ClassroonvDepartment Effectiveness. AWay of
Improving Sudent Performance at MET* University

MAAMEAFUA NKRUMAH
Abstract

The centrality of classroom processes in determining the overall academic
effectiveness of ingtitutions has been emphasised by many (Sammons, 2007; Yu
and Thomas 2008). Accordingly, this study examined the similaritiesand differences
in the quality of teaching/learning by way of classroom/department processes
using three generic courses — African Studies, Communication Skills and
Computer Literacy ascases. Inall, about 1556 students and 40 teacherstook part
in the study.The input-process-output-context framework presented in the Global
Monitoring Report (2004) was used in selecting appropriate issues and variables
for the study. Data on classroom/department processes collected via student/
teacher survey were analysed using descriptive statistics and ANOVA with the aid
of the Satistical Package for the Social Sciences. Key process factorsidentified as
potentially determining the effectiveness of the institution include: order and
discipline, curriculum assessment, cooperation among teachers, the leader ship of
the service heads of departments. One major recommendation was the need for
improvement in order and discipline particularly, in the area of clear rules for
acceptable behaviour.

Keywords: Quality of teaching, order and discipline, curriculum
assessment, classroom culture, and feedback.

Introduction

Ingtitutional processes havelong been identified asone group of factors
affecting student performanceand providing abetter and more appropriate
basi sfor comparing students' performance. Although processdataisdifficult
to collect objectively, many researchersconsider it asthe most important
messureof quality giventhat itisdesignedtoisolatethe effect of practices
within the control of schoolsthat maketheminstructionally effective (see
O’ Sullivan, 2006; Raudenbush, 2004; Darling-Hammond, 2000). Infact,

* Coined by the researcher to hid the real identify of the university because of
ethical requirements
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someresearchersargue that classroom processes hold the most promise
for understanding student performance. Thisisbecauseathoughingtitutions
may havelittle control over student characteristicsand resourceinputs,
they can haveafair amount of control over how they organiseand manage
theteaching provision (Rumberger & Palardy, 2004).

The purpose ofthis studytherefore, wasto examinesimilaritiesand
differencesinthequdlity of teaching/learning by way of d assroom/department
processesusing thefollowing threegeneric courses—African Studies(AFS),
Communication Skills (CS) and Compuiter Literacy (CL) ascases. By so
doing,feasblewaysof improving classroom teaching/learning and overall
indtitutiona effectivenessmay beidentified. Overdl, evidencessuch asthese
arerdevant for monitoring and promoting quaity assurancea theinditutional
level (Schildkamp, 2007). Thethree courseswere appropriately chosen
because they have awider population asthey are pursued by all first year
students. They are also fundamental to most tertiary specific disciplinary
courses. Hence, their assessment representsafair way of assessing what
actually happensintheaverage classroomsintheuniversity.

Todothis, the processcomponent of theinput-process-output-context
framework presented in the Global Monitoring Report (2004) was
employed. Areas covered by the process component and addressed by
thisstudy include: generd teacher satisfaction and opportunitiesfor teacher
professona devel opment, qudity of teaching, order and discipline, feedback
to teachers, cooperation among teachers teaching the same course,
consistency in approach and the leadership of the service Head of
Department/HoD (addressed by theteacher survey), high expectation of
student achievement, qudity of teaching, curriculum assessment, classroom
culture, and order and di scipline (student survey). Thefocusof theandysis
wason similaritiesand differencesin teaching and | earning processesas
reported by: (1) teachersfrom the servicing departments— L anguages
and Liberal Studies (for AFS and CS) and Computer Science (for CL
only) and (2) studentsfrom the academic departments. Theteachersare
assigned to teach these courses to studentslocated within the various
academic departments. The study had thefollowing two objectives:

1. Toidentify smilaritiesand differencesbetween thethree courses
intermsof classroom/department processes.

2. To test whether the differences in classroom/department
processeswere statistically sgnificant.
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Theresearch questionsfor the study were:

1. What arethesmilaritiesand differencesbetween thethree courses
intermsof classroom/department processes?

2. Arethereddtisticaly sgnificant differencesbetween thecourses
intermsof classroom/department processes?

Thefirst objective and research question seeks to summarize the
overdl pattern of teacher and student survey responsesintermsof smilarities
and differencesin classroom/department processes. Accordingly, descriptive
statistics are used to present key findings from the student and teacher
survey intermsof: (@) typical classroom and service department activities
that occurred most/lessoften acrossal three courses (using themeans) and
(b) the extent of agreement/di sagreement among students/teachers(using
Standard Deviations, SD). These findings indicated strengths and
weaknesses at theinstitutional level. The second obj ective sought to use
Anaysisof Variance (ANOVA) toidentify areasof statistically significant
differences. Theunit of analysisfor theANOVA isthe course. Hence, the
ANOVA findingsare used to summarise key findingsfrom the students/
teacher survey intermsof students/teachersviewsthat were significantly
different across the three courses. Evidence from the ANOVA ismore
robust and more defensiblein terms of proposed explanations.

LiteratureReview

Thereis agreater level of agreement across studies (both large-scale
quantitative and case studies) that certain school featuresincluding; school
management and ethos, effective monitoring, classroom management and
pedagogica quality, potentially influencestudents performanceand overall
institutional effectiveness (Mortimore, 1998; Thrupp, 1999). School
management features, that have stood out in this respect include good
leadership, staff participation and appropriate rewards for collegial
collaborativeworking. Theimportanceof school ethos, including anorderly
atmosphere, high expectations, positive reward/feedback, clear and fair
discipline, positive models of good teacher behavior and good teacher-
student rel ationships have al so been identified and associated with good
student progress. Inthe areaof regular monitoring, the measurement of
students' performance acrossarange of domains has been emphasi zed.
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Relevant pedagogic featuresidentified by previous studiesinclude good
engagement of student interest, effective classroom teaching, maximisation
of learning time, good subject knowledge by the teacher and the promotion
of students’ independence (Thrupp, 2010; Schereens, Glas& Thomas,
2003).

Even though there are different conceptual modelsfor measuring
effectiveness(e.g. thedynamic model by Kyriakides& Creemers, 2008;
the comprehensivemodel of educationd effectivenessby Creemers1994),
theinput-process-output-context framework was chosen for this study.
According to Schereens (1992), input consists of al kindsof variables
connected with financia or personal resources. Processrefersto factors
withintheschool that makeadifference between effectiveand | esseffective
schools. Processcan dso beinterpreted astheformsof interaction between
teachers, students, administrators, materia sand technology in educational
activities(Cheng & Tam, 1997). Context on the other hand referstothe
socio-economic and educational context of schools (e.g. guidelinesand
regulations for schools and the characteristics/structure of the formal
educational systems). Outputs typically refer to changes in student
achievement, completionrates, certification, skillsand certain attitudesand
vaues. Thereasonfor choosing thismodd isthat it hasbeen used by different
researchersintheAfrican context for reasonssimilar to the purpose of this
study. Theseincludeusing themoded!:

1. asanevauationtool to analyseindividual schoolsinorder to
formulate more general pictures of school quality inagiven
education system and as atool to monitor and evaluate the
implementation of activitiesaimed at improving theeffectiveness
of African primary schools(Yu & Thomas, 2008);

2. asthedtarting point for educational reform programme designs
particularly through guiding the diagnosing of school needs
(Heneveld & Craig, 1996);

3. inmaking summariesfor educationa plannersand policy makers
on how schoolswork (Heneveld & Craig, 1996);

4. toprovideadructurefor school supervisonintermsof monitoring
educational research programmes and designing teacher and
school head training programmes (Heneveld, 1994).
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M ethodology

The study employed acase study design. Thefocuswason understanding
the dynamics present within the single setting of thetechnical university
(Yin, 2009). Thus, thedesign facilitated amuch richer understanding of the
dynamicspresent within thissingle setting. However, theresultsof thestudy
may beidiosyncratic considering thefact that abottom up approach was
employed.

Research Participants and Sample

Thesurvey involved 40 sarvicing teechersfromthe Centrefor Libera Studies
(24 teachers) and the Computer Studies departments (16 teachers). Also,
1556 studentswho studied the above compul sory first year coursesduring
the 2016/2017 academic year took part inthe survey. A four-point (1-4)
likely scaledinstrument ranging from strongly agree (1) to strongly disagree
(4) or never (1) tovery often (4) was utilised during the survey. Thedetails
of theteacher and student surveysare presented below:

Teacher Survey

Theteacher questionnairewasadministered to all servicing teacherswho
taught AFS, CSand CL during the2016/2017 academic year after piloting.
Thesarvicing teacherswereimportant becauseto someextent, they directly/
indirectly determined how muchthestudentslearnt inthe classroom. The
teacher survey focused on the following: high expectation of student
attainment, general teacher satisfaction and opportunities for teacher
professona devel opment, order and discipline, quaity of teaching, feedback
toteachers, cooperation among teachers, curriculum assessment, classroom
cultureand consistency in approach.

Sudents Survey

Thesurvey involved al students bel onging to the 2016/2017 cohortswho
werewilling to participateinthestudy. Thestudentswerein thebest position
to tell which classroom processesinfluenced their performance because
they werethe oneswho actual ly experienced classroom teaching/learning.

The Piloting and administration of the Sudent/Teacher Survey
The student questionnaire was pil oted using 86 continuing students (2015/
2016 cohort). The piloting proved very helpful in developing effective



6 Ghana Journal of Higher Education \olume 7

strategiesfor themain study. For example, it becameobviousthat it would
be more effective to administer the student questionnaire before, rather
than after alesson so that dmost all studentswould be present andteacher
can help controlthe students. The need to check every questionnaireto see
if it was properly completed when handed in became obvious as some
studentsfilled only some parts (e.g. front and back), marked one answer
for all questionsetc. during the piloting. Theteacher questionnairewas
piloted using three teachers, one for each course — AFS, CSand CL
(theseteachersdid not teach the studentsin the selected academic year).
Thepilotinginformed thedecisonto administer different questionnairesfor
each course, athoughthey al containthesame set of questions. Thestudent
questionnaireswere administered before alesson by arrangement (date,
time, venue, group of students, etc. determined in advance). For teacher
questionnaire, thecontact detail s (e.g. telephone/mobile numbersand e-
mail addresses) of individua teacherswere collected fromtheir departments
and used to arrange meetingsto explain the purpose of the study, ethical
issues, and administer thequestionnaire.

Ethical Considerations

Thedatacollection processstarted only after, verba permission wassought
fromindividua Deansand HoDs. Other ethical considerationsobserved
included informed consent and voluntary participation. For example, the
meeting with the studentsinvol ved informing them about the purpose of the
study, voluntary participation, confidentidity of any information provided
and how tofill the questionnaire (e.g., how to mark choices, fill written
portionsetc.). The studentswerethen given sometimeto read through the
instructionsand the questionnaireitems, freely ask questionsand signthe
informed consent form.

Validity and Reliability

Thereisno doubt that the piloting improved the quality of theresearch
instruments. For instance, the use of participantssmilar tothoseusedinthe
main study — teachers/students of different agesand gender increased the
vdidity of theinsruments. Further, by kegpingawrittenrecord of dl incidents,
challengesand experiencesthat occurred during the piloting, thereliability
of research instruments was improved. Also, on completion, each
questionnairewas checked to ensurethat it was completely filled. This
hel ped to reduce the number of incompl ete questionnairesand toimprove
thegeneral quality of theinformation collected.
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Results
Overview of University Activities

Thefindingsof the study are grouped and discussed under the sub-themes
from the processcomponent of the EFA model, e.g. high student expectation,
order and disciplineetc. The presentation under each sub-theme proceeds
asfollows: the presentation of the descriptivefindings, followed by the
ANOVA findingsand graphica representations. Theteacher survey results
arepresented first followed by the student survey results.

Teacher Perspectives

The sub-themes discussed from the teachers' perspectivewere: genera
teacher sati sfaction and opportunitiesfor professional development, quality
of teaching, order and discipline, feedback to teachers, cooperation among
teachers teaching the same course, consistency in approach and the
leadership of theserviceHoD.

General Teacher Satisfaction and Opportunities for Teacher
Professional Development

Fromthedescriptivefindings, al threeteacher groups (AFS, CSand CL)
wereon averagedissatisfied with their conditionsof service, work load and
opportunitiesfor teacher professional development (all mean scores> 2).
Comparatively however, the CSteacherswere somewhat moredissatisfied
withtheir conditionsof serviceand work load [ TR27 and TR28]; whilethe
CL teachers appeared more dissatisfied with opportunities for teacher
professional development [TR29]. The AFSteacherson the other hand
feltrelatively lessvaluedinfunctioning asteachers[ TR25] (mean> 2, dso
seeFigurel).

However, within specific teacher groups, some noticeabledifferences
wereevident. For example, therewasamoderatelack of consensusamong
the AFSteacherswith respect to opportunitiesfor teacher professional
development (SD = 1) indicting that some teachers had opportunitiesfor
teacher professional devel opment whereasothersdid not. Thedifferences
between thethree teacher groupsin termsof theissuesdiscussed wereall
detigticaly sgnificant a .05 significancelevd.
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Figure 1: A Chart showig the Teachers' Views on General Teacher
Satisfaction and Opportunties for Professional Development

Note

TE.24. Teachers felt they
made significant
educational difference
in thelives of students

TR29

TR28 . .
§3§ TE.25. Teachers felt valued in
functioning as teachers
TR27 3.33 TE.26. Teachers had the

motivation to teach the
course

TE.27. Teachers were satisfied
with their conditions of
SErVICE

TE.28. Teachers felt overworked
and pressured

TE29. ]Eeacher%had oppertunities
of teacher profession

TR26

Teacher Survey Item

TR25

TR24

evelopment
T T T
0 1 2 3 4 Scale
Strongly agree = 1
Mean Agree=2
Disagree=3

Mean/CL B Mean/Cs M Mean/AFS X
Strongly Disagre =4

The bar chart above represents the views of the African Studies (AFS) Communication Skilks {CS) and
Computer Literacy {C1) teachers on general teacher satsfaction and op portunibes for professional
development during the 2016/2017 academic year at MET University. The vertical axis shows varouws
tenns eficiting informeation on teacher satikfaction and oppor e for prof W 1 developnent
o pr d by Sch {1992]) in his Input-process-output—context framework. The horizontal
axis on the other hand shows the mean responses of the teachers acoording to teacher groups on a
scale of 4 ranging from strongly agree o strongly disagree.

Quality of Teaching

According totheteacher survey results, quality of teachingintermsof lesson
preparation, monitoring of student performance and student assessment
was of afair degree of quality acrossall three courses. On average, all
threeteacher groups (AFS, CSand CL ) indicated that |esson preparation
quite often involved building upon awork plan [TR52] that included
information on monitoring of sudents performance[ TR53] and thenumber
of times students were to be assessed [TR54] (all mean scores > 2).
Comparatively, however, the AFSteachers appeared more effectivein
providing information on the number of times studentswereto betested
[TR54].

The CSteachersonthe other hand wereto an extent moreeffectivein
incorporating themonitoring of students performanceintheir work plans
[TR53] (see Figure 2a). Nonetheless, there was a moderate lack of
consensuswithin specific courseteacher groupsespecidly withintheAFS
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Figure 2a: A chart showing the Teachers' Views on Quality of
Teachingin Terms of Lesson Preparation, Assessment and
Monitoring

Note

TR54 TR52. Lesson preparation
usually involved building
upona work plan

TE.53. Monitoring of student
achievernent was mentioned
inthe work plan

TR53

TE.54. The number of written
assignment/testswere
mentionead in theworlk
plan

Scale

Mever=1

Beldom=2

Quite often=3

Very often=4

TR52

IMean,/CL m Mean/CS m Mean/AFS

The chart abowve shows the views of the AFS, €5 and (1 teachers respectively on teaching quality in
the areas of lesson preparation, assessment, and monitoring of student performance. The vertical
axis shows three ilems taken from Schereens’ {1992} model. The horizontal axis also shows the

mean responses of the three teacher groups on a scale of 4 mnging from never ta very often.

and CS teacher groups with respect to the monitoring of students
performance (all SD were>.5), implying that perhaps, the monitoring of
student performancewas challenging for very few teachers. TheANOVA
further showed the means of all threeteacher groupsto be significantly
different with regard to theissues discussed above.
Figure2bisagraphical representation of implemented time/effective
learning time/opportunities for students to learn in the classroom.
Implemented time or opportunity to learn onaverage appeared somewhat
problematicwith al threeteacher groupsindicating different amount of time
spent on: actud classroom teaching, lesson preparation, revison of previous
lessonsand assignments/exams, interaction with studentsin the classroom
and other teaching/learning related activitiessuch ascounseling. Overall,
the AFSteachers appeared to have spent more time on teaching rel ated
tasksthan the CSand CL teachers(mean = 54 hours per week).
TheAFSteacherson average, spent moretimeon lesson preparation
[TR36b] (mean hourseach week > 8 hours) in contrast to the CSteachers
who spent lesstime preparing for |essons (mean < 8 hours per week) but
relatively moretimerevising previouslessons[ TR36€] (mean > 4 hoursper
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Figure 2b: A Chart Showing the Teachers' Views on Teaching
Quality - Effective Learning Time/Tmplemented Time
| Note
TR26h 5992666 ???;l Number of minutes spent per week
7 on:
3258.29 TR36a teaching of students {either
62.04 whole class, in groups orindividuals
TR36g 1?:'[})?1 05 TR36b. planning/preparation of
' lessons eitherin school or outof
school {including marking of
TR26f 9:"&)93535 students” work)

186.71 TE36c. administrative duties either in
£ 220.4 oroutof school (e.g paper wark
Q : and other clerical duties you
£ TR36e 257.82
E 157.94 undertake as ateacher)

& 182 TR36d. interaction with students with
n : respect to work in the classroom
E TR36d 1%352.?;:’3
Q : TR36e. discussion of previous lessons,
o 256.57 assignments and examinations
TR36c 238363:?44 TR36f conversation with students
’ (e g small talks)
TR26a 66()61?4284 TR36g. others (e.g. counselling)
551,49 TR36h Total time spent on teachingf
! learning activities (in minutes)
0 1000 2000 3000 4000
Mean Time/Minutes

Mean/CL W Mean/Cs W Mean/AFS
The bar chart above represents the teachers’ views on teaching quality in the area of effective/
implemented time in the classroom. Individual actiwities on which time was spent in the classroom
are presented on the verfical axis whilst the amount of time spent on each activity is presented on
the horizontal axis according o the average response of each teacher group.

week), interacting with studentsin the classroom [ TR36d] (mean> 4 hours
aweek) and conversing with students (TR36f) (mean > 3 per week). The
CL teachersontheother hand spent moretimeon actual classroomteaching
[TR364] (mean hourseachweek > 11 hours). SeeFigure 2bfor thegraphical
representation of theissuesdiscussed. Nevertheless, thereweredifferences
within specific subject teacher groups. For instance, thevery high standard
deviationsassoci ated with themean total hours spent on teaching/learning
activitieswithin theAFSteacher group (SD= 50 hours per week) suggest
that someteacherswere over worked compared with others. Resultsfrom
theANOVA further indicated statistically significant differences between
theAfrican Studies, CSand CL teachersin termsof the mean hours spent
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onthevariousteaching related activitiesand thetotal time per week spent
onteaching/learning.

Feedback on Teachers Work

Theteacher survey further presented evidencethat typically, feedback on
teachers’ work from both external (e.g. external reviewers) and internal
(e.g. theserviceHoD, colleague teachers and students) stakeholderswas
to an extent problematic. In fact, all the teacher groups indicated that
feedback from both sourceswasreceived lessthan onceayear (all mean
scores< 4). However, therewasalack of consensuswithin specific teacher
groups especially with respect to feedback from internal stakeholdersto
the CSand CL teachers(all SD were>1.0). Relatively, the CL teachers
most likely recelved feedback from both internal and external stakeholders
[TR17to TR20]. TheAFSteachersontheother handlesslikely received
feedback from external reviewers[ TR19] and colleagues[ TR18]. TheCS
teachershowever, received somefeedback fromthe serviceHoD [TR17]
and the students [ TR20] (see Figure 3). The ANOVA findings further

Figure 3: A Chart Showing the Views of the Teachers on the
Sources of Feedback to Them

Note
* 311 TR 17 Feedback onteachers
TR20 2.6 work wasreceived fromthe
2.92 service of HoD
* 2.6 TR.18 Feedback on teachers'
TR19 2.25 work was received from
172 colleagueteachers

221 TE. 19 Feedback on teachers'
TR18 1.64 work was received from
1.19 external reviewear(s)

31 TE.20Feedback on teachers'
TR17 1.35 ’ work was received from
1.61 students

Teacher Survey Item

Scale
1 2 Mean ° 4 Never=1

Once every two years=2
Lessthan onceayear=3
Onceperyear=4

o

W CL/Mean W CS/Mean AFS/Mean

The graph above represents the sources of feedback on the teachers' work according to the teacher
groups. The vertical axis shows the four main sources of feedback selected from Schereens' {1992)
framework. The average frequency at which feedback was received is shown on the horizontal axis
on a scale of 4 ranging from never Lo once a year.
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indicated statistically sgnificant differencesbetween thethreeteacher group
meansin terms of feedback from the four stakehol dersexamined by the

study.
Order and Discipline

Order and disciplineweretypically problematic for all teachersacrossthe
three courses. Thecourseteachersgenerally disagreed with thethreeitems
rel ating to the existence, understanding and application of rules(most means
scores> 2). TheAFSteachersto an extent disagreed most, with theview
that ruleswere honestly applied. The CL teacherson the other hand mostly
doubted the existence of clear written rulesthat wereclearly understood by
both students and teachers (see Figure 4a). Nevertheless, there was a
moderatelack of consensusamong teacherswithin specific teacher groups,
especially with respect to the existence of clear rules (SDswere mostly
higher than 0.5). Resultsfrom theANOVA further indicated statistically
significant differencesbetween thethree teacher group meansinall three
aspects of department rules examined by the study. Moreover, regarding
thetimeteachers spent on order and disciplinary mattersin the classroom
such as: disturbances due to bad student behaviour [TRb36], frequent

Figure 4a: A chart showing the Teachers' Views on Orderand
Discipline

Note

TR11. Inconsistent approach to
student mishehaviour/discipline

TR14 impedes department effectiveness.

TR13 TR12. There were clear written

rules regarding student lateness,

disturbances and student

TR12 absenteeism.

TR13. Rules were well understond
TR11 by hoth students and staff.

0 1 2 3 4
Mean

TR14. Behaviour rules were honestly
applied and maintained.

Teacher Survey Item

Scale

1 =Strongly agree
2= Agree

3 =Dizagree

4 =5Strongly Disagree

Mean/CL  mMean/CS  mMean/AFS

The teachers’ views on order and discipline in the areas of clear rules, consistency and fairness are
represented by the chart abowe. The vertical axis shows the indwidual iems elciting information on
the ssue whilst the horizontal axis shows the average responses per teacher group.
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interruptionsby students[ TRc36], frequent temporary absence of students
[TRd36] and lack of control of students[ TRe36], teachersacrossal three
coursesreported the same key problem of wasted classtimeto agreater
or |esser extent.

For example, the teachersreported atotal of 1 hour (AFS), 3.5
hours (CS) and over 4 hours (CL) of classtime per week wasted. The
differencesbetween all threeteacher group meanswerealso statistically
significant (see Figure 4b). Overall, it appearsthat the AFS teachers
appeared more effective in managing student misbehavior on many
occasionsthan the other teacher groups. For the two courses, CS and
CL, therewasanotablelack of consensuswithin specific course teacher
groups (with SD of three hours or more per week wasted on disciplinary
matters). These strongly suggest that some teachers on specific courses
found student behaviour issues especially challenging in the classroom,
especially the CSand CL teachers.

Figure 4b: Teachers' Views on Order and Disciplinein Terms of

Wasted Time
| | | | Note
250.6 ) .
TRh26 210.51 Time {minutes) spent on:
TRg36 TRa36. students _loukmg for
Spaces to st
TRf36 TEh36. disturhances due to had
student behaviour
£ TRe36 TRe36. frequent interruptions
g by student
= TRd36
g TRd36. frequent temporary
S ahsence of students
o TRc36
3 TR3ef. lack of control of
2 TRb36 students
=
TRf36. waiting time for
TRa36 guidance by individual students
on wotk to be done

0 50 100 150 200 250 300 TRg36. Otherissues

Mean Time/Minutes TEh36. Total time wasted

Mean,/CL W Mean/CS B Mean/AFS
The bar chart above shows the teachers' views on arder and discipline in te rms of wasted time. The

chart also shows the activities on which time was wasted as can be seen on the vertical axis. The
’amuunt of time spent on each activity is indicated on the horizontal axis.
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Cooperation Among Teachers Teaching the Same Course

Teachersteaching the same course cooperated with colleaguesin the
following areas. dealing with studentswith academic challenges[ TR43],
Setting common standardsin curriculum assessment (TR44) and bringing
about needed changes/innovationsin the courses [ TR45]. However,
doing these appeared problematic for all three teacher groups. In fact,
all threeteachers groupsindicated that they seldom cooperated with
colleaguesin these areas (all mean scoreswere lessthan three). The
AFSteachers however, wererelatively more effective in cooperating
with colleaguesin the areas of changesin the course and lesson planning
and implementation (see Figure5).

Asexpected, viewswithin specific teacher groupswere also quite
varied. For instance, notable differencesin the views of the CSteachers

Figure5: A chart Showing the Teachers' Views on the Level of
Cooperation Among Teachers Teaching the Same Course

Note
Teachersmet, discussed and

TR45 decided on:

%)
[==]

TE41. the selection of mstructional
mmaterials

TR44 . .

TR42. planning and implementation
oflessons

TE43. treatment of students with

TR43 e .
acadermnic difficulties

TE44. common standards for
assighments, exams and

TR42 .
marking

Teacher Survey Item

TE45. changes and innovationsin

the course
TR41 Scale
Never=1
! ! ! Beldom =2
0 1 2 3 4  Quiteoften =3
Mean Very often =4

W Mean/CL W Mean/Cs W Mean/AFS

The chart above shows the extent to which teachers teaching the same course cooperated. Hems on
areas of cooperation can be found on the vertical axis. The frequency of cooperation on ascale of 4
ranging from never to very often, on the other hand, can be found on horizontal axis.
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with respect to |esson planning and implementing, dealing with students
with academic difficultiesand bringing about innovationsinthe coursewere
evident (all SD were >1.0). TheANOVA Findingsadditionally showed
that al group meansweresgnificantly different.

Consistency in Approach

Intheareaof consistency in approach, the survey results showed that all
three teacher groups were concerned about the availability of course
textbooks (TR37) and the appropriateness of textbook subject matter
[TR38] (all meansscores> 2). Asindicated on Figure 6, theAFSteachers
generally disagreed that course textbookswith appropriate subject matter
wereavailable. Interestingly, therewasafair degree of agreement within
the AFSteacher group with respect to thisissue (SD< .5). TheANOVA
findingsfurther indicated statistically significant differences between the
teacher groupsin termsof the availability and appropriateness of course
textbooks, themodernity of coursesyllabi and theneed for additiona course
materials (see Figure 6). Thisimpliesthat generally, the courseswere
chalengedintheserespects.

Figure 6: A Chart Showing the Teachers' Views on Consistency in
Appreach

Note

TR40O TR37. Texthooks for teaching

the course were available

TR39 TR38. Textbook subject matter

was appropriate

TR39. Additional course materials
were required

TR38

TR40. The course syllabus was
modern

TR37

Teacher Survey Item

Scale
0 1 2 3 4 1 =5trongly agree

2=Agree
3 =Disagree
Mean/CL B Mean/CS B Mean/AFS 4 =Strongly Disagre

The teachers’ views on consistency in teaching the same course Tn different classraoms can be seen
on the figure abowe. Areas of consistency examined include wse of same or similar textbhooks,
subject matier, additional course materials and the madernity of the syllabus used. These can be
found on the vertical axis. The average view of each teacher group can be seen on the horizontal axis
on a scale of 4 ranging from strongly agree 1o strongly disagree.
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The Leadership of the Service HoD

Focusing on theleadership of the service HoDs, thetentativefinding was
that to some extent all course teacher groupswere dissatisfied with the
overd| leadership of theserviceHoDs[ TR36]. Specificaly, all theteacher
groupsdisagreed that the HoDs provided feedback on classroom teaching
[TR30] and sufficient information on work to bedone (all means scores>
2). Comparatively, the CSteachersdisagreed most with theview that their
HoD was effectivein managing information and ininvolving teachersin
decision making (see Figure 7). The CL teacherson the other hand were
moredissatisfied with theoverdl leadership of their HoD. However, within
teacher groups, differencesregarding specific itemswere evident. For
example, the CSteacherswerequitedivided over whether theHoD provided
information onwork to bedoneor got teachersinvolved in decisonmaking

Figure 7: A Chart Showing the Views of the Teachers on the
Leadership of the Academic Head of Department

Note

The HoD:

TR30. observed lessons and talked a
about them with teachers for improvement

TR36

TR35

TR31. gave sufficientinformation on

TR34 work to be done

TR32. ensured teachers had a say in the

TR33 courses they taught

TR33. was aware of students’ progress

TR32

TR34. discussed students’
progress with teachers

Teacher Survey [tem

TR31

TR35. ensured teachers teaching the ¢

TR30 3.35 ourse talked about desired changes

TR36. In all, teachers were
satisfied with the leadership

0 1 2 3 4 ofthe HoD

Scale

1 = Strongly agree

2=Agree

3 =Disagree

4 = Strongly Disagre

Mean

Mean,/CL ® Mean,/CS o Mean/AFS

The chart above shows how the head of depariment as an academic leader facilitated the eaching
process to ensure the academic success of students. Individual items soliciting the views of the
teachers on this issue can be found on the vertical axis while the mean responses of the teacher
groups on a scale of 4 ranging from strongly agree to strongly disagree can be found on the

horizontal axis.
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(al SDs>1.0). Thissuggeststhat information management and decision
making was problematicin some service departments. TheANOVA results
further showed that the differences between the threeteacher groupsinthe
following areassweresatisticaly sgnificant: theeffectivenessof theHoDsin
managing informeation and decisi on making, discussi on of student progress
and feedback to teachers on classroom teaching.

Sudent Per spectives

Fvemagor themesincluding: high expectation of sudent achievement, qudity
of teaching, curriculum assessment, classroom culture, and order and
disciplineare presented in subsequent paragraphs.

High Expectation of Student Achievement

Theresultsof the student survey presented evidencethat all three course
teacher groups had high expectations on student achievement [STD2] and
stimulated students to work hard [STD3] (all mean scores < 2).
Nonethel ess, to the students, their friends and parents, agood gradein
some of the courses was considered more important than others. For
example, agood gradein CL was moreimportant to the students[ STD6]
andtherr friends[ STD5] thanthe other courses(seefigure8). Theassociated
SD however, indicated that thisview was not shared by all the students (all
SD> .5).

TheANOVA findingsfurther showed the courseteacher groupswere
significantly different with regards to: high expectations on student
achievement, stimulating studentsto work hard and rewarding studentsfor
good academic performance.

Curriculum Assessment

Generally, curriculum assessment interms of method [STD7], coverage
[STD8 and STD10], fairness [STD13] and the discussion of previous
assessments[ STD12] acrossall three courseswas somewhat problematic
as someteacher groups appeared more effectivein some specific areas
than others (see Figure9). Comparatively, the CSteacherswereperceived
by the students as apparently more effectivein: ngthestudentsusing
different ways, providing different approachesto solving thesame problem,
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Figure 8: A Chart Showing the Students' Views on High
Expectation of Student Achievement

| Note

5STDZ. Teachersrequired high
achievement from individual
students

5TD6

STD3. Teachers simulated
students to work hard

STDS

5TD4.Gettinga good grade
in this course was important
t0 my parents

5TD4

STD3 STDS. Gettinga good grade in this
course was important to my

friends

Student Survey Item

STD2

STD6. Getting a good gradein this
T T COUrsE Wag itnp ortant to me
0 Scale

1 Mean

Strongly agree=1
Agree=2
MeanCL HMean/Cs H Mean/AFS Dusagree=13

Strongly Disagree=4

The abowe chart represents the students' views on high expectation on student achievement.
Indwidual iems eliciting the students’ views on ths matter can be found on the vertical axis while

the average responses of the student per course are indicated on the horizontal axis.

explaining what waswrong with marked work and being fair in curriculum
assessment (all mean scores > 2). The AFS teachers on the other hand
quite often showed moreinterest in memori sation than understanding
(mean > 2).

Nonetheless, therewasamoderatelack of consensuswithin specific
teacher groups from the perspective of the students. For example, the
studentswere considerably divided over assessment issues such as: the
complexity of given tasksand teachers’ interest in memorization or recall
(al SO were>1.0). Statigtically significant differencesintheviewsof the
studentsregarding theseissueswerefurther indicated by theANOVA.

Classroom Culture

Intheareaof classroom culture, adaptiveinstruction [STD14] and the
promotion of students' independence [ STD15] were seen aschalenging
for some specific courseteacher groups. For example, theAFSteachers
were seen aslesseffectivein adapting instruction to the needs of students
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Figure? : A Chart Showing the Students' Views on Curriculum
Assessment and Feedback

Note

STDT. Diffgrent WY S wer
used to assess students

STDA. Dif t hes t
s'ufv'%%%”tﬁéj‘%%j%% Groblem
wiere provide

STDY. Given tasks were mare
tcomﬁ{ext an what was
ALy

STD13
5TD12

5TD11

STO10. Mare interest wag shown
in mermorization than
understanding

STD11. Application tasks reguired
rEpettion A

STD10

STD12.Teach lained what
W%gcwgurﬁgeﬁtﬁlﬁarlgdatests

STD13. Teachers were fair in their
assessment

Student Survey Item

Scale

Newer =1
Seldom = 2
Quite often =3
YWery often =4

1] 1 Mean 2 3 4

Mean/CL B Mean/CS B Mean/AFS

The frigure abowve indicates the nature of student assessment and feedback at MET University during
the 20162017 academi: year. The selection of ndwvidual items presented on the vertical axis werne
guided by Schereens {1992) framework. The average responses of the students per course ane
indicated on the horizontal axis.

and promoting their independence (dl means< 2). Neverthd ess, thestudents
werehighly divided over other issues such astheflowing acrossall three
courses: theinvolvement of studentsin lessons [STD16], the working
together of teachers and students [STD19], students working together
[STD20], teacherswel coming ideasfrom students[ STD17] and teachers
ensuring aquiet and orderly environment for teaching [STD18] (all SD
were>1.0). Generdly, speaking, classroom culture gppeared problematic.
However, for two of theitems— teacher enthusiasm and theinvolvement
of individua studentsin lessons, the differencesintheviewsof thestudents
were particularly, noteworthy especially for CL (SDswerel.7and 1.4
respectively). Thelikely conclusionisthat, theviewsof thestudentswere
very diverseregarding thesetwo issues. The observed differenceswere
gatisicaly sgnificant.

Order and Discipline

Although from the perspective of the student (viathe student survey) all
three courseteacher groupswererdatively effectivein ensuring order and
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Figure 10: A Chartshowing the Students' Views on Classroom
Culture
Note
STD21 STD14. Instruction was adapted
to the needs of individual
students
STD20
STD1A. Students” independence
was protote
STD19 .
STD16. Teachersinvolved a good
number of individud studentin
c sTD1S lessons
3 STD17. Ideas from students were
> STD17 welcome
% 5TD1 S.dTe?ichlers created a quifet
and prderly environment for
E STD16 teaching d
S STD19. Teachers and students
E STD15 worked together
STD20. Teachers ensured
sTD14 cooperation between students
T T T 5TDZ lb. Teacheis_ were enthusiastic
Tt
0 5 4 6 aboutteaching
Mean Scale
Nevber=1 4 ofl
In ahout 144 of lessons=2
miean/CL  ®mMean/CS B Mean/AFS o oBomE 177 oF lessatits 3
In ahout 3/4 of lwssons =4
The students” views on dassroom culture selected from Schereens’ model are graphically presented
using the chart above. The eight selected items can be found on the vertical axis while the average
resporses of the students to each of the items per cowrse is presented on the horizontal axds

disciplinein the classroom (mean < 2), comparatively, the CSteachers
appeared more effectivein rewarding good student behaviour [STD22],
applyingadearer syssemof rewardsand punishments[ STD23] and ensuring
that no student caused adisturbance during lessons[STD24] (seeFigure
11). Variaionsintheviewsof the studentsregarding specific courseswere
also evident. For example, therewasamoderatelack of consensusregarding
theitems: “lessonswere often disturbed by noisearound thehall” [STD25]
and “teachersensured no student disturbed during lessons’ [24] (al SDs>
.5) implying that order and disciplinary issues in the classroom were
challenging for some courseteachers.

Thedatistically significant differenceswere observed with respect to
theitemsdiscussed above (STD22-25) except for theitem “teacher paid
attention to good behaviour and rewarded it” [STD26].
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Figure 11 : A Chart Showing the Students' Views on Order and
Discipline

Note

5TD26 5TD22. Teacherspaid attention to

good behaviour and rewarded it

2.46
STD23. There was a clearly defined
applied system of punishment and

rewards

STD25

5TD24 5TD24. Teachers ensured no student

disturhed duting lessons

Student Survey Item

STD25. Lessons were often disturhed
by noise around the hall

STD23

STD26. The voices of the teachers
were clear and audible

STD22

Seale
Strongly agree =1
Agreeg1=y2 #
Drsagree =3

Mean Strongly Disagree=4
Mean/CL B Mean/C5 B Mean/AFS

The fipure above is a dhart showing shudents” views on order and disdpline. The itemns were taken
from Schereens’ (1992} fmamework. ltems dlidling information on dassroom auliure are presented
on the vertical axis. The averape responses of the shadenis per course on a sale of five Anging

from, never to in almost every lesson, are presented on the horizontal axis_

Quality of Teaching

Structuredinstruction (STD27-STD29) and direct instruction (STD32—
37) acrossall three courses was quite adequate, with the majority of the
studentsindicating that these activities quite often happened in the
classroom (means> 3).

The CSteachershowever, appeared moreeffectiveinreviewing and
correcting class assignmentswith students[ STD37] and using different
teaching strategies[STD33] (Figure 12). Moderate differencesintheviews
of the studentsregarding specific courseswereaso evident (all SDs>.5).
For example, therewasamoderatelack of consensusamong the students
regarding corrective feedback during practice sessions[STD30] and the
orderly progression of lessons[STD28] for all three courses. Thiswasso
especidly inthecaseof Computer Literacy. Thissuggeststhat someteachers
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Figure12 : A Chart Showing the Students' Views on Quality of
Teaching

Note

3TD27. Teachersused lesson plans

STD37 3TD28. Previous lessonswere

-02 reviewe

STD35 3TD29. Lessons progressed orderly

STD30. Corrective feedback was |
given to students duringpractice

5TD34 367 sessions

3TD31. Lesson objectives were
evaluated atthe end of lessons

BTD32. Clear instructions and
explanations were given

S3TD33. Avariety of teaching
strategieswere used.

3TD34. Students were given the
opportunity to ask questions

3TD35. Teachtgrs demonstrated
mastery of subject matter

STD33
3.19

STD32 339

STD21

STD30

Student Survey ltem

STD29 241 3TD37. Class assignments were

reviewed and corrected with
students

3.23 Scale
Never=1

STD23

5TD27 350 Beldom=2

! ! ! ! Quite often =3
2 Mean 3 Very often=4

®Mean/CL B Mean/CS B Mean/AFS
The figure above graphically represenis the views of the shudents on dassroom teaching quality.
Different itermns elidiing detailed information on dassroom teaching quality are presented on the
vertical axis while the average responses of the students per course are presented on the horizontal

axis.

found correcting students during practice sessions quite challenging.
According to the ANOVA results, the different views of the students
regarding theseissueswere statistically significant acrossall three courses.

Discussion

For discussion purposes, the following classroom/department i ssues
emerging from the study arediscussed: (1) order and discipline (2), lack of
cooperation among teachersteaching the same course and (3), emphasis
onmemorisation.
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Classroom discipline encompasses complex interactions among
teacher, student, school and societal variables. No wonder, theissue has
been discussed under different designations such as* classroom order”,
“classroommishehavior”, “cdassroomdisruption”,  classroomindiscipling’,
or “classroom disorder”, just to nameafew (Lopesand Oliveira, 2017).
Basically however, classroom disciplinerefersto aset of teacher actions
that constitute organisational and management processes aimed at
establishing classroom order (routines, norms, procedures, etc.).

Although studentsare by far themost frequent source of indiscipline
(Kulinna, Cothran, & Regual os, 2006), teachers or school staff may aso
beasourceof disruption (Good & Brophy, 2000) as shown by thisstudy.
Granted, most teachers occas onal ly spend some amount of timeon other
Issues gpart from ingtruction neverthel ess, theamount of timewasted by the
AFS, CSand CL teacherson thefollowing activitieswas overwhelming:
studentslooking for spacesto sit, addressing disturbancesdueto bad student
behaviour, frequent interruptions by student, frequent temporary absence
of students, and lack of control of studentsetc. For example, thetotal time
wasted on the above activitiesaveraged a most three hours (2.90) aweek
across the three courses — AFS, CS, CL. Thisis a clear evidence of
teacher ineffectiveness. Of course, effectiveteachersmaximiseingructiona
timewhileineffectiveteacherslosetheir focus and addressinterruptions
and off-task behaviours, thereby losngingructiond time(Lopesand Oliveira,
2017). High levelsof classroom indiscipline often leadsto |ow student
academic achievement because teachers may feel emotionally exhausted
after addressing classroom disruption and opportunitiesto learn may likely
be decreased (Sun, 2015). High level sof indisciplinemay further indicate
theabsenceof clear written rules on accepted behaviour given that thereis
aspecific link between where power lies (teacher-centered or student
centered perspectives).

Another key factor identified by thestudy asdemongrating ingtitutiond
ineffectivenesswasthelevel of cooperation among teachersteaching the
samecourse. Indeed, acritical way of ensuring that al studentson average
receiveequal quality instructionsisto regulate or control what happensin
the different classroom for the same course. Thisto an extent requires
teachersteaching the same worse to work together. Evidence from the
ANOVA however, pointed to significant amountsof conflictswithin course
groups. Thisfinding resonateswith previous studiesthat have indicated
that, collaborative teaching has historically not beenthenormintertiary
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education (e.g. few professorsteach collaboratively or receive substantial
support from colleagues). Hence, tertiary teachersare oftenforced torely
ontry and error or their own experiences (Goddard, 2007; Broad et al .,
2007).

Intheareaof curriculum assessment, the studentsindicated that the
AFS teachers quite often showed more interest in memorisation than
understanding. In other words, rotelearning (memorisation) instead of deep
learning was encouraged. This means that, possibly the students just
concentrated on certain topicsor specific responsesthat weremorelikely
to appear inthe exams and recal led/reproduced them when called uponto
do so. Put simply, the students shifted between recall of knowledge and
deep understanding depending on theinterest of aparticular group of course
teachers. Thisisindicative of poor teaching because according to Gibbs
and Simpson (2004) when atotally new course material istaught poorly
suchthat studentsare unableto apply themin different settings; thestudents
may betempted torely onrecall or cheating.

Recommendation

Theexistenceof classroom indisciplineasevidenced by theamount of time
wasted on non-instructional activities suggests the need for the
standardisation of classroom/departmentrul esregarding acceptable student
behaviour. Thisisnecessary given that without satisfactory levelsof it, the
best planned and potentially most engaging lessons may fail to havethe
desired impact (Romi et al., 2009)

Intheareaof curriculum assessment, the studentsindicated that the
AFSteachersoften encouraged rotelearning. Thus, regular staff training on
test construction especialy for new teacherson standardi sed measurement
principles such ashow to: calculatereliability estimates, standard error
measurements, validity coefficients, item discrimination, standard scores
and how to reduce guessing and diagnose procedura error isrecommended
for the Personnel Section of the university to carry out. Thetraining on
curriculum assessment isimportant because teachers make assessment
decisionsthat enhance/discourage students.

Regarding cooperation among teachersteaching the same course,
knowl edgeabl e conversationsinitiated by the course coordinator around
thefollowing isrecommended: teaching methods, unique content, processes
of teaching, academic standards, how to meet the needsof students, helping
academically poor and disabled studentsetc.
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Conclusion

The purpose of this study was to identify feasible ways of improving
clasyoomteachingandoverdl inditutiond effectivenessfromthe perspective
of classroom/department processes. Thedescriptiveand ANOVA findings
haveindeed provided an overd| pictureof what washappeninginthevarious
classroomsaswell asthetwo servicing departments. The use of the EFA
model (used in devel oping theresearch instruments) hasfurther ledtothe
Identification of thefollowing factorsaspotentidly influencing thequality of
teaching and learning in the university. Key factorsidentified by the study
include: high expectation of sudent attainment, order and discipline, curriculum
assessment, cooperation among teachers, quality of teaching, whether or
not students/teachersfelt valued and theleadership of the service HoD.
Tentatively, evidenceisprovided that the EFA mode could beauseful tool
Inexamininginditutiona effectivenessinthe Ghanaian context. Interestingly,
thesefactorshave previoudy beenidentified and associated with good student
academic progressand ingtitutional effectiveness (Yu and Thomas, 2008).
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