CHAPTER SIX

QUALITY TEACHING PRACTICES: RESULTS FROM CLASSROOM

OBSERVATION (VIDEO TAPES AND FIELD NOTES)

Introduction

Moving from policy to practices, this chapter aims to reveal results from the classroom
observations to the answer the quest:on: what are the current quality teaching practices
in Jordanian primary schools as judged by the NSWQT Model? Despite the fact that a
theoretical description of quality te:ching and learning is exemplified in the MOE policy
documents and the NSWQT Model, it cannot be assumed that descriptions suffice in
exploring elements of quality teachiig. To establish a reliable and complete picture of the
applicability of the NSWQT Mode! to Jordanian classroom contexts, it is necessary to
observe the teaching and learning activities in those classrooms. The results of the
classrooms observations are preserted in this chapter, and seek to explore the links
between the MOE policies in the one hand, and to examine the applicability of the
NSWQT Model on the other. Both the MCE framework and NSWQT Model assert that
quality teaching and learning pract ces car be evidenced by observing teacher actions,
students’ actions and interactions bztween students and the teacher in classrooms. The

results of classroom observations are analysed in relation to three questions:

e What are the students’ acticns judged by NSWQT Model?

e What are the actions of the :eacher judged by NSWQT Model?

e What are the interactions hetween students and teacher judged by NSWQT
Model?

It is expected that the analysed data of classroom observations will then be positioned to
refer back to the theoretical dimensic ns of quality teaching in both the MOE and NSWQT
Model documents. As well, the analysed data expects to refer forwards to an assessment of

the applicability of the NSWQT Modzl to Jordanian classrooms.

The results are restricted to what happened in the classroom observations of 14 lessons.

The 14 lessons were taught by 7 teachers and each teacher observed over two lessons. The
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data in this chapter was derived frcm the analyses of field notes and videotape. First, the
teaching context of each teacher is presented; after that the eighteen elements are
reviewed, and how they were demonstrated over the 14 lessons is discussed. To ensure that
the given scores for each teacher were valid and credible, a sample of videotaped lessons
was given to an independent rater. " his person was fluent in both English and Arabic, had
knowledge of the NSWQT Model and had experience in primary school teaching (see
chapter four). Since the main aim of this study is to examine the applicability of the
NSWQT Model to the Jordanian primary classroom context, the interpretations of the field
notes and the videotapes of observa ions were guided by a specific question for each item.
For each item and the related question, a rating of 1-5 was given to each lesson; 5 being
most evident, 1 being not evident (see chapter four). Table 6.1 shows these questions and
items. In this chapter, the researcher alsc has used guidelines given in the following

documents developed by the NSW Department of Education and Training:

NSW Department of Education. (Z003). Quality Teaching in New South Wales Public
Schools: An Annotated Bibliographv. Sydney: NSW Department of Education and
Training.

NSW Department of Education and Training. (2003). Quality Teaching in New South
Wales Public Schools: A Clcssroom Practice Guide. Sydney: NSW Department of
Education and Training.

NSW Department of Education and Training. (2003). Quality Teaching in New South
Wales Public Schools: Disci ssion Faper. Sydney: NSW Department of Education
and Training.

NSW Department of Education and Training. (2003). Quality Teaching in New  South
Wales Public Schools: Continuing the Discussion About Classroom Practice.
Sydney: NSW Department o1 Education and Training
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Table 6.1: NSW-QT Classroom Obscrvation Items and Guiding Questions by Dimension

(ntellectual Quality
Deep Knowledge To what exter t is the knowledge being addressed focussed on a small number of key concepts and
the relationsh: 2s between and among concepts?
Deep Understanding To what exter t do students demonstrate a profound and meaningful understanding of central ideas

and the relatic nships between and among those central ideas?

Problematic Knowledge

To what exter t are students encouraged to address multiple perspectives and/or solutions? To what

extent are stu lents able to recognise knowledge as constructed and therefore open to question?

Higher-Order Thinking

To what exter: are students regularly engaged in thinking that requires them to organise, reorganise,

apply, analyse, synthesise and evaluate knowledge?

Metalanguage

To what exten: do lessons explicitly name and analyse knowledge as a specialist language? To what
extent do lessons provide frequent commentary on language use and the various contexts of

differing langu 1ge uses?

Substantive Communication

To what extert are students regularly engaged in sustained conversations (in oral, written or artistic

forms) about t1e ideas and concepts they are encountering?

Quality Learning Environment

Explicit Quality Criteria

To what exten - are students provided with explicit criteria for the quality of work they are to produce?

To what exter t are those criteria a regular reference point for the development and assessment of

student work?

Engagement To what exten are most students, most of the time, seriously engaged in the lesson? To what extent
do students di splay sustainad interest and attention?

High Expectations To what exten are high expectations of all students communicated? To what extent is conceptual

risk taking enc ouraged and rewarded?

Social Support

To what exten is there strong positive support for leamning and mutual respect among teachers and
students and ¢ thers assisting students’ learning? To what extent is the classroom free of negative

personal comrent or put-downs?

Students’ Self- regulation

Towhat exten do students demonstrate autonomy and initiative so that minimal attention to the

disciplining an | regulation of student behaviour is required?

Student Direction

To what exten do students exercise some direction over the selection of activities related to their

learning and t e means and manner by which these activities will be done?

Significance

Background Knowledge To what exten do lessons regularly and explicitly build from students’ background knowledge, in
terms of prior « chool knowledge, as well as other aspects of their personal lives?

Cultural Knowledge To what exten do lessons regularly incorporate the cultural knowledge of diverse social groupings?

Knowledge Integration To what exten’ do lessons regularly demonstrate links between and within subjects and key learning
areas?

Inclusivity To what exten' do lessons include and publicly value the participation of all students across the
social and cult iral backgrounds represented in the classroom?

Connectedness To what extent do lesson activities rely on the application of school knowlecge in real-life contexts or
problems? To vhat extent co lesson activities provide opportunities for students to share their work
with audiences beyond the classroom and school?

Narrative To what extent do lessons employ narrative to enrich student understanding?

(Ladwig, 2005, p.77)
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Hassnah

Teaching Context

Hassnah had 11 years of teaching e> perience at the time of this study. Hassnah’s class was
in small primary school located in Southwest Amman. In the village, most of the residents
live in a tribal society, where their source of income is from farming as well as government
employment. The school, built in 1979, and surrounded by olive trees, is part of the
Jordanian government school syster1, and lies on the top of the West Amman Mountains,
overlooking the Dead Sea. The school consists of 12 rooms, a computer room, a staff
room, the principal’s room and 9 clissrooms. The school has a total of 201 students, with
13 teachers (including Hassnah). Thz majority of students in the school are girls. The boys
study in this school from first grale to third grade, after which they transfer to boys’
schools; Jordanian public schools ire usually not mixed in upper grades. At the basic
education level and in rural areas, :ome schools are mixed up to the third grade because
there are not enough students to justify two separate school buildings. It is, therefore, not
surprising to find in most of the villages the primary school is mixed (boys and girls). In
secondary education, the public schools are not mixed under any circumstances. In most
Jordanian villages, some students have to travel a long distance to reach their secondary

schools.

From the researcher’s field notes, tte daily teaching in this school was well organised; all
classes started as soon as the bell raig, with no time wasted. The researcher arrived at this
school at 7:30 am on 25 February 2005. As soon as the researcher arrived, the bell for
morning exercises was rung. After 15 minutes of exercises the students entered their
classes. Hassnah asked the researcher to give her ten minutes to be ready for the
observation. The classroom in whicl both lessons took place was on the second floor of the
two-storey school building. The classroom was located at the end of a long corridor with
large windows, which looked out ¢ ver the school quadrangle and over the nearby olive
fields. The door into the classroom dpened off a corridor. The room was rectangular. The
windows stretched across the side o1 the room facing the door and looked out over a green
field behind the school. The students” desks were arranged in two blocks facing the front of
the room and the chalkboard, and were divided by a walking space. One block consisted of
seven desks and the other had six de¢sks, each desk seating three students. In the far corner

there was a cupboard containing pajers and books. There were a few posters or charts and
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some students’ work on the walls of the classroom. The class consisted of 40 male and
female students at grade three; one : tudent was absent. The class included more girls than
boys. The students were nine years old. The class had a wide range of learning abilities;
some students achieving excellent -esults, some well below in ability. There were five
students with learning difficulties; tiey were seated at the rear desks. The teacher, in her
spare time, works voluntarily, teaching these students some reading and writing skills. The
school does not have a resources room for students with learning difficulties. Some of the
students were very quiet, especially those who had learning difficulties. Others were
engaged and made frequent commerts and contributions. The teacher teaches this class for
the whole academic year because she was a ‘Classroom Teacher’. According to the MOE
‘The Classroom Teacher’ is different to the ‘Subject Teacher’ as the ‘Classroom Teacher’
teaches particular classes in the lower primary cohort for the whole year and for all
subjects, while the ‘Subject Teacher’ prepared to teach one subject (e.g mathematics) for
different classes in the upper primary and secondary cohort. The teaching career in Jordan

is a full time job and permanent for all teachers.

Results of the Classroom Observation

Hassnah’s class was observed for 'wo lessons, Arabic language and mathematics. The

coding of observations is presented in Table 6.2.

Intellectual Quality

Deep Knowledge

Knowledge was treated unevenly du ing the two lessons. Most of the ideas in both lessons
were addressed as part of the topics, but only in a general sense. The focus on the key
concepts and ideas was not sustainec during either lesson. The teacher’s explanation of the
concepts and ideas was clearer in the: Arabic language lesson than the mathematics lesson.
In the Arabic lesson the teacher explained the main concepts in the lesson, saying: ‘Our
lesson today is about the sound the l¢ tter ‘Alif’,(i ) in Arabic, in different parts of the word;
in the beginning, middle and in the end of the word’. In this lesson, she provided different
examples and tried constantly to coniect the ideas and concepts with each other during the
lesson. In the mathematics lesson, th > teacher was not clear in explaining main concepts or
ideas. For example, she did not expl:in clearly the meaning of ‘multiplication by hundred’;
some students could not understand the concept and mixed up addition with multiplication

of the complex numbers given.
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Table 6.2: Classroom Teaching Prac’ices: Hassnah

Intellectual Quality

Element Scores: 1 — 5, 5 being most evident
Arabic Language Lesson | Mathematics Lesson
Deep Knowledge 3 2
Deep Understanding 4 3
Problematic Knowledge 3 2
Higher-Order Thinking 4 3
Metalanguage 4 3
Substantive Communication 3 2
Quality Learning Environment
Explicit Quality Criteria 2 2
Engagement 4 3
High Expectation 4 4
Social Support 4 4
Students’ Self-Regulation 4 4
Student Direction 1 1
Significance
Background Knowledge 4 2
Cultural Knowledge 1 1
Knowledge Integration 3 2
Inclusivity 4 4
Connectedness 2 2
Narrative 3 l
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Deep Understanding

Most of the students demonstrated understanding of the concepts, especially in the Arabic
language lesson. When the teacher asked them to give the meaning of some words, they
did, being able to distinguish between some concepts (e.g. words meanings, connections
between geographic locations). In tte mathematics lesson, the students’ understanding was
uneven. Some students, demonstrated reasonable understanding of the subject’s concepts,
others only shallow understanding, ~hen asked to explain how they came up with specific
answers, especially the concept of ‘Product’ during the Arabic language lesson and
‘Multiplication’ during the mathematics lesson. Understanding was clear in the Arabic
language lesson as students connected and applied their knowledge to the task of locating

villages in Jordan and identifying new words in the reading section.

Problematic Knowledge

Knowledge was seen as socially constructed and multiple perspectives were presented and
questioned through different ideas and concepts during the two lessons. Problematic
knowledge was clearer and exhibited more often in the Arabic language lesson, whereas in
the mathematics lesson some kiowledge was open to multiple perspectives and
questioning. For example, in the Zrabic language lesson the teacher discussed with the
students the sorts of weapons used in ancient times and asked students to compare them
with modern weapons. Students and teacher discussed why these ‘ancient” weapons had
been used and why the people hal not used aeroplanes. The teacher also linked some
concepts with their social and political context (e.g. visiting of historic places, relationships

between nations).

Higher-Order Thinking

Most of the students demonstratec higher-order thinking in the Arabic language lesson
when asked: ‘Give me another word with the same meaning as the word “trip”’. The
teacher also asked: ‘Why do we sp:ll this word one (correct) way and not so other way’?
In the mathematics lesson students primarily demonstrated routine lower-order thinking.
There was only one question or activity in which students showed some higher-order
thinking. The teacher had asked sti dents to give a number, which could be the product of
different ways of multiplication. 3tudents demonstrated higher-order thinking in some
situations. The teacher’s presentation of the concepts of the lesson determined the higher-

order thinking of the students. The teacher, in her interview, commented that some students
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were having difficulties, especially n mathematics, and she attributed this to their earlier

learning in first and second grade.

Metalanguage

Metalanguage was used frequently n both lessons, more so in the Arabic lesson. In the
Arabic lesson, the students and teacher provided commentary on aspects of language at
several points during the lesson. Al:o in the same lesson, the teacher stopped many times
to explain the meaning of words and their siznificance and their opposites. The teacher and
students discussed the usage of some words in different situations, such as ‘trip’, ‘journey’.
‘excursion’ and ‘round’. In the mathematics lesson, metalanguage was used at some
junctures of the lesson. For example some students did not understand that the ‘three tens’
is the same as the number ‘thirty’. Some of rhem resolved the question 21 + 16 = X as 307

instead of 37.

Substantive Communication

Substantive communication among :tudents and/or between teacher and students occurred
occasionally, initiated more by the teacher than the students. Mostly, the teacher asked
specific questions and sought answers, not giving students an opportunity to raise their
own questions and build reciprocal i iteraction. For example, the teacher asked one student:
‘What is the number if you multiply 10 by six? The student answered incorrectly; the
teacher said the answer was wrong. but she did not give any explanation as to why, nor

provide the correct answer.

Quality Learning Environment

Explicit Quality Criteria
In both lessons, the explicit quality criteria were general statements regarding the desired
quality of the work. Mostly, the teacher did not give students a criterion to allow them to

compare their answers.

Engagement

Most of the students were actively engaged in the classroom activities, pursuing the
substance of the lesson. In the Arabic language lesson, for example, most students were
keen to answer and participate in he classroom discussion. In the mathematics lesson,
most students were engaged in the 12sson by trying their best to answer the questions, and

raising their hands to volunteer answers to some questions on the chalkboard. Some
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students appeared engaged in the (lassroom activities for fear that the teacher would
punish them if they disrupted other students’ work or if they were off-task. Two students at
the back of the classroom were completely off-task; they did not raise their hands during
the two lessons, but at the same time they were very calm and quiet. Their attendance was
physical more than mental. I realised from the teacher’s interview that these students had

learning difficulties and they needed special attention from the teacher.

High Expectations

The teacher expected the students o answer most of her questions and understand the
lesson’s goals. The majority of students participated in challenging tasks to prove that they
were able to do quality work. The te.acher, in the Arabic lesson, expected the students to be
able to understand and demonstrate knowledge in regards to recognizing, identifying and
distinguishing letters in different words. She encouraged the students and acknowledged
their efforts. In the mathematics lesson, the teacher expected the students to be able to
demonstrate understanding and resolve mathematical issues. The students tried hard
despite the fact that they did not sonetimes demonstrate an understanding of some aspects
of the lesson. For example, in bota lessons the teacher asked students to come to the
chalkboard to write the correct :nswer to specific questions. Most of the students

responded positively to these challer ges.

Social Support

The social interaction between the teacher and the students was conducted in an
atmosphere of mutual respect. The "eacher sncouraged students to participate and try their
best regardless of whether their answers were wrong or right. The teacher gave positive
feedback (e.g. that is good answer but necds more clarification) to all the students who
tried to answer questions by asking >ther students to applaud them if they were correct, and
corrected their answers if they were wrong without belittlement or put-downs. One student,
when asked to answer a mathematical question, was unable to do so. At the same time
other students were raising their hands and asking the teacher to let them answer the
question. She told the class: ‘Please let him try’, and helped him answer the question.
Students were also helping each otier to lecarn, trying hard to resolve learning tasks in an

atmosphere of mutual respect and w armth.

169



Students’ Self-Regulation

Most of the students during the 'wo lessons demonstrated autonomy and initiative in
regulating their behaviour and ther: was very little disruption to the lessons. The teacher
commented on or corrected students’ behaviour about three times during the two lessons.
Most of the students were focused and engaged with the teacher in the learning tasks,
despite the classroom being overcrcwded. Most of the students opened their textbooks and

kept up with the teacher without the teacher wasting any time disciplining the students.

Student Direction

The structure of the lessons and the activities were determined, designated and dominated
by the teacher. There was no evidznce of student self-direction in the two lessons. The
teacher chose the way the learnir g activities were conducted. The timeframe for the
lessons and the assessment tasks v/as dominated by the teacher, the students having no

choice in this area.

Significance

Background Knowledge

The teacher made several reference: to the students’ prior knowledge. For example, in the
Arabic language lesson, the class discussed distances between some Jordanian cities. In
another example the teacher asked 1he students: ‘who had asked his grandfather about the
ancient historic places and the battl:s in ancient Islamic history and the kinds of weapons
used in such battles?’. “Who had ever been to Mu’tah University?” One student who
answered that he had been there wa; asked: to ‘Please tell us about it’. In the mathematics

lesson, the teacher gave examples using the classrooms’ rows of seats and desks.

Cultural Knowledge
Cultural knowledge was not a feature of the two lessons as all students were from

hemogenous cultural backgrounds.

Knowledge Integration
The teacher made meaningful conn:ctions between subject areas. In the Arabic language
lesson, the teacher connected the knowledge of geography with the concepts of the lesson

when she explained the location of Al-karak city and the distance between Amman and



that city. In the mathematics lesson, some minor or trivial connections were made.

Knowledge was mostly restricted tc the topic.

Inclusivity

Students from all groups were included in most aspects of the two lessons. Two students
excluded themselves from the majority of the two lessons’ activities. These students had
learning difficulties and the teacher did rot ask or give them any tasks or opportunity
during the two lessons. The teacter treated the girls and boys equally during the two

lessons, although the girls sometimes felt tco shy to participate in the classroom activities.

Connectedness

The students and the teacher tried to connect what was being learned to the real world
beyond the classroom, but the conn:ction was superficial. For example, the teacher tried to
connect what the students learned n the Arabic lesson with what they were going to do
when they go on a trip or journey. "“hat was the only connection made in either lesson and

was not related to the core of the lar guage lssson.

Narrative

Narrative was used for a sustained portion of the Arabic lesson to enhance the significance
of the substance of the lesson. For example, in the Arabic language lesson, the teacher
explained and illustrated the reading by giving the ‘Hiteen Battle’ as an example. The
teacher mentioned some of the nanies of the leaders who were involved in that battle. In

the mathematics lesson, narrative wiis not used.

Maha

Teaching Context

Maha had 12 years experience in teaching at the time of the research. Maha teaches at large
secondary school for girls in the mo:t crowded suburb of Amman. The school has a total of
773 students, from the first grade up to the last year of school education. There were 41
classroom teachers and six administrative staff. The school also has a childcare centre for
the teachers’ children. Maha’s classroom consisted of twenty-five female students in grade
three. The students came from diverse cultural and socio-economic backgrounds. This
school is a part of the Jordanian government school system, and has been recently

established. The building consists ¢f four floors, surrounded by a high wall, houses and
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high buildings. This school consists of 30 rooms: 22 rooms are classrooms and the other 8
rooms are for staff and school administration. Maha’s classroom was observed on 16
February 2005. The class was located on the third floor of the school building, next to the
internal stairs of the school. The rcom was rectangular with windows from roof to waist
height covering the wall opposite the door. The windows look out over the school’s rear
quadrangle and the adjoining neiglbourhood. The teacher’s desk was at the rear of the
room facing the chalkboard. A cupboard containing books and students’ work were located
in the back of the room. Next to the chalkboard, there was a reinforcement board, which
hold different types reinforcing muterials, such as stickers, gifts and sweets. The room
opened off a large corridor. The 25 students, were nine years old, and seated at six circular
tables. The students appeared to be a generally good natured and harmonious group. Most
of the students made interjections, comments and contributions to the lesson and were
significantly engaged with their teacher. It was clear that this teacher was not teaching for
career or monetary reasons. Maha tcld the researcher, and this was confirmed by other staff
members, that she teaches because she likes her students and treats them like her own
children. She always tells the students: ‘I teach you because 1 want God to send me to
Heaven’. In the classroom there viere two students with learning difficulties and they

withdrew from the class to spend a short time with a specialist teacher.

Results of the Classroom Observation

Maha was observed over two lesscns; Arabic language and mathematics. The coding of

observations is presented in Table 6 3.

Intellectual Quality

Deep Knowledge
Most of the content knowledge of the two lessons had depth. Sustained focus on the central

ideas was occasionally interruptec by superficial or unrelated ideas or concepts. For
example, in the mathematics lesson, knowledge of the multiplication of one hundred was
treated in an in-depth way during the lesson. Despite this a few students did not
understand, as they were confused between multiplication and addition, especially for
complex numbers. For the Arabc language lesson, the concepts and ideas, about
distinguishing, recognizing and ccntrasting between the past and present verbs, were
clearer. The students and the teacher gave examples and kept connecting the major ideas

and concepts during the lesson.
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Table 6.3: Classroom Teaching Practices: Maha

Intellectual Quality
Element Scores: 1 — 5, 5 being most evident
Arubic Language Lesson | Mathematics Lesson
Deep Knowledge 4 4
Deep Understanding 4 3
Problematic Knowledge 1 1
Higher-Order Thinking 4 4
Metalanguage 3 2
Substantive Communication 4 4
Quality Learning Environment
Explicit Quality Criteria 4 4
Engagement 3 3
High Expectation 3 3
Social Support 4 4
Students’ Self-Regulation 3 3
Student Direction 1 1
Significance
Background Knowledge 3 3
Cultural Knowledge 1 1
Knowledge Integration 2 2
Inclusivity 4 4
Connectedness 3 2
Narrative 2 |
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Deep Understanding

Students demonstrated uneven undzrstanding of the relationship between and among the
lesson ideas in the mathematics lessor. Some students were confused about the
multiplication and addition of 1undreds when the teacher tried to explain that
100+100+100+100 = 400 is the same as 100 x 4 = 400. Some students demonstrated a
deep understanding of the multiplication process in this lesson by giving their own
examples and solved problems and puzzles such as ‘I am a number; if you multiplied me
by 100 the answer will be 500, so what I arn?’ The students answered: ‘I am number 5°. In
the Arabic language lesson the stulents demonstrated in-depth understanding throughout
the lesson. Most of the students e<plored the relationship between the past and present
tenses of different verbs. The teacher asked the students to give examples of the past and
the present verbs of some words; ‘v sited and visiting’, ‘opened and opening’, ‘clapped and
clapping’. Furthermore, the teacher asked the students to complete some sentences with the
suitable verb in the space; by answering correctly the students demonstrated their grasp of

the central ideas and concepts.

Problematic Knowledge
Problematic knowledge was not a feature of the two lessons, as the teacher presented the

content as facts, not open to questions.

Higher-Order Thinking

There were some questions and activities in which most students demonstrated higher-
order thinking in the two lessons. The students were asked to give examples to answers. In
the mathematics lesson some students were asked to ‘Show the class how you answered
this question’ and ‘Can you analys: the steps that you followed?’ In the Arabic language
lesson, the teacher and the students analysed words and their meanings; the students were
asked questions such as: ‘What wil happened if we put this word in sentences’? ‘Does the
meaning change’? ‘What is the right word for this sentence and why’? Furthermore, the
students were able to give multip e meanings for one word and rewrote it in different
forms. The students compared and contrasted some sentences and the different meanings
of some words. Another example was the teacher asking students to think about two
sentences, using the word ‘visited’ in the first sentence and ‘visiting’ in the second.
However, some students in some parts of the lessons were involved in lower-order
thinking, since the teacher asked clsed questions for them so that they could be answered

by ‘Yes’ and/or ‘No’.
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Metalanguage

Some use of metalanguage was demonstrated in both lessons, especially in the Arabic
language lesson. In the mathematics lesson, the metalanguage use was low. There was no
clarification or assistance provided regarding the language. For example, in the Arabic
language lesson, the teacher explaincd the meaning of the past and present tense of verbs? ;
What we mean by the word ‘martyrdom’? On the other hand, in the mathematics lesson,
the teacher did not stop to comment on or explain the meaning of the phrase

‘multiplication of hundred’ and ‘addition of equal numbers’.

Substantive Communication

Substantive communication among students and/or the teacher and students occurred
sometimes. Students were asked to engage in activities, requiring substantive
communication among students, anc. sometimes between the teacher and the students, both
in oral and written forms. Examrles include: ‘Attention everyone, some students are
having difficulties in answering thi; question; give them some solutions/help’, and ‘How
did you answer this question?’” and ‘Let’s see how Marwah resolved this question’. The
teacher asked the student Marwah t> come to the chalkboard and show the other students.
In the Arabic language lesson the teacher asked one student to do an activity, such as
opening the door, and then explain whar she did. The other students were asked to
comment on what the girl did, that 1s, to explain the tense of that action ‘opening’ the door
and ‘opened’ the door”. The comrnunication between the teacher and the students, and
between and among the students, b.ased on the substance of the lesson and the interaction,

was reciprocal and sustained during the two lessons.

Quality Learning Environment

Explicit Quality Criteria

Detailed criteria regarding the qua ity of work were made explicit and reinforced during
the lessons and the students examir ed the quality of their work in relation to these criteria.
For example, the teacher asked the students to write on their sheets of paper the answers to
several questions and said: ‘I will g.ve the student who finishes their task correctly an extra
10 marks’. In the mathematics lesson, the teacher told the students: ‘I expect you to get the
right answer to the following ques:ion: ‘500 is the production of which two numbers? In

another example, in the Arabic language lesson, the teacher asked the students to answer

175



the questions in the textbook. Whi e they did this, she walked around the tables and

corrected the students’ answers, reinf orcing the correct answers.

Engagement

Most of the time, the students, worling in small groups, were on task, worked hard and
showed enthusiasm for the work. Tiere were parts of the lessons, however, when some
students appeared indifferent and inittentive. Some students were sometimes clearly off-
task, talking with friends while the tcacher was observing other groups. The teacher had to
occasionally ask the students to pay attention to specific tasks. Some students

demonstrated disciplined engagement more than mental engagement.

High Expectations

Some students participated in challenged tasks during at least half of the lesson. They were
encouraged to try hard and take risks and were recognized for doing that. The teacher
asked some students to try answering some questions on the chalkboard and she
acknowledged their work. In the mathematics lesson, one student gave an incorrect answer;
the teacher asked her: ‘What is the right answer’? The student paused and other students
started raising their hands to answer the question. The teacher told the class: ‘Please put
your hands down, she can work out the answer and we will try to do so, on the
chalkboard’. After the student had answe-ed the question, the teacher asked the other
students to applaud her. The students responded positively when asked, in the Arabic
lesson, to come forward to the ctalkboard and to complete some sentences using the

‘correct’ word.

Social Support

Classroom support was positive, tte teacher making strong affirmative statements to the
students’ responses. Student to studznt support was noted, when the groups of the students
were answering questions with support by the teacher. The teacher gave feedback to all the
students and treated them with resp:ct. Students appeared to be confident when the teacher
asked them to try to answer some q lestions, and during the two lessons she tried to help all

her students, especially those who I ad difficulties in mathematics tasks.

Students’ Self-Regulation
Most of the students demonstratzd autcnomy and initiative in regulating their own
behaviour and the lesson proceedzd as planned. However, during the two lessons, the

teacher needed to control behaviour several times, making statements about behaviour to
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the whole class. For example, some students disrupted the class by raising their hands and
simultaneously called out and somz of them were talking with their friends at the same
table. When asking the students to answer questions, the teacher stated: ‘No, I’ll only ask
those students who are disciplined ind sitting down quietly’. The teacher was democratic,
tolerant, lenient and kind toward her students. She said in the interview that she had never
been indifferent to any of them; ‘They misbehave sometimes but I can manage their
behaviour at any time’. The teachers considered that as good action by controlling students

and not allow them to control their own behaviours (see chapter eight)

Student Direction

The teacher directed the lesson in tzrms of, choice, time and criteria, but the students had
some choice with pace, taking time to complete their work. She advised the students:
“Don’t write the answers faster than I do, let’s keep pace with each other.” In general, the
structure and the lessons’ activities were determined by the teacher, while some students

made some decisions during the grcup activities.

Significance

Background Knowledge

There was some connection to the students’ out-of-school background knowledge and this
was connected to the substance of the lesson. For example, the teacher asked the students:
‘How many cents are there in onz Dinar (Jordan currency)?’ and she showed them a
Jordanian Dinar (JD) note. Another example from the Arabic language lesson: the teacher
asked the students if they knew any namres of people who had died as ‘martyrs’. The

students gave some names they had learnt from their parents.

Cultural Knowledge

Cultural knowledge was not a featu ¢ of the two lessons.

Knowledge Integration

Some minor or trivial connections were made. In mathematics the teacher connected the
students’ knowledge of adding ‘wvith the lessons’ concepts to enhance the students
understanding of the main idea of the lesson. Knowledge was mostly restricted to that of
multiplication in mathematics anc. the past and present forms of verbs in the Arabic

language lesson.
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Inclusivity

Students from all social groups werc included and valued equally in the two lessons. Some
students had difficulties in mathematics and writing; the teacher treated them equally and
included them in the classroom act vities. She gave them the opportunity to have a go at
doing work on the board in front o1 the other students with encouragement from both the

teacher and the other students.

Connectedness

The teacher and the students tried t» connect what was being learned to the world beyond
the classroom, but there were only two examples of this and these at superficial level.
When the teacher asked the students ‘How many cents in one Jordanian Dinar?’, this was
meant to be connect what was beir g learnsd to the world beyond the school in terms of
buying and selling. In the Arabic language lesson, the teacher asked one student to play the

role of a new student and the other students those welcoming her to the class.

Narrative
Narrative was used as a minor part of the Arabic language lesson in relation to a new girl
joining the class and the way in which she should be treated. The teacher asked one student

to act as the new student and she observed how the students responded.

Jamal

Teaching Context

Jamal had 21 years experience in tcaching at the time of the research. Jamal Basic School
is a medium-sized old school located in one of the busiest and most crowded suburbs in
Amman. The school has a total of 482 studznts with 20 teachers. It is located on the corner
of two streets close to busy traffic ights; the students cannot even cross the street without
help from their teachers. The builcing was built below street level and is protected by a
high concrete wall designed to proect the school and students from the nearby traffic. In
the middle of this small campus was a small dried garden. The students come from diverse
cultural and socio-economic backg ounds. The school is part of the government education
system. The observation took place in a classroom located at the end of a corridor, passing
a number of other classrooms. The classroom consisted of 25 male students at grade one.
This class was located on the second flocr of the two-storey building. The ground floor

consisted of two rooms; one of ttem was a storage room for books and another was a
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stockroom. There were 16 classroom: in the building. The room was small and the students
in this class of 25 students were six years old. The students were divided into five groups
on five circular tables. The room was roughly square, with windows at the back of the
classroom facing the door and lookir.g out over school quadrangle and playing fields. The
teacher’s desk was at the back of the classroom. In the room was a chalkboard; next to the
chalkboard was a small cupboard, which was fixed to the wall and contained reading and
writing materials. Posters and charts >overed the internal walls. The class had four students
with learning difficulties. The studeits in the class were very active and demonstrated a

high level of contribution and engage ment with their teacher.

Results of the Classroom Observat .on

Jamal was observed over two lessons, Arabic language and mathematics. The coding of

observations is presented in Table 6.<.

Intellectual Quality

Deep Knowledge

Knowledge was deep because focus was sustained on key ideas or concepts throughout the
two lessons. In the mathematics lesson, the main concept was ‘the numbers 10 — 19°; the
teacher wanted the students to reco znize those digits and be able to count from 10 -19.
Throughout the lesson, the teacher was constantly connecting the main ideas and concepts
of counting from 10 —19. The teacher explained the ideas and concept of the lesson,
presenting them in several different ways. In the Arabic language lesson, the teacher read
the lesson in different ways; words’ cards, chalkboard, and the textbook. After that he
asked the students to read and to dJistinguish specific words from the sentences of the
lesson. The teacher stopped many tiries as the students read to explain the spelling of some

words.

Deep Understanding

There was evidence of deep understanding of the ideas and concepts of the two lessons. In
the mathematics lesson, for example, in response to the question ‘Who can count from 10
to 197°, most of the students were able to ccunt and analyse the numbers and distinguished
the tens’ place and units’ place. In the Arabic language lesson, most of the students were
able to identify some words in the sentences and were able to spell complex words. The
teacher also asked some students to match sentences with their respective pictures; most of

the students were able to do so.
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Table 6.4: Classroom Teaching Pratices: Jamal

Intellectual Quality
Element Scores: 1 — 5, 5 being most evident
| Arabic Lan guage Lesson | Mathematics Lesson
Deep Knowledge 4 4
Deep Understanding 4 3
Problematic Knowledge 1 1
Higher-Order Thinking 3 3
Metalanguage 2 3
Substantive Communication 4 4
Quality Learning Environment
Explicit Quality Criteria 3 1
Engagement 3 3
High Expectation 3 3
Social Support 4 4
Students’ Self-Regulation 2 2
Student Direction 1 1
Significance
Background Knowledge 3 2
Cultural Knowledge 1 1
Knowledge Integration 2 2
Inclusivity 4 4
Connectedness 2 2
Narrative 2 1
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Problematic Knowledge

All knowledge was presented as fact and not opened to questions. The teacher presented
the facts to the students only and he neither discussed them nor allowed the students to
discuss them. This work was neither open to questions nor contextualised. For example,

the teacher presented the Arabic sentences in the textbook as fixed facts.

Higher-Order Thinking

Most of the students demonstrated 1righer-order thinking several times during the lessons.
The teacher used open-ended and probing questions, asking the students: ‘I am number 4,
what is the number that is bigger than me by two digits’?; ‘I am number 5, what is the
number that is smaller than me by two digits’? And, ‘Tell me how you answered this
question’? The teacher asked the s udents to count the distance between the numbers by
using the ruler. In the Arabic language lesson, the teacher asked the students to synthesize

some sentences and match them wit1 suitable pictures.

Metalanguage
There was some use of metalanguage in the two lessons. There was some discussion of the
terminology of the numbers’ positions. For example, in the mathematics lesson, the teacher

tried to explain the different between the ‘tens’ place’ and the ‘units place’.

Substantive Communication

Substantive communication with st stained interactions between the teacher and students
occurred throughout the two lessons. In the mathematics lesson, as the teacher was
explaining counting from 10 — 19, hz discussed and focused on the substance of the lesson.
In the Arabic language lesson, subs;tantive communication occurred between the teacher
and the students as the teacher read sentences with the students. Another example was,
reciprocal interaction, when the teacher asked some students to identify the words ‘house’,
‘came’, ‘new’ in the sentences ard discussed the meanings of these words with the

students .

Quality Learning Environment

Explicit Quality Criteria
Detailed criteria regarding the qu:lity of work were made explicit during the Arabic

language lesson. For example, the students and the teacher answered the questions and

181



tasks in the textbook; the teacher to d the students: ‘I expect you to reorganise the story’s
sentences so that they give meaning o the — “helping our neighbours™’. In the mathematics
lesson, however, there was no evidence that the students and the teacher were using
specific criteria to examine the qual:ty of their work. During the lesson the teacher asked
questions, sometimes the answers wvere correct and at other times incorrect; while the

teacher gave students feedback, they had no means to measure the quality of their work.

Engagement

Most of the students were on task, ‘vorked effectively in small groups, and were actively
engaged in and attentive to most of the teacher exposition. Students were enthusiastic to
answer questions asked by the teach:r and most of them raised their hands and were eager
to be asked to come to the chalkboaird and write their answers. There were parts of the two
lessons, however, when some studer ts appeared indifferent and inattentive. Two incidents
occurred in the classroom — one stucent was harassing his friend, hitting him with his belt

and another student was writing som :thing unrelated to the lesson subject in his textbook.

High Expectations

Most of the students participated in challenging tasks during the two lessons. They were
encouraged explicitly to try hard anc to take risks and were recognized for doing so. In the
mathematics lesson, most of the students were asked to come forward to the chalkboard
and answer some questions. The teucher asked one student to do so but the student was
unable to answer the question and other students started to raise their hands to answer
instead. The teacher, however, askcd them to put down their hands and said: ‘He can
answer it’. He said to the student ‘Let’s try to answer this together’. In the Arabic
language lesson, the teacher asked the students to put the right sentence in the right place

on the chalkboard and match it with ts respective picture.

Social Support

The teacher gave strong positive support to the students. He encouraged one student to try
hard to answer one of the mathema ics questions, after the student answered, the teacher
asked the other students to applaud him. The teacher in many cases demonstrated his
special relationship with his students; he said: ‘I’'m now angry with you because you are so
noisy, I don’t want my children to be like this’. He considered the students as his children.
The students also demonstrated support for each other during the teaching and learning

activities. The teacher was always saying, ‘Anyone who doesn’t understand some thing
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should let me know, I will help h m’. At the end of each lesson, the teacher asked the

students to applaud themselves becz use they did well in that lesson’s activities.

Students’ Self-Regulation

Some students demonstrated autonomy and initiative in regulating their own behaviour, but
there were frequent interruptions to the lessons relating to discipline or regulations. In the
two lessons, the teacher had to ccntrol some students (see the two examples given in

‘Engagement’) and it took time to p1t those students back on track.

Student Direction

In both lessons the teacher directed the flow, pace and content of the lessons. The students
had no choice over their activities and their time, all of which was programmed and
determined by the teacher and only the teacher. The teacher did not allow the students to

select their learning activities.

Significance

Background Knowledge

Students’ background knowledge wis mentioned or elicited briefly; it was connected to the
substance of the lesson. In the /Arabic lesson, the teacher focused on helping our
neighbours and asked the students in which way ‘we can help them’. In the mathematics
lesson, the teacher did not use the :tudents’ background knowledge in teaching counting
from 10 — 19. The students used their background knowledge intuitively but it was not
promoted and planned by the teacher. They knew how to count from 10 — 19 from their

own experience, from their families .ind the community in which they live.

Cultural Knowledge

Cultural knowledge was not a featurc: of the two lessons.

Knowledge Integration

Knowledge was mostly restricted to :hat of specific topics. However, some minor or trivial
connections were made. For examgle, the language lesson linked to the sentences with
pictures. Little knowledge about hov' to design pockets in the cardboard was given. Social

science and language was through th:: theme of ‘helping our neighbours’.
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Inclusivity

Students from all social groups wer: encouraged to participate and appeared to be involved
in all aspects of the lessons. One of the students came from a different background to the
classroom members, but he was trcated well, participated in the classroom activities and
was treated with respected by his teacher and the other students. The teacher expressed
concern about a student who was at'sent; the other students told the teacher that the student

he was ill.

Connectedness

The connection between what was being lcarnt and the world beyond the classroom was
superficial. There were some attempts, such as the teacher using the rule and how to count
from 10 — 19 to connect to the real 'vorld beyond the classroom. The teacher, in the Arabic
language lesson, connected social «kills with the concepts of the lesson by talking about

how we can help our neighbours.

Narrative
Narrative was part of the Arabic lan zuage lesson as the topic of the lesson was ‘helping our
neighbours’ and it was in the syllatus not initiated by the teacher. Narrative was not used

in the mathematics lesson.

Samar and Sharefah

The School Context

On 22 March 2005 at 7 am the reseircher started his day by going to Samar Basic School.
This school is located on the top of the West Amman Mountains, in one of the Wadi Seer
western suburbs. The area is regarded as the best in West Amman because of its location. It
looks out over the west bank and Isiael and the Dead Sea. It is a very clean and quiet area.
The indigenous people who live th:re are from one of the largest tribes in Jordan; they
mostly live in the West Amman !Mountains and other nearby cities and towns. These
tribes’ people have olive farms and every family owns their property. The school has two
separate buildings. The main building consists of eight rooms, six classrooms, one room
for the principal and one for the staff. The school has a total of 174 students with 14
teachers, including Samar and Sharc¢fah. The observation of Samar and Sharefah’s classes
took place in a separate building, consisting of three rooms. This building was about two
kilometres from the main building where the principal’s office was located. The grades,

from first to third, have one of these rooms each. The three teachers who teach these three
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grades were all recommended as efective teachers. The teacher teaching third grade
declined to take part in the research jroject, and her room was the first room built in this
school. The other two rooms in which Samar and Sharefah teach (first and second grade
respectively) were built next to each other in the same size and design. These two rooms
open off the quadrangle and a playing field built of concrete. A wall of concrete from the
north side surrounds the three rooms. In the corner of this concrete yard, there was a small
toilet. Alongside Sharefah’s classrocm door, there were three drinking-water taps for the
students. Samar’s class consisted ¢f 32 male and female students in grade one and
Sharefah’s class 25 male and femalz students in grade two. The description of the two

classrooms will be presented in the following section.

Samar

Teaching Context

Samar had 13 years experience in te: ching at the time of this research. The room, in which
all Samar’s lessons took place, opeied off a concrete playing yard directly opposite the
classroom door. The room was roughly square, with windows across the side facing the
door. At the front of the room was . chalkboard flanked by a cupboard containing books,
reading and writing materials and 1naterials for the teacher and the students. Beside the
chalkboard was a first aid kit. The students’ desks were arranged in three blocks facing the
chalkboard at the front of the roomr and these blocks were divided walking space. Each
block consisted of four desks, most desks seating three students and some desks two. Next
to the cupboard was a barrel of kerosene for the heater, which was located in the corner
opposite the door. Next to the heater was a stove for making tea and coffee. These were
present in the classroom because the: teachers have no other place for them. The ceiling of
this room was corroded and anyonc entering the room would see the corroded iron bars.
The teachers had written to the MOE about the situation on several occasions, but so far
nothing had been done. Neverthelcss, the three teachers and their students were happy.
Samar’s class had 32 students; all ;ix years old, with more girls than boys. The students
were full of life — happy and active most of the time. They seemed to have the feeling that
they had been given the freedom tc contribute to the lessons and were engaged with their
teacher. Samar indicated she knew them, their parents and their circumstances well. She
liked teaching them despite the pocr condizions of the classroom. Samar herself was from
the same area and the same tribe. There were two students with learning difficulties her

class and Samar helped them with their reading and writing in her spare time. The students

185



saw their class as being part of their homes, some of the students calling their teacher

‘mum’ doing what she asked of thein with enthusiasm.

Results of the Classroom Observation

Samar was observed over two lessins; Arabic language and mathematics. The coding of

observations is presented in Table 6.5.

Intellectual Quality

Deep Knowledge

In the Arabic language lesson, there was sustained focus on the significant language
concepts for reading and writing and all activities and questions related to that central idea.
During the lesson the teacher asked most of the students to read and write (with correct
spelling) all the topic words. Ancther goal of the lesson was about conversation; the
teacher explained each sentence and commented on it so that the students’ used prior
knowledge as well as acquiring nev/ knowledge. In the mathematics lesson, the topic was
about the ‘numbers 1 — 39’. The knowledge was treated unevenly during instruction.
Significant ideas were addressed a; part of the lesson, but in general the focus on key
concepts and ideas was not sustained throughout the lesson. The students and the teacher

dealt with the ideas and the concept: of the topic superficially.

Deep Understanding

Most of the students demonstrated Jdeep understanding of the concepts of the two lessons
but more so in the Arabic language lesson than in mathematics. In the Arabic language
lesson, the students explained the m eaning of each sentence in the topic sufficiently well.
For example, the teacher asked: "Why do sheep eat grass?’, to which the students
answered: ‘To grow up’. In another example, the teacher asked the students to provide a
sentence with the same meaning ¢s the sentence, ‘The lamb drinks milk’; one of the
answers was ‘The baby drinks milk’. Most of the students in the class were able to identify
and write all of the words included .n the topic. In the mathematics lesson, some students
were able to count the numbers from 1 to 39 and write down the numbers in sequence.

Some students were able to pick up ¢ pecific numbers when the teacher asked them.
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Table 6.5: Classroom Teaching Prac'ices: Samar

Intellectual Quality
Element Scores: 1 — 5, 5 being most evident
Ar:bic Language Lesson | Mathematics Lesson
Deep Knowledge 4 3
Deep Understanding 4 3
Problematic Knowledge 3 1
Higher-Order Thinking 4 2
Metalanguage 3 2
Substantive Communication 4 3
Quality Learning Environment
Explicit Quality Criteria 1 |
Engagement 4 4
High Expectation 4 4
Social Support 4 4
Students’ Self-Regulation 2 2
Student Direction 1 1
Significance
Background Knowledge 4 2
Cultural Knowledge 1 1
Knowledge Integration 4 2
Inclusivity 4 4
Connectedness 4 3
Narrative 4 1
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Problematic Knowledge

In the Arabic lesson, knowledge wis seen as socially constructed and some perspectives
were presented and questioned through their basic assumptions. For example, one topic
sentence was: ‘The dog is guarding he sheep’. The teacher asked “Why doesn’t the dog eat
the sheep?’, to which the students : nswered: ‘Because he grew up with them’. In another
example, the teacher asked: ‘Why should we drink milk?’. The students answered: ‘To
grow up and to keep our teeth and b>nes strong’. On other hand, in the mathematics lesson,

all knowledge was presented as a fi> ed body of facts not open to questioning.

Higher-Order Thinking

In the Arabic language lesson, most of the students demonstrated higher-order thinking.
The students generalised some idea:; and concepts of the lesson to other examples, such as
‘Not all dogs are wild’, and ‘So we should drink milk regularly, especially children’. The
students explained the benefits of having sheep, such as sheep can produce milk to drink,
wool to make clothes, meat to eat, and the sheep’s waste can be used as fertilizer for the
land. Moreover, the teacher asked: ‘What products can we produce from the milk?’. The
students answered: ‘Butter, yoghur: and cheese’. In the mathematics lesson, the students
mainly demonstrated routine lower-order thinking, but at some points, some students

demonstrated higher-order thinking as a minor diversion within the lesson.

Metalanguage

There was some use of metalanguag e at different stages in the two lessons. For example, in
the Arabic language lesson the teacher explained the difference between the ‘wheat is grass
and wheat is also crop’. In the math:>matics lesson, the teacher explained the meaning place

value of numbers, example one in t¢n and in hundred.

Substantive Communication

Substantive communication, with sustained interaction, occurred over most of the two
lessons, especially in the Arabic language lesson. For example, the teacher and the students
discussed the benefits of sheep and dogs with the teacher listening to the students, the
students asking each other and ther answering under the supervision of the teacher. Their
interactions and communication focused on the substance of the lesson. In the mathematics
lesson, there was communication setween the teacher and the students and among the

students but it occurred briefly and was interrupted by some of the students.
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Quality Learning Environment

Explicit Quality Criteria

Quality criteria for the students’ tasks were not made explicit.

Engagement

For most of the time, most of the siudents, during the two lessons, were on-task pursuing
the substance of the lessons. Most szemed to be taking the work seriously and trying hard.
They were enthusiastic to come up to the chalkboard and write answers to the teacher’s
questions. The teacher was alert to ¢ ny interruptions or off-task actions by the students and

kept encouraging the students to keep on-task.

High Expectations

In the Arabic language lesson, most of the students were engaged in challenging tasks in
reading and writing. In the mathemutics lesson, the students took risks to answer questions
and wrote their answers on the chalkboard. The teacher encouraged all the students to
participate, and targeted the student; who did not raise their hands and encouraged them to

write and read. The students were happy to be asked answer questions by the teacher.

Social Support

The teacher, during the two lesson:;, provided support and comments to all students. She
helped them collectively and individually and reinforced their responses by sticking ‘stars’
on their foreheads and asking the other students to applaud them. The students were
confident answering any question irom the teacher. The teacher helped some students to

overcome their mathematical difficu Ities.

Students’ Self-Regulation

Some students demonstrated autoncmy and initiative in regulating their own behaviour, but
there were substantial interruptions to the lesson for disciplinary and regulatory matters.
The teacher tried many times to calm down some students who were talking over the
teacher and being noisy while they were raising their hands to answer questions. The
teacher was tolerant and lenient with her students not controlling the students’ behaviour

harshly and strictly.
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Student Direction

The teacher controlled the choice, tiine, pace and criteria. The structure of the two lessons
and the activities were determined Dby the teacher and the students had no choice in the
teaching and learning process. The teacher did not give the students any opportunity to

select their learning activities in either mathematics or the Arabic language lesson.

Significance

Background Knowledge

The students’ background knowledge was mentioned several times and connected to the
substance of the lessons. In the Arabic lesson, the teacher built on the students’ knowledge
of the alphabet and their knowledge of farming (the students come from rural areas). The
students were familiar with words such as ‘shepherd’, ‘sheep’ and ‘lamb’. The teacher

employed this knowledge to obtain new knowledge.

Cultural Knowledge

Cultural knowledge was not a feature of the two lessons.

Knowledge Integration

Several meaningful connections were mace between subject areas by the teacher and
students during the lessons. In the .\rabic lesson, the teacher asked the students to count
the sheep and other animals in the picture ard connected that with the mathematics subject.
Another example: the teacher gave examples from the science subject, such as ‘grains’ and
she asked the students to provide examples of grains. She also differentiated between
‘grass’ and ’plants’ and she remindcd the students that they had this information from the

science subject.

Inclusivity
Students from all social groups were included and valued equally in the lesson. The teacher

gave both genders equal opportunity to participate in the classroom activities

Connectedness

In the Arabic language lesson, the connectedness was visible when the teacher focused on
farming activities. Furthermore, the teacher and the students highlighted some of the usage
of writing and reading skills to read the ‘signs’ in the street and other places. In the
mathematics lesson, the teacher connected the knowledge of calculating and counting with
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the real world beyond the classrooin as she gave examples of how the students should
count and calculate money. In anoth:r example, the teacher and the students explained the
products from milk, such as butter, cheese, yoghurt. Further, they highlighted the benefits

of the sheep for producing wool, me: t, milk and manure as a fertilizer.

Narrative

Narrative was used during the Arabic lesson to enhance the significance of the substance of
the lesson. The topic was a story of a shepherd and how he looked after his sheep with help
from the dog; among the flock was i1 lamb drinking milk. This story included some words

and sentences to be spelled and writt:n by the students.

Sharefah

Teaching Context

Sharefah had 13 years experience i1 teaching at the time of this research. The room, in
which the two lessons were observec, opened off a concrete playing yard directly opposite
the classroom door. The room was roughly square, with windows across the side facing the
door. At the front of the room was a chalkboard. The teacher’s desk was in the front corner
of the class; on the desk were some books and papers. The walls were full of posters and
student’s work. The students’ desks were arranged in two blocks facing the front of the
room and were divided by a walking space. Each block consisted of five desks, most desks
seating three students and some desks seating two. In the front of the room there was a
chalkboard. There were 25 students in this class, aged seven years old. there were more
girls than boys. In the front of the classroom there were steps, which could be dangerous
for the students when they walked to and from the classroom. The researcher visited this
class on 27 February 2005. It was st pposed to be on 22 February, the same date as Samar,
but because Sharefa was busy she postponed the classroom observation. The class was
very quiet with good contributions and =ngagement with the teacher and with less
interruption. In Sharefah’s class theie were two students with learning difficulties and she
helped them in her spare time, becat se this school has no resources room for students with

learning difficulties.

Results of the Classroom Observation

Sharefah was observed over two les:ons; Arabic language and mathematics. The coding of

observations is presented in Table 6.5.
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Table 6.6: Classroom Teaching Practices: Sharefa

Intellectual Quality
Element Scores: 1 ~ 5, 5 being most evident
Aribic Language Lesson | Mathematics Lesson
Deep Knowledge 4 4
Deep Understanding 4 4
Problematic Knowledge 2 1
Higher-Order Thinking 3 2
Metalanguage 3 3
Substantive Communication 2 2
Qualit’ Learning Environment
Explicit Quality Criteria 3 3
Engagement 3 3
High Expectation 3 3
Social Support 3 3
Students’ Self-Regulation 3 3
Student Direction | |
Significance
Background Knowledge 3 2
Cultural Knowledge 1 |
Knowledge Integration 4 1
Inclusivity 3 3
Connectedness 4 3
Narrative 4 1
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Intellectual Quality

Deep Knowledge

In the two lessons, the content knc wledge of the lesson was deep. Sustained focus on
central concepts or ideas was occasionally interrupted by superficial or unrelated ideas or
concepts. For example, in the Arab c language lesson, the topic was about conversation
and recognizing some words and lctters; during the lesson the students and the teacher
connected the main ideas and concepts with each other and they discussed the content of
the lesson and how it was connected with the main ideas and concepts. At the beginning of
the two lessons, the teacher revizwed tae prior knowledge of the students as an
introduction to the lesson. In the m: thematics lessons she reviewed some numbers before
she started to present new numbers and in the Arabic language lesson she reminded the

students about letters they had learnt. before starting to talk about the new letters.

Deep Understanding

Most students provided informatiol, arguments and reasoning that demonstrated deep
understanding for a substantial port on of the lessons. In the Arabic language lesson, the
teacher asked the students to provide examples using the word ‘cooperation’. Most
students understood the meaning and gave examples in their own words and from their
own experiences. In the mathematic:, lesson. the students were keen to answer the teacher’s
questions, and were able to transfer -he knowledge of place value for different numbers. In
the Arabic language lesson, the students understood the ideas of the lesson, the teacher
asking them several times about them. They were able to explain and connect these ideas.
In the mathematics lesson, the teachz=r asked the students to subtract some numbers and the

students were able to do that.

Problematic Knowledge

In the Arabic language lesson, some knowledge was treated as open to multiple
perspectives. For example, the teacier asked: “Why should we wash our hands and faces
after playing sports?’ In the mathen atics lesson, the knowledge was presented only as fact
and not opens to questions. In general, the teacher and the students learnt what was

required in the syllabus.
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Higher-Order Thinking

In the Arabic language lesson, the students were encouraged to provide examples from
their own experience as illustrations of the generalisation of the concept of ‘cooperation’.
In the mathematics lesson the teacher asked the students to analyse the numbers’
components (tens place or units pliace) and synthesize new numbers. However, in some

parts of both lessons the students were involved in lower-order thinking.

Metalanguage

There was some usage of metalan yuage, especially in the Arabic language lesson. For
example, the teacher stopped and explained and asked the students to give examples of the
words ‘cooperation’, ‘colleague’, ‘last’, ‘results’, and the meaning of a ‘question mark’.
The nature of the Arabic language l:sson encouraged the teacher and the students to make
the element of metalanguage visible and a main feature of the lesson. In the mathematics
lesson, the teacher used metalanguige a few times, such as explaining the meanings of
‘subtraction’, ‘addition’ and ‘zero t as no value’. Furthermore, the teacher mentioned the
vertical and horizontal ways in answering mathematical questions, so she explained the

meaning of ‘vertical and horizontal’

Substantive communication

Substantive communication among the students and between the teacher and students
occurred briefly. In the Arabic lesson the teacher and the students exchanged ideas about
cooperation, for example, but generally most communication took the form of the teacher

delivering information and asking rc utine questions and the students giving short answers.

Quality Learning Environment

Explicit Quality Criteria

In the Arabic language lesson, the tc acher established explicit quality criteria by constantly
modelling the correct spelling and pronunciation and encouraged the students to try again
when their pronunciation and spelli 1g were not the expected quality. She also asked some
students to read from their textbooks correctly by referring them to the correct
pronunciation and spelling. In th¢ mathematics lesson, the teacher encouraged some
students to try to resolve questions on the chalkboard and asked the other students to
applaud them for their work. At the end of both lessons, she asked the students to answer
some of exercises in their textbooks, and while the students were doing this, she walked
around the desks correcting and reinforcing their answers.
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Engagement

All the students were actively engaged for almost the entire two lessons. They were on-
task throughout and seriously involved in pursuing the substance of the lessons. Some
students seemed to be working but hey were not really thinking about the work, that is,
they did not really understand what v’as going on. From the observations, the students were

very quiet because of the disciplinari an; the students were afraid to anger the teacher.

High Expectations

In both lessons students were expected to respond when asked. Some tasks were
challenging, involving new letters (both spoken and written). For example, the teacher
asked some students to come forward to the chalkboard and identify some letters and
pronounce them in different words. Another example, in the mathematics lesson, the
teacher asked some students to ansv’er complex questions and write their answers on the
chalkboard. Some students met these challenges and they accepted and responded

positively to the challenges.

Social Support
Social support was neutral or mildly positive in both lessons. While no undermining
behaviours were observed, support ve behaviour and comments were directed at those

students most engaged in the lessons. rather than those students who were more reluctant.

Students’ Self-Regulation

Most students, most of the time, demonstrated autonomy and initiative in regulating their
own behaviour and there was very li tle interruption to the two lessons. A few times during
the lessons, the teacher commented on and corrected students’ behaviour and movements.
For example, during the lessons, one student asked to go to the toilet and another one asked

to go for a drink of water, in both ca:es the teacher said: ‘No, you can go after the lesson’.

Student Direction
The students had no choice of the activities as the teacher controlled the time, pace and
criteria of assessment. The content and the structure of the lessons were determined and

presented by the teacher.
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Significance

Background Knowledge

Students’ background knowledge was mentioned and elicited several times and was
connected to the substance of the lesson. In the Arabic language lesson, the teacher
connected the students’ backgrounc knowledge regarding cooperation and asked them to
tell their stories about that. One student told about helping her sister in writing. In the

mathematics lesson, the teacher usec. a string to hang some numbers as a ‘washing line’.

Cultural Knowledge

Cultural knowledge was not a featurz of the two lessons.

Knowledge Integration

During the Arabic language lesson several meaningful connections and integrations were
made between topics such as sports, health, social science, religion, trust and
responsibilities. The topic of the lesson was cooperation, and the teacher integrated sports
and health when she said: “When w: play sports, what should we do when we finish?” The
students replied: ‘We wash our faces and hands’. In each aspect of the lesson, the teacher
gave examples. Another example was when the teacher asked the students to provide
examples from the Holy Qur’an tha: supported the concept of help and cooperation. In the
mathematics lesson, the teacher and the stuclents restricted the knowledge to that specific to

the subject area.

Inclusivity
Students from all social groups were included and valued equally in the lesson. For
example, the teacher gave both gerders equal opportunity to participate in the classroom

activities

Connectedness

Students recognized the importance of the classroom knowledge and situations outside the
classroom, in a way that can create jersonal meaning and highlight the significance of that
knowledge. For example, the students learnt how to be cooperative and helpful in their
communities. Furthermore, the stud:nts knew that learning to write and read was important
for them to manage themselves in tae new complex world. In the mathematics lesson, the
teacher explained the importance of being able to calculate sums when buying and selling.

Helping others in their communi y was dependant on literacy and numeracy. Some
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students with illiterate parents, grandparents. and family friends, knew they would be able

to help those people to manage their daily lives by using their new knowledge.

Narrative

Story telling was used at several points in the two lessons to enhance the significance of
the substance of the lessons. For exanple, tte teacher in the Arabic language lesson asked
the students to tell their stories, from their own experiences, about cooperation. Moreover,
the nature of the topic itself was about cooperation, as it was embodied in the story of a
student in this class who lost his eraser; his friend in the class lent him his eraser and the
teacher expressed approval with thei - actions in cooperating and helping each other. In the

mathematics lesson, narrative was not used.

Mahmmoud

Teaching Context

Mahmmoud had 8 years teaching cxperience at the time of this research. Mahmmoud
teaches in a small school in a small ind old village. The demographic of this village is the
same as another neighbouring schoo: in which Samar’s school is located. The village has a
population of about 300, all from tt e same family or tribe. The story of this village and
other villages in West Amman is that the people in the village have been living there for a
long time and initially their land was not expensive. Since 1980 the price of this land has
increased sharply with the land in d>mand because the climate is temperate, the terrain is
mountainous, it is close to the city and at -he same time the initial population was low.
Some wealthy families started building -heir ‘palaces’ close to this village, which
overlooks the West Bank and the Jordan Valley. These high socio-economic newcomers
have bought the area around the vil age. This new type of living, culture and civilization
did not make any sense for the origiial people, and they protected their legacy and culture
without any ill effects. Nevertheless, they became rich because they sold some of their
land. Tt is important to remember though that the original inhabitants’ way of life and way
of thinking cannot be readily changed by such a new culture. The new residents do not
send their children to the public schools, simply because they are wealthy and do not want
their children to mix with the ‘childrer from a low socio-economic background’.
Consequently, this school accommadates the children of the village. The observation of
Mahmmoud’s teaching took place ir the village school, which consists of seven rooms and

seven teachers, a principal and a cle: ner. The school has a total of 95 male students. All the
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classrooms opened off an outside ¢oncrete quadrangle. This quadrangle was used as a car
park for the teachers’ cars. High walls surround the school. The classrcom was located in
the middle of the other classrooms and the class consisted of 13 male students in grade
one. The room had one window, v'hich looked out over the concrete school quadrangle.
Opposite the door in the corner next to the chalkboard, was a cupboard containing books,
papers and instruction materials for the teacher’s use. The students’ desk were arranged in
two blocks facing the chalkboard a1d divicded by a walking space. One block consisted of
three long desks, each seating threc students and the other block consisted of two desks,
each seating two students. The roor1 was very small, but the students and the teacher were
very happy and enjoyed being ther:. The class had one student with learning difficulties.
The teacher informed the researcher that he was happy with his class and liked his
students. Because he had such a sinall number of students, the teacher managed to give

extra time helping the student with learning difficulties.

Results of the Classroom Observation

Mahmmoud was observed over two lessons; Arabic language and mathematics. The coding

of observations is presented in Tabl: 6.7.

Intellectual Quality

Deep Knowledge

During the two lessons, the teacher focused on the central ideas and concepts. In the
Arabic language lesson, the ideas were to explain the concept of “The mum’s products’.
The teacher and the students read and wrote the sentences and explored the meaning of
each sentence and pictures. The teacher, during the lesson, focused on the central ideas and
concepts by discussing the content of each picture and connecting them with their
respective sentence. After that the :eacher asked the students to read the sentence, helped
them to identify some words from the sentence, explained their meaning, and asked the
students to read the words. The teacher reviewed students’ prior knowledge by asking them
some questions about the uses of scap and olive oil. In the mathematics lesson, the teacher
and the students focused on the concepts and the ideas of the lesson by exploring the
numbers 20 to 39. The teacher coniected the lesson’s concepts by explaining the value of
the tens place and the units place He asked the students to come to the chalkboard to
recognize, write and read number;. He started reviewing the students’ prior knowledge

when he asked them to count the nimbers from 1 to 19. However, from the observation of
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teacher and the students, I noted sorae ambiguous points in the synthesis of the concepts.
The students were confused between some numbers such as 15 and 50 and the sequence of

some numbers and the meaning of thz tens and the units places.

Deep Understanding

There was evidence of deep underst: nding at some points in the two lessons. Nevertheless,
the undertanding between the studen:s was uneven, with only some students understanding
the concepts. For example, in the Arabic language lesson, the concepts were clear to and
understood by most of the students in conversation but not in recognizing some
letters/words. In the mathematics lesson, some concepts, such as counting from 1 to 39,
were understood by the students. D stinguishing between ‘the tens place and units place’

was not understood by all students.

Problematic Knowledge

Some knowledge was treated as open to multiple perspectives in the Arabic lesson, but in
the mathematics lesson the knowlzdge was presented as facts and not open to any
questions. In the Arabic language lesson, the teacher and the students discussed the process
of making soap from olive oil and why we need to wash our hands and faces by using

soap?

Higher-Order Thinking

The teacher asked the students some probing questions to encourage them to connect and
generalise some ideas from the lesscn. For example, the teacher asked them: ‘“What would
be the problem if we don’t wash our hands and face?’, and ‘If my mother can make soap
from olive oil, what can she make from wheat, roses, and fruit?’ The teacher asked other
questions: ‘Which sense do we use when we taste juice?’, ‘What are the benefits of the
roses?’ In the mathematics lesson, the students demonstrated only lower-order thinking
because they participated in routine practices. There were no activities that went beyond

simple’ rote learning’.

Metalanguage

Some use of metalanguage was evicent in both lessons. In the Arabic language lesson, the
teacher explained and talked about the ‘words ‘fruits’ and ‘industrialization’. In the
mathematics lesson, the teacher stopped and explained the meaning of the ‘tens place and
units place’. Further, he explained the meaning of ‘bunch’ in the context of the lesson,

where each bunch consisted of ten straws.
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Table 6.7: Classroom Teaching Practices: Mahmmoud

Intellectual Quality
Element Scores: 1 — 35, 5 being most evident
Arabic Language Lesson | Mathematics Lesson
Deep Knowledge 4 4
Deep Understanding 3 3
Problematic Knowledge 3 |
Higher-Order Thinking 4 2
Metalanguage 3 3
Substantive Communication 4 3
Quality Learning Environment
Explicit Quality Criteria 3 3
Engagement 3 3
High Expectation 3 3
Social Support 4 4
Students’ Self-Regulation 2 2
Student Direction 1 1
Significance
Background Knowledge 4 1
Cultural Knowledge 1 1
Knowledge Integration 4 1
Inclusivity 4 4
Connectedness 3 l
Narrative 3 |
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Substantive Communication

Some substantive communication occurred at different parts of the two lessons, such as
when the teacher and the students discussed the process of producing soap and juice, and
sultanas from grapes. The students and the teacher were reading and writing the sentences
cooperatively. In the mathematics lesson, the teacher and the students talked about the
sequences of numbers and how they should write each number under its correct place (tens
place or units place). However, in s me parts of both lessons, the teacher gave information
and asked routine questions, with the students giving very short answers and trying to

second-guess the answers wanted b/ the teacher.

Quality Learning Environment

Explicit Quality Criteria

In the Arabic language lesson, quality criteria were evident in the requirements of reading
and writing words and pronouncing the lesson’s words and sentences. The teacher used
quality criteria by modelling the ccrrect pronunciation and encouraged the students to try
again when their reading and writi1g were not the expected standard. In the mathematics
lesson, the teacher used explicit juality criteria when he asked the students to count
correctly and write the numbers in their correct places under the tens and units columns.
He also asked the students to answ:r questions in their textbooks. The teacher marked the
students’ answers and he reinforced the correct answers by asking the other students to
applaud the students who answerec correctly and giving feedback to the students who did

not answer correctly.

Engagement

Most of the students were deeply >ngaged during some parts of both lessons, but during
other parts a few students were >ff-task. Some students appeared to ‘go through the
motions’ in the lesson because tte teacher tried to engage them even if they did not
understand the material. Some students talked to their peers about non-class matters. The
teacher tried to keep control and as <ed the students to pay attention. Generally, most of the
students showed sustained interest, attentiveness, enthusiasm for their work and helping

each other.
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High Expectations

Most of the students were challenged by the substance of the lesson, exploring their own
experience and applying it to their ncw experience and knowledge. The teacher encouraged
them to participate and think deeply about some concepts of the lessons. For example, the
teacher constantly asked the studen s to pronounce, write and answer different questions.
The teacher asked one student: ‘Ahmad, would you like to tell us, how we can make oil
from olives?” He asked another stident; ‘Mazin, can you tell us about the process of
making bread from wheat?’ In the rmathematics lesson, the teacher asked the students how
to analyse and refer some numbers to their respective tens and units’ places. Most of the

students met these challenges and responded positively to the requirements.

Social Support

Social support was clearly positive during the two lessons. The teacher tried to help the
students to resolve any problems ard commented positively on their answers. The teacher
encouraged reluctant students to pronounce words, write them on the chalkboard, and
asked their peers to applaud thei- efforts. In one instance, a student was unable to
pronounce the word ‘fruit’; the teacher helped him, asking the rest of the class to be quiet
as he did so; he gave the student enough time until the student pronounced the world
correctly. However, a few times I noted rhat some students mocked their peers for an
incorrect answer or pronunciation; the teacher always stopped this and asked them to help

instead.

Students’ Self-Regulation

This teacher seemed to be lenient, easy and tolerant with his students. Because students
were talking over him at times it wvould appear that they did not respect the interaction
between themselves and the teacher. Their manner was not intentionally disrespectful, but
more to do with not knowing the bounds of being in class. Teachers are not only expected
to ensure teaching and learning tut also to be educators and modifiers of children’s
behaviour (Carighead et al., 1981; IMicInerney & Mclnerney, 1994). This teacher, from the
researcher’s point of view, was not aware of that point. He taught academic skills but did
not teach expected social behaviour. The teacher spent a significant amount of time in
trying to control the behaviour of his students, until his patience ran out and he slapped two
of his students on their faces. He acted in such way, not because he was aggressive or
violent, but because he had establ shed a pattern of behaviour in the class such that he
could not control the students’ bel aviour when he wanted to teach. The teacher told the
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researcher that most of the students n this class came from an orphanage and as orphans

had been affected by the conditions a1d expectations in the orphanage.

Student Direction
The students had no choice in the classroom’s activities, the teacher controlling the time,
pace and criteria of assessment. The content and the structure of the lessons were

determined and presented by the teacaer.

Significance

Background Knowledge

Prior school and out-of-school kncwledge were aspects of the lessons, especially the
Arabic language lesson. Some stude1ts were asked to give examples of the kinds of juice
they preferred to drink, the making of soap from olive oil, sultanas from the grapes, and
how their mothers would arrange rcses in vases to decorate the house. The students told
stories from their own experiences ‘ith these things and the preferences of their parents.
The teacher made the concepts and the ideas of the lesson clear to the students giving them
examples from their daily life. In the mathematics lesson, the students’ background

knowledge was not mentioned or elicited.

Cultural Knowledge

Cultural knowledge was not a feature of the “wo lessons.

Knowledge Integration

The teacher made meaningful connections between the topics and other subject areas
during the two lessons. In the Aratic language lesson, the teacher asked the students to
count and add the roses in a picture. In this example, the teacher connected what the
students already knew from matheriatics with the Arabic language lesson to obtain new
knowledge. Another example was when the teacher connected science with the Arabic
language subject by asking the students: ‘How many senses do we have?’ and “What kinds
of fruits do you know?’ In the math matics lesson no meaningful connections were made.

All the knowledge was restricted to that topic.



Inclusivity
Students from all social groups werz inclucled and valued in all aspects of the lessons. The
significant number of students fror1 the orphanage were included and valued and treated

fairly in all aspects of the two lessons.

Connectedness

In the Arabic language lesson, the task was connected to the world outside the classroom,
with the teacher and the students discussing the skills needed to get sultanas from grapes,
juice from fruit and bread from wheat. All these skills are aspects of the students’ daily
life. In the mathematics lesson, the esson had no clear connection to the real world. It was
presented as fixed knowledge; neither the students nor the teacher offered any justification

for the lesson.

Narrative

The topic, in the Arabic lesson, wes about a story of a mother and how she could make
different products from different rcsources. The sentences of the lesson were about the
mother who could make sultanas frcm grapes, soap from olive oil, and juice from fruits. In

the mathematics lesson, narrative was not used.

Nada

Teaching Context

Nada had 19 years experience in teaching at the time of this research. The school, in which
Nada’s teaching observation took place, is large and located in the most crowded suburb in
the north of Amman. The school is part of the government education system. The school
has a total of 1200 male and female students (girls more than boys) with 50 teachers. The
students have diverse cultural and socio-economic backgrounds, with the school lying
between the University of Jordan ir the east and poor suburbs in the north and west. The
school has three floors with 29 classrooms, and is surrounded by a high wall to protect the
children from the traffic, which s very close to the school. The first floor is an
administration floor, consisting of eight rooms, for the principal, the principal’s assistant,
the education counsellor, teachers, the secretary, a kitchen, an assembly hall, a canteen and
toilets. The classrooms are on the second and third floors. At the school entrance there is a
guard’s room. Nada’s class was located on the second floor beside the internal stairs. The

classroom was somewhat large or vide. Windows from the roof to waist height covered
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the wall opposite the door. The classioom opened off a large corridor. The windows looked
out over the school quadrangle and 'he neighbourhood houses. The teacher’s desk was at
the corner in front of the room. Seven circular tables were arranged in the middle of the
room; there were 36 students, aged six years old in grade one. There were more girls than
boys. A chalkboard was in the froat of tte room. Beside the chalkboard was a small
cupboard containing books, papers, ¢nd instruction materials used by the teacher. The class
walls had some posters and students’ works. The class had mixed abilities. Four of the
students in this class appeared to hav: learning difficulties. There is no official diagnosis of
learning difficulties until the second year and these students could not go to the resources
room in the school, but from what tke teacher had noticed, and when she was shown a list

of characteristics of learning difficulties, she felt she had four students in this category.

Results of the Classroom Observation

Nada was observed over two lessor s; Arabic language and mathematics. The coding of

observations is presented in Table 6.5.

Intellectual Quality

Deep Knowledge

Most of the time, the teacher focuscd on the central concepts of counting by tens in the
mathematics lesson and recognizing the letter ‘N’ in words and sentences in the Arabic
language lesson. The teacher dive sified her strategies in delivering the information.
However, all the methods that the teicher used were connected to and sustained by the key
ideas and concepts of the skills of reading, writing and counting by tens. The teacher
connected the prior knowledge of he stucents with new knowledge by verifying their

knowledge about letters and number: .

Deep Understanding

Students demonstrated deep underst: nding answering different kinds of questions asked by
the teacher; counting by tens, recognizing the letter ‘N’ among different letters, reading the
lesson’s sentences and giving sentences from their own experiences. However, the level of
understanding was not even; some students confused the number 20 and 60 and it was hard
for some students to recognize the 1ztter ‘N’ when it was written in different positions in
some words. In general, most of the students provided information and reasoning that

demonstrated their deep understanding.
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Table 6.8: Classroom Teaching Prictices: Nada

[ntellectual Quality

Element Scores: 1 — 5, 5 being most evident
A -abic Language Lesson | Mathematics Lesson
Deep Knowledge 3 3
Deep Understanding 4 3
Problematic Knowledge 1 1
Higher-Order Thinking 3 2
Metalanguage 3 3
Substantive Communication 3 3
Quality Learning Environment
Explicit Quality Criteria 4 4
Engagement 3 3
High Expectation 3 3
Social Support 4 4
Students’ Self-Regulation 3 3
Student Direction 1 1
Significance
Background Knowledge 4 2
Cultural Knowledge 1 1
Knowledge Integration 2 2
Inclusivity 4 4
Connectedness 3 3
Narrative 2 1
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Problematic Knowledge
In the Arabic language, the know edge was presented only as fact and not opened to
questions. In the mathematics lesson, problematic knowledge was not a feature of the

lesson.

Higher-Order Thinking

Some students demonstrated higher-order thinking when the teacher asked students to
provide some words that included tl e letter ‘N’. In the Arabic language lesson, the teacher
wrote the letter ‘N’ in different parts of the words and asked the students to recognize the
letter and use it in another word. As a result, some students manipulated the information
and ideas in ways that allowed thzm to transform their understanding and apply it to
recognize the letter ‘N’ and find ne'v words with the letter. In the mathematics lesson, the
students demonstrated lower-order thinking. They received specific knowledge and

participated in routine activities; no ictivities went beyond simple rote learning.

Metalanguage

The nature of the Arabic language lesson encouraged the teacher and the students to use
different words and to explain some words and symbols; the teacher asked some students
to provide new words with the letter ‘N’ and explained the meaning of these words. In the
mathematics lesson the teacher com mented on terminologies such as the ‘tens place’ and
the ‘units place’ in terms of their meanings and their applications in the mathematics

context.

Substantive Communication

There was reciprocal interaction beiween the teacher and students during the two lessons.
The teacher and the students discissed the use of the letter ‘N’ and the meaning of
different words. The teacher gave st adents the opportunity to participate by asking them to
give examples. She gave the students feedback and asked some students to teach each
other and to discuss the uses and the pronunciations of some letters and words. Therefore,
there was sustained interaction between the teacher and the students most of the time
during the two lessons. However, in some parts of the lessons, the teacher gave
information and asked routine questions. The students replied with short answers and tried
to guess what the teacher wanted in the replies. There was no opportunity to process

initiatives, respond and evaluate.



Quality Learning Environment

Explicit Quality Criteria

Quality criteria were evident at mor: that one stage of the two lessons. During the Arabic
language lesson some students asse:sed the quality of their work using these criteria. For
example, the teacher divided the students into equal mixed groups. She gave each group
some words written down on paper, gave them sheets of paper and asked them to read the
words and circle the letter ‘N’ in the words. She asked the students to write down in their
sheets the letter in the word; at the beginning, the middle or the end of the word. The leader
of each group was asked to read ou: the word and the letter, with reinforcement from the
teacher at each stage. The teacher was modelling the correct pronunciation of the words
and encouraging the students to try again. In the mathematics lesson the teacher asked one
male student and one female student to come to the chalkboard where she drew a table and
with two columns. Each column started with the number 20 and the two students were
asked to fill the cells by tens, up to 60. She told the students that this was a competition
between girls and boys. After the students completed their tasks, she went through the two
sets of answers and discussed the answers with the class. Finally, she restated the corrected

answers and gave feedback on the uncompleted answers.

Engagement

Most of the students, most of the time, were on-task pursing the substance of the lesson.
Most of the students took their worl seriously and tried hard when they worked in groups.
They were keen to answer the quest ons asked by the teacher and they helped each other in
the group work. However, some s:udents were off-task some times. As an example, [
observed two students at the back of the classroom were talking to each other but not about
the lesson. Other students were punching each other. When the teacher noticed the students
talking, she asked both to come forvard. She asked them about the tasks in which the other
students were engaged; they did no: resporid. The teacher said: ‘See, you weren’t able to
answer because you were not pay ng attention; so you need pay attention to what we

doing’.

High Expectations
Most of the students participated in the tasks during both lessons. The teacher encouraged
most of the students to try hard. There were some instances where the teacher explicitly

challenged students to increase thei - level cf performance, for example, in the group work
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recognizing the letter ‘N’ in the Aribic lesson. Also the teacher required each student to
give examples of words containing the letter ‘N’, and to pronounce each word and letter
correctly. In the mathematics lesscn, two students were asked to come forward to the
chalkboard and complete tables counting by tens. Most of the students accepted and met

these challenges and responded to thzm positively.

Social Support

The teacher supported and praised her students during the two lessons. The students, also,
supported each other by listening and responding to each other most of the time. The
teacher tried to include the reluctan' students and encourage them to be good participants
in the classroom discussion and activities. The teacher commented on the students’
answers and gave feedback to each student, and asked other students to applaud the work

of their peers. The teacher awarded stars for good work.

Students’ Self-Regulation

Many students demonstrated autonomy and regulated their own behaviour. Students
worked with each other in groups v/ithout any interruptions to the lesson or need for the
teacher to discipline the class. There were two incidents in the classroom: one student
punched another student and another two students were talking about ‘non-class’ matters
with each other; the teacher had to discipline these students. The teacher also needed to
spend time disciplining the class, ¢sking tae students to sit down and raise their hands
before answering any question. The researcher believe that these behaviours were part of
the social context in which these children growing up. These issues will be discussed in

more detail in the discussion chapter.

Student Direction
The students had no choice of the activities, with the teacher controlling the time, pace and
criteria of assessment. The content and the structure of the two lessons were determined

and presented by the teacher. Again, these issues will be detailed in the discussion chapter.

Significance

Background Knowledge
The teacher regularly drew on the students’ prior knowledge of letters in the Arabic
language lesson and of numbers in ‘he mathematics lesson. In the Arabic lesson, the topic

was about the ‘Yoghurt factory’ as the students had visited a factory before. The teacher
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connected what the students knew already about the industrial process of making yoghurt
with the sentences of the lesson. A so the teacher went over the letters the students knew
and connected them with knowledge of the new letter ‘N’. Furthermore, the teacher
compared the shape of the letter ‘N’ ({), in the Arabic language with a dish that has a stone

in it.

Cultural Knowledge

Cultural knowledge was not a feature of these lessons.

Knowledge of Integration

Some minor and trivial connection:, were made. For example, in the mathematics lesson,
the teacher asked one student to junip while she counted by tens; each jump meant ten; the
student jumped and counted by tens until she had jumped 9 times, which was 90. Also she
compared the shape of number 4 with & dancing girl. The teacher made connection
between the knowledge of sports with the knowledge of mathematics. However, the

knowledge, most of the time, was restricted to the subject being taught.

Inclusivity

Students from all social groups wer: included and valued in all aspects of the two lessons.
Only a few students had learning difficulties in mathematics, reading and writing; the
teacher treated them fairly and asked them to participate in the class activities and

encouraged them during the two les:ons.

Connectedness

The teacher made connections to the world of literacy and numeracy. The teacher
explained the importance of reading; and writing and how to count to buy anything from a
supermarket. For example, she asked the students to count beads, chickpea grains, rabbits

and birds.

Narrative

Narrative was used on one occasion as a minor part of the Arabic language lesson, when

the teacher told the story of the lette - ‘N’ and how it was welcomed by the other letters.
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Summary of Congruity Across the seven Teachers

From a general examination of the teachirg and learning practices, the following points
can be concluded. First, the three main dimensions and the 18 elements of the model were
congruent with teaching and learning practices in Jordanian primary schools, with scores
mostly 3 and 4. Second, the dimension of quality learning environment and most of its
elements were congruent with the teaching and learning practices more than the other two
dimensions, with most scores 3 and 4. However, during Jamal’s lessons, the dimensions of
intellectual quality and quality learring environment and most of their elements were most
congruent with the teaching and learning practices, more so than the dimension of
significance. Some elements in the dimension of significance scored lower than the other
dimensions (scores were between 1 and 2). Third, from the observations, it can be
suggested that the applicability or congruence of the three dimensions were clearer in the
Arabic language lessons more than the mathematics lessons, as the scores were higher in
Arabic language lessons. Fourth, frym close examination of the congruity of the elements
across the three dimensions, it can be shown that the elements of student direction, cultural
knowledge, problematic knowledge and narrative were either not evident or low during the
14 lessons. Nevertheless, during the two lessons of Jamal, the elements of problematic
knowledge, student direction, cultural knowledge and narrative were not evident during the
mathematics lesson and low in the Arabic language lesson. Further, during the observed
lessons of Jamal, the element of students’ self direction, knowledge integration and
connectedness were scored lower han other elements. During Samar’s two lessons, the
elements of problematic knowled e, higher-order thinking, metalanguage, background
knowledge and knowledge integration were more congruent in the Arabic language lesson,
with scores mostly 4, than in the mathematics lesson with scores mostly 2. The element of
student self regulation was low dur ng the two lessons scoring 2 in both. During Sharefa’s
two lessons, there was significant inevenress in the scores between the Arabic language
lesson and the mathematics lesson on the e¢lements of problematic knowledge, knowledge
integration, connectedness and narrative, the scores being 2 and 1, 4 and 1, 4 and 3, and 4
and 1 respectively. During Mahmmoud’s two lessons, problematic knowledge, background
knowledge, knowledge integration, connectedness and narrative scored significantly higher
and were more evident during the Arabic language lesson than the mathematics lesson;
scores were: 3 and 1,4 and 1, 4 ind 1, 3 and 1, and 3 and 1 respectively. Finally, the

element of cultural knowledge was not a feature of any the 14 lessons. The congruity of the
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three main dimensions and the 18 elements and of the NSWQT Model will be discussed in

more detail in chapter eight.

Chapter Summary

This chapter is the second part of the results. It discussed the quality teaching and learning
practices of seven primary school teachers in Jordan. The results in this chapter were
derived from data from the field notes ard the videotapes. This chapter started with a
description of the teaching context of each teacher and then moved to the results of the
classroom observations. The results were presented in tables displaying the ‘agreed’ scores
of each element for each teacher over two lessons and then the significance of the observed
element and its score were explain:d with examples. The next chapter presents the third

section of the results which is the school stakeholders’ perspectives of quality teaching.
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