaches—shared, guided,
and independent—are all used to support student learning, but each approach
respectively offers less teacher guidance than the one before it. As the students gain
more knowledge about a particular skill, they need less support and the approach
should change. Demonstration is typically used to introduce a new skill to a whole
group, but it can and should apply to individuals or a small group whenever more
support is needed for their learning.

Demonstration involves showing by reason or proof, explaining or making
clear by use of examples or experiments. Put more simply, demonstration means 'to
clearly show'. In teaching through demonstration, students are set up to potentially
conceptualize class material more effectively as shown in a study which specifically
focuses on chemistry demonstrations presented by teachers (McKee, Williams &
Ruebush, 2007). Demonstrations often occur when students have a hard time
connecting theories to actual practice or when students are unable to understand
application of theories.

Teachers not only demonstrate specific learning concepts within the
classroom, they can also participate in demonstration classrooms to help improve their
own teaching strategies, which may or may not be demonstrative in nature. Although
the literature is limited, studies show that the effects of demonstration classroom
teachers includes a change of perspective in relating to students, more reflection in the
teachers® own classroom strategies, and more personal responsibility for student

learning (Bruce, Ross, Flynn & McPherson, 2009).
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Demonstration, or clearly showing (a gamut that ranges from mere pointing to
more sophisticated strategies such as chemical reactions), can possibly be used in
portraying ideas such as defining words. At first, simple observation and
communication through pointing to an object, area, or place, like the sun, moon, or a
large mountain top, occurs. Then basic definitions of words emerge. These definitions
allow humans to communicate, interact, plan, and co-ordinate in ways that help us to
build cities, large buildings, technology, gain knowledge and to successfully
communicate with computers. Further, basic concepts centred on time, space, and
mathematics are first required to demonstrate and teach probable theories that
accurately describe universal phenomenon such as nature, planets, species, and the
world around us.

The history of phenomenon demonstrating concepts, which lead to specific
definitions, goes back to the careful observations of ancient Greek philosophers and
natural philosophy. Socrates, Plato, and Aristotle attempted to carefully define words
that included natural phenomena and objects. The modern scientific method often
uses demonstrations that carefully describe certain processes and parts of nature in
great detail. In science, often one demonstrates how an experiment is done and shows
this to others. People can also communicate values and ideas through demonstrations.
This is often done in plays, movies, and film. Pictures without words can show or

demonstrate various types of actions and consequences.

4.3.4 Findings on Research Question 4
The data analysis for research question four showed that there was a
statistically significant difference in the planned test and unplanned test scores of

intern teachers with respect to clarity of task which is made up of a combination of the
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total average scores of interns on the QDITC instrument. Pre-task, task, and post-task
presentation behaviours show the teacher's ability to clearly communicate accurate
qualitative motor-skill information to attentive learners such that the learners can
proceed to work in a focused manner on tasks. The three pre-task dimensions (teacher
position, learner attention, and arrangement) are included because it is possible for a
teacher to clearly communicate accurate qualitative motor-skill information to
learners, yet have few learners exhibit appropriate behaviour in task performance.
Novice teachers are so intent on getting through task presentations that they often
neglect to focus learner attention and to arrange the task environment before
informing the learners about the task. Capturing learner attention and arranging the
task environment prior to task presentation seems critical to learner understanding
and, in turn, to learner response appropriateness. One of the focal points of the teacher
subjects' first formal experience was to verify learner attention before providing
instruction.

The five task presentation dimensions reflect the teacher's ability to identify
and clearly communicate accurate qualitative task cues to the learners (Rink
&Werner, 1989). There is some evidence to suggest that teachers who clearly
communicate qualitative aspects of skill movement tend to be more effective than
teachers who do not, as reflected by learner performance (Gusthart & Sprigings, 1989;
Rink & Werner, 1989; Werner & Rink, 1989).

The QDITC data seem to suggest a relationship between task and post-task
presentation behaviours. When the pre-service teachers presented demonstrations and
provided qualitative skill cues during task presentations, they were likely to offer
specific, congruent feedback during post-task presentations. In the planned lessons,

the pre-service teachers presented partial or complete demonstrations and provided
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qualitative skill cues in more than 80% of their task presentations and specific,
congruent feedback in more than 75% of their post-task presentations.

In summary, in the unplanned lessons the pre-service teachers presented
partial or complete demonstrations and provided qualitative skill cues in less than
50% of their task presentations and specific, congruent feedback in less than 40% of
their post-task presentations. Presenting the learners with the model for skill
performance in combination with specific skill-cue information seemed to influence
the pre-service teachers' ability to offer specific, congruent feedback during activity
time. This is an important finding in light of Werner and Rink's (1989) description of
effective instructional characteristics, which reported that greater performance gains
were recorded by learners when teachers offered specific feedback that matched the

cues given to the learner as a focus.
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CHAPTER FIVE

SUMMARY, CONCLUSIONS AND RECOMMENDATIONS
The purpose of this study was to assess the influence of planning on some
selected instructional behaviours of a group of student-intern Physical Education
major students who were on their internship programme. This chapter summarizes
the research findings and looks at the conclusions and recommendations made by the

researcher.

5.1 Summary

Within the design limitations of this study-which include a small number of
subjects, multiple lessons taught within each condition, and the planned lessons being
taught before the unplanned lessons-the results suggest that planning has a positive
effect on some pre-service teachers' instructional behaviours. Teachers were more
attentive to the actions of their learners during pre-task presentations, presented the
subject matter to the learners more clearly during task presentations, and provided
more feedback that was congruent to the skill focus of the lesson more frequently
during post-task presentations. For teachers-in-training it seems that planning is
essential to the employment of "effective" teaching behaviours in the interactive

teaching environment.

5.2 Conclusion

The purpose of this study was to assess the influence of planning on the
instructional behaviours of a group of student-intern Physical Education major
students who were on their internship programme. The descriptive statistical analysis

revealed that there was a statistically significant difference between interns in their
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planned and unplanned lessons with respect to feedback, cues, demonstration and
clarity of task. In light of these findings, it seems important that prospective teachers
be given ample opportunity to plan, implement, and evaluate instruction on a regular
basis beginning early in their pre-service training. In addition, it seems critical that
components of planning and teaching, because of their existing link, be introduced
and developed (taught and practiced) in combination. Given the limited data base,
there is a need for continued research to further examine the effect planning has on
the other aspects of instructional behaviours of teachers who are learning to teach.
This research work is a contribution to knowledge on assessing the influence
of planning on selected instructional behaviours of physical education student-interns.
This study has documented a process of investigating and assessing the influence of
planning on selected instructional behaviours i.e. planned and unplanned lessons.
Finally, the researcher anticipates that this dissertation provides a useful
framework and builds a foundation for research across different approaches to

assessing the influence of planning on selected instructional behaviours.

5.3  Implications

As the current studies has established, there is a statistically significant
difference between planned and unplanned lessons presented by students interns with
interns performing better when the lesson was planned than when it was unplanned
with respect to feedback, accuracy of cues, demonstration and clarity of task. These
findings will go a long way to improve the quality of lessons presented by student-
interns who would subsequently become teachers in ensuring that lessons are utilized

to the fullest and ensure that students are well taught and get the best out of the
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lessons. This will ensure that the students will in turn give off their best in their
various roles they play in physical education lessons in the nation at large.

It is also believed that this study has provided an insight into assessing the
influence of planning on selected instructional behaviours of physical education
student-interns. However, there could be other factors that need to be identified or
evaluated. Hence, it is the view of the researcher that further research needs to be

carried out in the area and expanded to include other regions.

5.4  Recommendations

Based on the findings from the study, the researcher would like to make the
following recommendations:
1. Ample opportunities to plan, implement, and evaluate instruction on a regular basis
beginning early in their pre-service training. In addition, it seem critical that
components of planning and teaching, because of their existing link, be introduced
and developed (taught and practiced) in combination.
2. Given the limited data base, there is a need for continued research to further
examine the effect planning has on the instructional behaviours of teachers who are
learning to teach. This study raises as many questions as it answers.
3. There is also the need to replicate this study in other schools regions in Ghana.
4. In addition, workshops and seminars should be organized for teachers and P.E.

instructors on the effects of planning on instructional behaviour.

5.5 Suggestion(s) for Further Research

Teaching how to plan in teacher preparation programmes is very critical to

teacher effectiveness as the results of this study have shown. Pre-service teachers

109



University of Education,Winneba http://ir.uew.edu.gh

therefore must be helped to understand the effects of proper planning on teacher
effectiveness. Acquisition of this aspect of pedagogical skills comes with constant
reflection and commitment. In line of this, the following suggestions are therefore

made for further future research. That -

e A study of this kind should be conducted to establish the relationship between
planning and student achievement.

e The effects of planning on instructional behaviours of experienced teachers should
be carried out.

e A comparative study is carried out on the influence of planning on teaching
behaviours of inexperienced physical education teachers as against experienced
physical education teachers.

e A similar study should be conducted in other parts of the country using a larger

sample
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APPENDICES
Appendix I

The questionnaire is part of M.Phil. work being carried out at the University of

Education, Winneba. Please, carefully answer the questions truthfully.

10.

1.

INTERVIEW GUIDE

. What are some of the things you do before you enter your classroom to teach?

If you plan, how often do you do that?

When do you carry out this planning?

What aspects of your lesson do you plan for?

How do feel when you adequately plan for you lessons?

Is there any time that you were able to deliver your lessons well despite not
planning?

Which courses did take during your teacher preparation programmes that are
directly related to planning?

If yes, how serious have you seen that to be related to your in-service
teaching?

What can you say about the two teaching episodes (planned and the
unplanned) that you have been taken through?

What, in your opinion is the relationship between planning and effective
teaching?

What is the relationship between planning and student achievement?
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Teacher

QDITC RECORD FORM

Learner Grade Level

Activity

Dimensions

Percent

Teacher
Position

Learner
Attention

Environment
Arranged

Demonstratio
n
(RP)

Accuracy of
Cues (RP)

Appropriate #
of Cues (RP)

Congruent
Feedback

Lessons
3 4
1= 1=
2= 2=
3= 3=
1= 1=
2= 2=
3= 3=
1= 1=
2= 2=
3= 3=
1= 1=
2= 2=
3= 3=
1= 1=
2= 2=
3= 3=
1= 1=
2= 2=
3= 3=
1= 1=
2= 2=
3= 3=
Percent Score for Lesson

School
5 6 Totals

1= 1= 1=
2= 2= 2=
3= 3= 3=
1= 1= 1=
2= 2= 2=
3= 3= 3=
1= 1= 1=
2= 2= 2=
3= 3= 3=
1= 1= 1=
2= 2= 2=
3= 3= 3=
1= 1= 1=
2= 2= 2=
3= 3= 3=
1= 1= 1=
2= 2= 2=
3= 3= 3=
1= 1= 1=
2= 2= 2=
3= 3= 3=
Introduction and Closure
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QUALITATIVE DIMESIONS OF TASK PRESENTATION, LESSON INTRODUCTION, LESSON CLOSURE (QDITC)

Name of Teacher Date Lesson #
TASK PRESENTATION LESSON INTRODUCTION
Pre-tasks Tasks Post-tasks (P=present; A= absent)
1. Starting Point P A
REPRODUCTIVE Bl & 2 | = 5 A
(RP) AND : g § @ E/ g g .% = . Purpose
PRODUCTIVE (P) RERE AR AR g T2 | §S[3 sakty P A
TEACHING 2|2 |8|2 5|2 = £ 8|53
STYLES g S| = | < | E|l&|»|g 9 £ | O | 8 S| 4. Fitness P A
3 © B 5 g & 2| B 2 2| 8 |23
Description of Task E 1 = = g E 8 % ED = R LESSON CLOSURE
p ) 1 8 S | 8| 3|5 3] S| 8] 828
** = | = H B A < ~ Ol A | == (P=present; A= absent)
1 5. Closing Point P A
2 6. Skill Behaviour P A
3 7. Social Behaviour | P A
4 8. Collect Equipment | P A
5 9. Assessment P A
6 FREQUENCY P=_
TOTAL A=
1. Frequency Totals I= | I= |1= | 1= | 1= | I= 1= 1=\ 1= | 1=
2= | 2= | 2= | 2= | 2= | 2= 2= 2= 2= | 2= PERCENT
3= | 3= |3=|3= | 3= |3= 3= 3= 3= SCORE
2. % Score
(Scores of 1)
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Types of Task Teacher Position Learner Attention Environment Demonstration (RP)
I = Informing 1=All 1=All Arranged 1 = Present
E = Extending 2 = Partial 2 = Partial 1 = Ready 2 = Partial
R = Refining 3 =Few 3 =Few 2 = Partial 3 = Absent
A = Applying 3 = Not Ready
Accuracy of Cues Appropriate # of Cues (RP) Question/Condition Response Congruent Feedback
(RP) 1=1,2,0r3 Condition/Limitation Appropriateness 1 = Present
1 = Accurate 2 = More than 3 1 = Present 1=All 2 = Partial
2 = Inaccurate 3=0 2 =Non Present 2 = Partial 3 = Absent
3 = None Given 3 =Few

Learner Organization

Focus Statement Motivational

1=Al
2 = Partial
3 =Few

Goal
1 = Present
2 = Absent

NAME TALLY

Rate Per Minute
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