THE EFFECTIVENESS OF CLASSROOM TEACHER’S PEDAGOGICAL AND BEHAVIOURAL COMPETENCE ON THE TEACHING-LEARNING PROCESS

ABSTRACT

This research study was aimed at determining the extent of influence of classroom teacher’s pedagogical and behavioral competence on the teaching- learning process in Lagos State Education District V. Descriptive research design was adopted for the study. The participants in this study were made up of 150 students (70 males and 80 females) and 100 teachers (45 males and 55 females) randomly selected from ten primary schools in  Lagos State Education District V. Two self-constructed instruments were used to elicit the relevant data. The statistical tools used to test the hypotheses were T-test, Pearson’s Product Moment Correlation Coefficient and One- way Analysis of Variance (ANOVA). The results showed that there is a significant correlation between pedagogical competence and teaching effectiveness; there is a significant difference between teachers’ behavioral competence and pupils’ academic performance; there is a significant difference among the academic performance of pupils taught by teachers displaying incompetent, moderately competent and highly competent teaching pedagogy; and that there is a significant gender difference in teaching activities. These results were discussed generally and recommendations were made based on the findings.

CHAPTER ONE

INTRODUCTION

1.1       Background to the study

 Education experts, in general agree that there are three factors that influence the success of the teaching and learning process. These interrelated factors are the society, school and family environments.  A study conducted by Miguel and Barsaga (1997), considered factors affecting pupils’ performance, investigating the variables of teacher, students, parents and community, and concluded that the teachers were the key factor affecting students’ achievement. Teachers are charged with the main aim of making students learn effectively and efficiently and in order to achieve this aim, the teacher has to do several activities such as planning, provide effective instruction and evaluate the learning activities using appropriate methods and techniques. Thus, the quality of the teaching-learning process depends on the efficiency and quality of the teacher and this is of great importance in the initial stage of education when the pupils are at an early age.

Therefore, for the teaching-learning process to be effective it is necessary that the teacher be endowed with teaching competency. Teaching competence refers to “The right way of conveying duties of knowledge application and skills to students”. The right way here includes knowledge of content, processes, methods and means of conveying content. According to Donald (1982) teacher competency are “those of knowledge, abilities and beliefs a teacher possess and brings to the teaching-learning situation”. A competent teacher would create classroom condition and climate which are conducive for students learning, being competent affects his performance and makes the learning process effective. The quality of education is normally measured by pupil’s performance in their tests and pupil’s performance is related to teacher’s competence and teacher performance in classroom. Thus, three conceptual dimension of teacher quality that are commonly used in making Judgments about teacher’s work are teacher competence, teacher performance and teacher effectiveness. Teacher competence is directly linked with teacher’s performance in complex situation as is thought to serve as a causal factor for success because “competent performance presumes competence” (Westera, 2007). Teacher competency differs from teacher performance and teacher effectiveness in the sense that it is a stable characteristic of the teacher that does not change appreciably when the teacher moves from one situation into another.

The studies conducted so far indicate that there does not exists a single set of competences which all effective teachers possess or all the ineffective ones lack. This is because the concept of teacher competence in a highly situational one and involves value judgment when one absolute set of competencies is effective in relation to all kinds of learner groups. There are different ways of classifying teacher competence and it can be in term of teacher function. Essentially, teachers have two major roles in the classroom. (i) to create the condition under which learning can take place  i.e. the social side of teaching and (ii) to impart, by a variety of means “knowledge” to their learners i.e. the task oriented side of teaching. The social side of teaching could be referred to as the “enabling” or management functions” while the task oriented side of teaching referred to as the ‘instructional functions’’. These functions complement each other and are very difficult to separate the two in actual practice. Based on this premise various organization have attempted to classify teaching competence. For example the British general has identified promoting learner’s autonomy, subject knowledge, course and session preparation and planning, teamwork, flexibility, assessment and evaluation of learning as necessary teaching competence to be possessed by a teacher in order to make the teaching- learning process efficient and effective. While the general teaching council for Scotland views teaching competence as comprising of professional knowledge and understanding, professional skills and abilities and professional value and personal commitment.

For the purpose of this research work teaching competence for prospective teachers required by the department of education at Montana state university will be adopted. These include communication competence, intellectual competencies (conceptual, integrative and quantitative) abilities for problem solving and effective teaching, professional competencies, pedagogical competencies, behavioral competencies and social competence. Emphasis will be on pedagogical and behavioural competence and how it influences the effectiveness of the teacher in the classroom.

1.2       Statement of the problem

Getting children education right has been a priority for most countries. But these children are being denied education right. Ololube, (2006) revealed that the present development of events within the education sector in Nigeria shows that Nigeria is at the wrong side of getting our children’s education right. In the past two decades, Nigeria has experienced a number of structural reforms in her educational system. However, it is frequently ignored that most of the reforms do not consider getting the education of our children right and policies designed to create school effectiveness and quality improvement  vis-à-vis ensuring that policies are implemented as stipulated is been undermined by authorities. However, Nigeria cannot afford to be on the wrong side if we are to be recognized in the international committee of nations (Ololube, 2006).

Moreover, there are several methods of teaching that can inculcate and give pupils insight during instructional processes (Harris & Muijs, 2005; Ololube, 2005b). But do our teaching methods engage the part of pupils’ minds from which insight spring? Similarly, there are different levels of classroom competencies that teachers should possess in order to create quality in instruction (Creemers, 1994c,). But many of our primary schools teachers are in dearth of most of these characteristics. The most unfortunate thing is that the traditional stereotype of our teachers who stand in front of the classroom and teach children has been at odds for many years now.  Since most of the instruments of change which can enhance academic excellence are not easily obtainable, the consequence effect is that friction and frustration have set in and successful learning is not taking place (Stones 1966). Pupils are experiencing negative effects on their learning, and It has been a source of concern to all the stakeholders in education i.e. government, teachers, parents, religious bodies, law environment agents and society at large. The society cannot exist without making mention of the school which is the major agent of change.

The above situations do not guarantee any hope for higher academic performance. In the absence of appropriate measures which can improve education per excellence, it is unreasonable to expect tremendous gains in areas of pupils’ conduct, motivation and achievement. It is envisaged that knowledge derived from understanding the effectiveness of classroom teacher’s pedagogical and behavioural competence on the teaching-learning process will help reduce the myth with which academic excellence is viewed by most primary school pupils, educators and the general public.       

1.3       Purpose of the study

The purpose of this study was to investigate the effectiveness of classroom teacher’s pedagogical and behavioral competence on the teaching-learning process in primary schools in Lagos State Education District V. Specifically, this study aims at examining:

1.      The relationship between teacher’s pedagogical competence and teaching effectiveness

2.      The relationship between teachers’ behavioural competence and pupils’ academic performance.

3.      The difference among the academic performance of pupils taught by teachers displaying ineffective, moderately effective and highly effective pedagogical competence.

4.      The gender difference in teaching activities.

1.4       Research questions

To direct this investigation, the following research questions were raised:

1.      Is there any relationship between teachers’ pedagogical competences and teaching effectiveness?

2.      Is there any relationship between teachers’ behavioural competence and pupils’ academic performance?

3.      Is there any difference among the academic performance of pupils taught by teachers displaying ineffective, moderately effective and highly effective pedagogical competence significant?

4.      Is there any significant gender difference in teaching activities?

1.5       Research hypotheses

The following hypotheses were tested in the course of this study.

1.      There is no significant relationship between pedagogical competence and teaching effectiveness.

2.      There is no significant relationship between teachers’ behavioural competence and pupils’ academic performance.

3.      There is no significant difference among the academic performance of pupils taught by teachers displaying ineffective, moderately effective and highly effective pedagogical competence.

4.      There is no significant gender difference in teaching activities.

1.6       Significance of the study

The contribution that this study would make is in the provision of useful practical information on primary education for the Ministry of Education, while contributing to the intellectual debate and the literature on the relationship between classroom teacher’s pedagogical and behavioral competence and teaching effectiveness. A further contribution of this study is the attempt to assist curriculum development specialist and national policy makers who design teacher-training policy for primary schools.  The study investigates teacher competence i.e. pedagogical and behavioral competence of the classroom teacher and its effects on performance in a very specific setting taking into consideration the reality in Amuwo odofin, including the contextual constraints and the stage of development. The study provides a model of competency which could be used as a basis for the development of teacher-training policy and the design and implementation of a teacher-training curriculum. The study also provides an integrated approach model for developing teacher competence in teacher training institutions. It is hoped that the development of this model will also be a contribution to the literature on how to develop teacher competency in teacher training institutions.

1.7  Scope of the study

 The study was conducted in Lagos State Education District V. It was restricted to investigating the effectiveness of classroom teacher’s pedagogical and behavioral competence on the teaching-learning process in the private and public primary schools in the Education District. From the 44 public and 84 private primary schools, ten (10) were used.

1.8    Limitation of the study

The study was restricted to primary schools because this is the stage where the influence of the teacher is strongly felt. Also the best way of determining classroom teacher’s competence and effectiveness is through classroom observation and knowledge testing, but it was not possible to observe actual classroom situation because the research work is a secondary study. Another limitation encountered in the course of study was reluctance on the part of teachers and pupils to answer the administered questionnaire correctly and individually.

1.9    Definition of terms
1.      Competence: It refers to skills or knowledge that leads to superior performance. These are formed through an individual/organizations knowledge, skills and abilities and provide a frame work for distinguishing between poor performances through to exceptional performance. Competence can apply at organizational, individual, team, occupational and functional levels. Competences are individual abilities or characteristics that are crucial to effectiveness in work.

2.      Teaching Competence: This refer to the right way of conveying units of knowledge, application and skills to situations. The right way here includes knowledge of content, processes, methods and increase of conveying content, if in the knowledge, abilities and belief a teacher possessions and brings to the teaching situation. These attribute constitute a stable characteristic of the teacher that does not change appreciably whom the teacher moves from one situation to another.

3.      Teacher performance: This refers to the behavior of a teacher while teaching a class (both inside and outside the classroom). It is defined in terms of what the teacher does.

4.      Teacher effectiveness: This refers to the result a teacher gets or to the amount of progress the pupils make towards some specified goal of education. It is defined in terms of what the pupils do.

5.      Pedagogical competence: This could be defined as the procedures of doing something and having enough skill and knowledge to carry out a function. As regards teaching, pedagogical competence is characterized by the ability of the teacher to adapt to effective work methods, to analyze the task to be performed, to begin the process, to perform the task and to analyze ones procedure.

6.      Behavioural competence: These refer to competencies that are required by teachers in term of behaviour. It can be understood as manifestation of how a teacher views him or herself (self-image) and how he or she typically behaves (traits) and what motives him or her. 

CHAPTER TWO

REVIEW OF LITERATURE

INTRODUCTION

Our focus in this chapter is to critically examine relevant literature that would assist in explaining the research problem and furthermore recognize the efforts of scholars who had previously contributed immensely to similar research. The chapter intends to deepen the understanding of the study and close the perceived gaps.

Precisely, the chapter will be considered in three sub-headings:

Conceptual Framework

Theoretical Framework 

2.1 CONCEPTUAL FRAMEWORK
Teaching as a concept 
Teaching involves sharing experience between the teacher and the learner. It has to do with the expression of an intention with the aim of bringing about a desirable change in the behaviour of the learner. In the view of Salami (2009) cited in Alamgir K., Salahuddin K, Syed Zia-Ul-Islam & Manzoor Khan (2017), teaching involves a kind of communication that has an impression in the mind of the learner in such a way that he or she accepts the desirable new experience. As an aimed job, teaching enables the teacher to be interested in the development of the pupils through certain subjects in the school curriculum. In order for the teacher to facilitate pupil’s overall development in the school, certain specialize knowledge and skills are required. It equally requires competencies through specialized professional training. 
According to Salami (2009) a teacher should be: (i) academically equipped to teach effectively and confidently; (ii) capable of inspiring the children under his care and be ready to learn throughout life; (iii) able to meet the emotional, physical intellectual and social needs of the Child’s personality development; (iv) capable of exercising intelligent appreciation of the global world sensitive and flexible to changes and effective innovative practice; (v) ready to promote continuity of thought on the desirable elements in the moral, cultural and social heritage of the society he/she services; (vi) help the children to develop critical thinking and scientific attitude to life problem solving; (vii) able to help the children to develop attitudes that will promote the desired solidarity and unity of the society; (viii) able to help the children to appreciate their cultural and aesthetic values;and (ix) able to help pupils to learn patterns of relationships and inter-relationship that will help them to function effectively as members of the society. Considering the above, a teacher can be seen to be a unique individual who is expected to be functional in transmitting specific body of knowledge, help in the maintenance of fundamental social values, wage war against mediocrity, and enhance search for excellence in the functioning of the school. Generally, the teacher in the school can be said to be performing instructional roles, administrative and executive roles as well as social roles. For the instructional roles, the teacher is a motivator, an organiser of learning, an instructional planner, an ego supporter, a resource person, an information giver, a manager and a counsellor. In his administrative roles, he/she can be seen as a disciplinarian, an evaluator, a record keeper, a resource person, a programme planner, manager and director. His social functions include; organizing and co-ordination of people, appreciating people’s peculiarities, parents’ surrogate, a welfare worker, an ego supporter, a value bearer and a disciplinarian. 
In the classroom, where teaching and learning take place, effective communication is the veritable tool and bedrock upon which the indispensable and significant roles of the teachers are built.It enhances complete and meaningful interaction between the teachers and the learners. It is noteworthy that many of those problems and failures emanating from the school result from ineffective communication in the classroom or the entire school system. 
Successful teaching and learning can only take place when there is effective communication in the classroom.
Learning as a concept 
The word “learning”is an house hold world. It is such a difficult term to define as different writers, and scholars define the term differently. However, psychologists and educationists often time define it as a relative permanent change in behaviour as a result of an acquired knowledge, practice and experience in a given environment. Learning can be viewed to be an act of acquiring new or modifying or enforcing existing knowledge, behaviours, skills, values or preferences that may involve the use of different types of information. 
Learning, therefore, can either be intended or unintended. People can learn through schooling, personal experience and personal development and training. According to Owuamanam (2002) Alamgir K .et’al (2017), most human activities in the three educational domains of the child are learned. Such activities were observed to include perception, reading, swimming, driving, singing, interpersonal skills and interpersonal relationships, morals as well as values. Learning of the child in any of the activities mentioned above depends on such a child’s maturation. The child must be matured enough before he or she can be successful in any training, practice and observation. For example, a child who learns how to walk and walks must have been matured enough to perform the activities before he/she can do so. In the school system, equally, the pupil must be of school age before he or she can comprehend and assimilate the classroom teaching no matter the level of such a child’s intelligence quotient. 
The following are features that can be observed in learning: 
it is a lifelong process, 
it is a universal process
it is a process geared towards achieving specific goal(s) as the individual adjust to the environment while progress and developments are bye products of learning. They posited that learning of the child can be influenced by either internal or external factors, that is, the nature and the nurture influence on the child’s growth and development.

Teacher

A teacher is someone who plan, organize and implement an appropriate instructional program in an elementary or secondary learning environment that guides and encourages students to develop and fulfill their academic potential. Work is performed under the supervision of the principal.  A teacher is a person who helps students to acquire knowledge, competence or virtue.Informally the role of teacher may be taken on by anyone e.g. when showing a colleague how to perform a specific task. In some countries, teaching young people of school age may be carried out in an informal setting, such as within the family (homeschooling), rather than in a formal setting such as a school or college. Some other professions may involve a significant amount of teaching (e.g. youth worker, pastor).In most countries, formal teaching of students is usually carried out by paid professional teachers. This article focuses on those who are employed, as their main role, to teach others in a formal education context, such as at a school or other place of initial formal education or training.
Duties And Functions Of a Teacher

A teacher's role may vary among cultures. Teachers may provide instruction in literacy and numeracy, craftsmanship or vocational training, the arts, religion, civics, community roles, or life skills.Formal teaching tasks include preparing lessons according to agreed curricula, giving lessons, and assessing pupil progress. A teacher's professional duties may extend beyond formal teaching. Outside of the classroom teachers may accompany students on field trips, supervise study halls, help with the organization of school functions, and serve as supervisors for extracurricular activities. In some education systems, teachers may be responsible for student discipline.

A teacher  Plan, prepare and deliver lesson plans and instructional materials that facilitate active learning.

Develops schemes of work, lesson plans and tests that are in accordance with established procedures.

Instruct and monitor students in the use of learning materials and equipment.

Use relevant technology to support and differentiate instruction. Manage student behavior in the classroom by establishing and enforcing rules and procedures.

Maintain discipline in accordance with the rules and disciplinary systems of the school.

Provide appropriate feedback on work.

Encourage and monitor the progress of individual students and use information to adjust teaching strategies.

Maintain accurate and complete records of students' progress and development.

Update all necessary records accurately and completely as required by laws, district policies and school regulations.

Prepare required reports on students and activities.

Participate in department, school, district and parent meetings.

Communicate necessary information regularly to students, colleagues and parents regarding student progress and student needs.

Establish and communicate clear objectives for all learning activities.

Prepare classroom for class activities.

Provide a variety of learning materials and resources for use in educational activities.

Observe and evaluate student's performance and development.

Assign and grade class work, homework, tests and assignments.

Other functions of the job include but are not limited to the following

Demonstrate preparation and skill in working with students from diverse cultural, economic and ability backgrounds.

Encourage parent and community involvement, obtain information for parents when requested, promptly return phone calls and answer emails.

Participate in appropriate professional activities.

Participate in extracurricular activities such as social activities, sporting activities, clubs and student organizations as directed. Other duties as assigned

Competences And Qualities Required By Teachers

Teaching is a highly complex activity.[Caena (2011] This is partially because teaching is a social practice, that takes place in a specific context (time, place, culture, socio-political-economic situation etc.) and therefore is shaped by the values of that specific context.[Smith, M. (2006] Factors that influence what is expected (or required) of teachers include history and tradition, social views about the purpose of education, accepted theories about learning, etc.[Cummings, W.K. (2003]
Competences
The competences required by a teacher are affected by the different ways in which the role is understood around the world. Broadly, there seem to be four models:
the teacher as manager of instruction;
the teacher as caring person;
the teacher as expert learner; and
the teacher as cultural and civic person.[,F Caena (2011]
The Organisation for Economic Co-operation and Development has argued that it is necessary to develop a shared definition of the skills and knowledge required by teachers, in order to guide teachers' career-long education and professional development.[OECD, 2005] Some evidence-based international discussions have tried to reach such a common understanding. For example, the European Union has identified three broad areas of competences that teachers require:
Working with others
Working with knowledge, technology and information, and
Working in and with society.[,F Caena (2011]
Scholarly consensus is emerging that what is required of teachers can be grouped under three headings: knowledge such as: the subject matter itself and knowledge about how to teach it, curricular knowledge, knowledge about the educational sciences, psychology, assessment etc.craft skills such as lesson planning, using teaching technologies, managing students and groups, monitoring and assessing learning etc. and dispositions such as essential values and attitudes, beliefs and commitment.[williamson, 2008]
Qualities Of a Teacher

Enthusiasm
Teachers that exhibit enthusiasm are more likely to have engaged, interested and energetic students who are curious about learning the subject matter. Recent research has found a correlation between teacher enthusiasm and students' intrinsic motivation to learn and vitality in the classroom.[patrick,2000] Controlled, experimental studies exploring intrinsic motivation of college students has shown that nonverbal expressions of enthusiasm, such as demonstrative gesturing, dramatic movements which are varied, and emotional facial expressions, result in college students reporting higher levels of intrinsic motivation to learn.[brooks,1985] But even while a teacher's enthusiasm has been shown to improve motivation and increase task engagement, it does not necessarily improve learning outcomes or memory for the material.[motz,2017]There are various mechanisms by which teacher enthusiasm may facilitate higher levels of intrinsic motivation. Teacher enthusiasm may contribute to a classroom atmosphere of energy and enthusiasm which feeds student interest and excitement in learning the subject matter.[amatora,1950] Enthusiastic teachers may also lead to students becoming more self-determined in their own learning process. The concept of mere exposure indicates that the teacher's enthusiasm may contribute to the student's expectations about intrinsic motivation in the context of learning. Also, enthusiasm may act as a "motivational embellishment", increasing a student's interest by the variety, novelty, and surprise of the enthusiastic teacher's presentation of the material. Finally, the concept of emotional contagion may also apply: students may become more intrinsically motivated by catching onto the enthusiasm and energy of the teacher.[patrick,2000]
Interaction with learners
Research shows that student motivation and attitudes towards school are closely linked to student-teacher relationships. Enthusiastic teachers are particularly good at creating beneficial relations with their students. Their ability to create effective learning environments that foster student achievement depends on the kind of relationship they build with their students.[baker,1997]

 HYPERLINK "https://en.wikipedia.org/wiki/Teacher" \l "cite_note-Bryant,_Jennings_1980-18" [bryant,1980] Useful teacher-to-student interactions are crucial in linking academic success with personal achievement.[Osborne,1999] Here, personal success is a student's internal goal of improving themselves, whereas academic success includes the goals they receive from their superior. A teacher must guide their student in aligning their personal goals with their academic goals. Students who receive this positive influence show stronger self-confidence and greater personal and academic success than those without these teacher interactions.[Hartmut, J. 1978]

 HYPERLINK "https://en.wikipedia.org/wiki/Teacher" \l "cite_note-ReferenceA-22" [baker, 1999]Students are likely to build stronger relations with teachers who are friendly and supportive and will show more interest in courses taught by these teachers.[Osborne, 1999] Teachers that spend more time interacting and working directly with students are perceived as supportive and effective teachers. Effective teachers have been shown to invite student participation and decision making, allow humor into their classroom, and demonstrate a willingness to play.[Bryant,1980]
Teaching qualifications

In many countries, a person who wishes to become a teacher must first obtain specified professional qualifications or credentials from a university or college. These professional qualifications may include the study of pedagogy, the science of teaching. Teachers, like other professionals, may have to, or choose to, continue their education after they qualify, a process known as continuing professional development. The issue of teacher qualifications is linked to the status of the profession. In some societies, teachers enjoy a status on a par with physicians, lawyers, engineers, and accountants, in others, the status of the profession is low. In the twentieth century, many intelligent women were unable to get jobs in corporations or governments so many chose teaching as a default profession. As women become more welcomed into corporations and governments today, it may be more difficult to attract qualified teachers in the future. Teachers are often required to undergo a course of initial education at a College of Education to ensure that they possess the necessary knowledge, competences and adhere to relevant codes of ethics. There are a variety of bodies designed to instill, preserve and update the knowledge and professional standing of teachers. Around the world many teachers' colleges exist; they may be controlled by government or by the teaching profession itself. They are generally established to serve and protect the public interest through certifying, governing, quality controlling, and enforcing standards of practice for the teaching profession.

Teachers Pedagogical Knowledge Defined

Pedagogical Knowledge (PK) has variously been defined by scholars to mean different things depending upon the context of its usage. Pedagogical knowledge is a strategy and style which allows the teacher to present his/her lesson in a stimulating way (Korau, 2010). It is the specialized knowledge of teachers for creating effective teaching and learning environments for all students. Shulman [2004] stated that PK involves the teaching principles and strategies that are applied in classroom management and organization. Furthermore, PK also includes a teacher’s knowledge of students’ learning, assessment, and education purposes (König, et al., 2016). Pedagogical knowledge is the knowledge of how to teach. The science of teaching, according to Ogunboyede [2011] is referred to as pedagogy. Ozden [2008] bolsters this definition stating that pedagogy is the science of teaching, instruction, and training. PK is the generic knowledge about pedagogy, teaching approaches, how students learn, methods of assessment, and knowledge of different theories about learning. McCaughtry [2005]; Sidhu, Fook, and Kaur [2011] stressed that pedagogical content knowledge refers to teaching and learning of the subject. Shulman (as cited in Kilic, 2009) defines pedagogical knowledge as any theory or belief about teaching and the process of learning that a teacher possesses that influences that teacher's teaching. From these definitions, it could be seen that pedagogical knowledge is a specialized knowledge of teachers in creating and facilitating effective teaching and learning environments for all students, independent of the subject matter. Stephen, Pompea and Walker [2017] assert that pedagogical knowledge relates to how the instructor would teach a subject. It might include an awareness of learners’ misconceptions or the naïve theories that they bring to the subject when they are first learning about it. It might also be an assessment of which concepts can be taught at which grade levels or to which students. According to Rodgers and RaiderRoth [2006], “Many a teacher is knowledgeable about his or her subject matter without necessarily being able to decompress it in a way that makes it accessible to their students.” Having pedagogical knowledge is the way to “decompress” the subject matter knowledge. This process includes the ability to plan and prepare materials; time and classroom management skills; implementation, problem-solving, and teaching strategies; questioning techniques; and assessment (Hudson, 2007). A review of empirical evidence by Guerriero [2017] on teachers’ general pedagogical knowledge concluded three main overlapping components: (i) instructional process (teaching methods, didactics, structuring a lesson and classroom management). (ii) Student learning (cognitive, motivational, emotional dispositions of individual students; their learning processes and development; student heterogeneity and adaptive teaching strategies). (iii) Assessment (diagnosis, principles and evaluation procedures). From the foregoing, it is clear that pedagogical knowledge is the art and science of teaching. Consequently, education courses offered by students in various Colleges of Education and several Departments of Education in Universities are all geared towards helping to develop teacher knowledge about teaching just as content classes develop content knowledge. Quality teaching has the purposeful and deliberate planning of instruction that results in a coherent learning experience for students. For a given instructional episode, a quality teacher needs to justify the importance and structure of the content they are teaching, their selection of pedagogical techniques, and how this combination effectively attends to the teaching context as it relates to meeting students’ learning needs (academic achievement) (GessNewsome, Carlson, Gardner & Taylor, 2010). If a teacher is able to present his/her lesson in such a way that learners appreciate and appeal strongly to it, it means the pedagogical knowledge of the teacher is sound. By being pedagogically knowledgeable, Timothy (in Tsafe, 2013) observed that teachers who provide good students’ relationships and apply better classroom conditions will improve the academic achievement of students thereby motivating them to score high marks. Pedagogical knowledge can be used to consider how the teacher can successfully deliver instructions in the class effectively.

Teachers Pedagogical Content Knowledge

Pedagogical Content Knowledge (PCK) plays an important role in classroom instructions. In the teaching and learning process, a PCK involves teachers’ competence in delivering the conceptual approach, relational understanding, and adaptive reasoning of the subject matter. There seems to be no consensus among scholars as to what a teacher’s PCK should constitute. This is because several authors view PCK differently. Starting with Shulman (in Akpo, 2012), who is the proponent of PCK, categorized teacher knowledge into seven categories, among which was the concepts of pedagogical content knowledge (the knowledge which integrates the content knowledge of a specific subject and the pedagogical knowledge for teaching that particular subject). The theorist stressed that a teacher should know the content, pedagogy, curriculum, and the interaction between them. Hassard [2005] described PCK as the knowledge possessed by teachers which allows them to teach effectively within a discipline as opposed to the knowledge of the discipline itself. Pedagogical content knowledge has been simply described as that teacher knowledge that allows teachers to assist students to access specific content knowledge in a meaningful way (Miller, 2007). Shulman [1986] defined PCK as teachers’ ways of representing and formulating the subject-matter knowledge in the context of facilitating student learning. Some researchers have, however, argued that there is not always a sharp distinction between PCK and subject matter knowledge, because the subject matter knowledge functions as a source to be transformed for teaching (Tobin, Tippins, & Gallard, in Ozden, 2008). One of the most important aspects of being a teacher is to know how to orchestrate the learning environment to facilitate students’ understanding of a particular concept and to contribute to their intellectual development. Shulman (in Akpo, 2012) named this kind of knowledge “Pedagogical content knowledge.” The author identified pedagogical content knowledge as “the ways of representing and formulating the subject that makes it comprehensible to others”. According to the scholar, PCK includes the ways of representing and formulating the subject that make it comprehensible to others, an understanding of what makes the learning of specific topics easy or difficult; the conceptions and preconceptions that students of different ages and background bring with them to learn those most frequently taught topics and lessons. However, Kilic [2009] asserts pedagogical content knowledge as having four components: knowledge of the subject matter, knowledge of pedagogy, knowledge of learners, and knowledge of the curriculum. To further expatiate on this, knowledge of subject matter refers to knowing concepts, facts, and procedures and the relationships among them. Knowledge of pedagogy encompasses knowledge of planning a lesson and teaching strategies. Knowledge of learners entails knowledge of the students’ common difficulties, errors, and misconceptions. Finally, knowledge of curriculum includes knowledge of learning goals for different grade levels and instructional materials such as technology, manipulative, and textbooks. This knowledge will be discussed elaborately in later sections of this article. In a related development, Sidhu et al. [2011] simply stressed that PCK refers to the teaching and learning of the subject. The manner in which teachers relate their subject matter (Content Knowledge-what they know about what they teach) for their PK (what they know about teaching), and how subject matter knowledge is a part of the process of pedagogical reasoning, are seen as embodiments of PCK. It should however be noted that PCK integrates the melding of subject matter expertise with pedagogical strategies and knowledge of the learner to produce high-quality classroom practice. It is a unique knowledge base held by teachers that allows them to consider the structure and importance of an instructional topic, recognize the features that will make it more or less accessible to students, and justify the selection of teaching practices based on students’ learning needs. This view is justified by Wilson, Floden, and Ferrini-Mundy [2002] stating that pedagogical content knowledge is a type of professional knowledge that is used to teach the content of a particular branch of knowledge. Further to this, PCK implies a transformation of subject matter knowledge so that it can be used effectively and flexibly in the interaction between teachers and learners in the classroom (Shulman, as cited in Kleickmann et al., 2013). In Kleickmann’s et al. [2013] view, pedagogical content knowledge is a form of practical knowledge that is used by teachers to guide their actions in highly contextualized classroom settings. This form of practical knowledge entails, among other things: (a) knowledge of how to structure and represent academic content for direct teaching to students; (b) knowledge of the common conceptions, misconceptions, and difficulties that students encounter when learning particular content; and (c) knowledge of the specific teaching strategies that can be used to address students’ learning needs in particular classroom circumstances. Pedagogical content knowledge builds on other forms of professional knowledge, and is, therefore, a critical— and perhaps even the paramount constitutive element in the knowledge base of teaching (Rowan, et al., 2001). Nonetheless, Turnuklu and Yesildere [2007], Buschang [2008] advanced that content knowledge (CK) and pedagogical content knowledge (PCK) are strongly related but distinct entities. Tamir (in Kilic, 2009) however, made a sharper distinction between general pedagogical knowledge and subject-matterspecific pedagogical knowledge. The author claimed that each type of knowledge is composed of four categories-namely; student, curriculum, instruction, and evaluation—but they have different meanings in each domain. Ball, Thames, and Phelps [2008]; Park and Oliver [2008] provided examples for each category to reveal the distinction between general pedagogical knowledge and subject-matter specific pedagogical knowledge. For instance, for the student category, knowing about Piaget’s developmental levels is related to general pedagogical knowledge, whereas, knowing about specific common conceptions and misconceptions in a given topic is related to subject matter-specific pedagogical knowledge. Furthermore, the author identified teacher skills in diagnosing students’ conceptual difficulties in a given topic and their knowledge about the effective use of instructional tools as subject-matter-specific pedagogical knowledge. Pedagogical content knowledge is the knowledge needed to make the subject matter accessible to students. Although content knowledge and pedagogical knowledge are very important to the teaching profession, PCK has been described as the understanding of how topics and strategies in specific subject areas are understood and misunderstood (Shulman in Lenhart, 2010). Consequently, PCK is a special form of knowledge that bundles content knowledge with knowledge of learners, learning, and pedagogy. These bundles offer a crucial resource for teaching the subject, for they can help the teacher anticipate what students might have trouble learning, and have ready alternative models or explanations to mediate those difficulties. Thus, a teacher's pedagogical content knowledge should entail the knowledge of how students think, know, or learn particular content and what teaching strategies and curriculum materials can be used to teach that content. Furthermore, teacher knowledge about specific topics that might be easy or difficult for students and possible conceptions or misconceptions that students might have related to the topic should constitute a teacher’s pedagogical content knowledge. Pedagogical content knowledge refers to how teachers blend content and pedagogy to determine the most effective means to teach particular topics or problems consistent with students’ interest and ability (Shulman, [1986]). Continuing research in this area of teacher knowledge have led other researchers (Grossman, [1990]; Magnusson, Krajcik & Borko, [2001], Juttner & Neuhaus, [2012], Juttner, Boone, Park & Neuhaus, [2013]) to elaborate on Shulman’s model by proposing that teachers develop or construct PCK not only by the amalgam of content and pedagogy but also by blending those two knowledge categories with student, curricular and context knowledge. Teachers must be aware that the practice of teaching is complex. They have to understand that teaching occurs in certain circumstances and requires constant decision making. It encompasses deep, flexible knowledge, and the ability to apply that knowledge to students, content, the curriculum, instruction, assessment, and the school and local communities (Fullan & Hargreaves, [1992]). Prospective teachers and those already in the field who might not have had the opportunity to acquire must be subjected to some capacity-building workshops so as to make them become familiar with this concept of pedagogical content knowledge. This is because being an effective teacher is ultimately judged in terms of imparting knowledge and values that students can comprehend and relate to. According to Ball, Hill, and Bass [2005], pedagogical content knowledge includes the teacher’s ability to use content knowledge to access different representations, as well as different methods for solving problems that may arise during instruction. Further, pedagogical content knowledge also includes the ability of teachers to direct students to make connections between subjects’ topics as well as helping them to see the connectedness of different representations for those same topics. It includes the ability of teachers to understand where and why students make errors and are prepared with alternative explanations and models (Sherin, [2002]). It also includes the ability of teachers to respond productively to students’ questions and pose problems and questions that are productive to students’ learning (Ball & Bass, [2003]). PCK is an intrinsic part of teachers' experience and often tacit in nature (Loughran, Berry, & Mulhall, [2007]). As a result, determining teachers' PCK is quite difficult. Over the years, different methods of determining PCK have been developed and used. These methods range from questionnaires, concept mapping, interviewing, and observation. Most often, however, researchers combine different methods to determine teachers' PCK (Baxter & Lederman, [1999]). Although time-consuming, these multi-methods have the potential to capture the vague concept PCK best.
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Kaya [2008] showed that there was a significant interrelationship between the subject matter and pedagogical knowledge of the pre-service science teachers. Similarly, many researchers such as Halim and Meerah [2002]; Van Driel, De Jong, and Verloop [2002] concluded that content knowledge had an influence on pedagogical content knowledge. However, content knowledge had no effect on pedagogical content knowledge according to Mapolelo (in Ozden, [2008]). The importance of content knowledge on pedagogical content knowledge is somewhat controversial and needs further study. Given these various perspectives with regard to PCK what can be deduced is that first, effective teaching is linked to the quality of teachers’ PCK. Secondly, the discourse also highlights the nebulous and tacit nature of PCK. Teachers as learners construct their own knowledge and as such differences in PCK constructs between teachers are likely to exist. The following diagramme (Fig. 1.) provides an explicit pictorial representation of PCK which is the intersection between pedagogy and content as delineated by Tsafe [2013].

Elements of Pedagogical Content Knowledge and Students’ Learning

The history of pedagogical content knowledge (PCK) will not be complete without making reference to Lee Shulman, who was the first person to have coined the term with such an acronym. Shulman (in Tsafe, [2013]) further proposed several key elements of pedagogical content knowledge as: (i) Knowledge of representation of subject matter (content knowledge). (ii) Understanding of students’ conceptions of the subject and the learning and teaching implications that were associated with the specific subject matter. (iii) General pedagogical knowledge for teaching strategies. (iv) Curriculum knowledge. (v) Knowledge of educational contexts. (vi) Knowledge of the purpose of education. According to Ball et al. [2001], the development and selection of tasks, the selection of representations and explanations, the facilitation of productive classroom discussions, the interpretation of student responses, the emphasis on student comprehension and the quick and appropriate analysis of student mistakes and difficulties are all underlying elements of PCK. In Ball et al.’s definition, the subject matter was not emphasized. An, Kulm and Wu [2004] assert that between content, curriculum, and teaching, “teaching knowledge” is the basic component of pedagogical content knowledge. Park and Oliver [2008] state that researchers do not agree with the characterization of the relationship between the various subdomains of teacher knowledge, although four points are repeatedly and consistently referenced: PC, CK, PCK, and context knowledge. Voss, Kunter and Baumert [2011]; König et al. [2011] categorized the element of pedagogical content knowledge to include: (i) Knowledge of classroom management. (ii) Knowledge of teaching methods. (iii) Knowledge of classroom assessment. (iv) Structure (v) Adaptivity. (vi) Knowledge of learning processes. (vii) Knowledge of individual student characteristics. According to the authors, knowledge of classroom management involve maximising the quantity of instructional time, handling classroom events, teaching at a steady pace, maintaining clear direction in lessons; knowledge of teaching methods involve having a command of various teaching methods, knowing when and how to apply each method; knowledge of classroom assessment entails knowledge of different forms and purposes of formative and summative assessments, knowledge of how different frames of reference (e.g., social, individual, criterion-based) impact students’ attitudinal motivation. Furthermore, structure deals with structuring of learning objectives and the lesson process, lesson planning and evaluation; Adaptivity deals with heterogeneous learning groups in the classroom; knowledge of learning processes entails supporting and fostering individual learning progress by having knowledge of various cognitive and motivational learning processes (e.g. learning strategies, impact of prior knowledge, effects and quality characteristics of praise.); knowledge of individual student characteristics involves having knowledge of the sources of student cognitive, motivational, and emotional heterogeneity. According to Gess-Newsome (in Abell, et al, [2009]), the following areas have been associated with PCK: (1) teaching or instructional strategies, assessment strategies, and collaboration strategies; (2) knowledge about student interest, motivation, and the learning of conceptual and procedural knowledge and skills; (3) knowledge of science learners, like student thinking, misconceptions, and cognitive and affective demands of tasks and activities; (4) knowledge about resources available to support teaching and learning; curriculum knowledge and goals for student learning. The following Table 1 provides further explanation for content-specific domains of teacher knowledge. Akpo [2012] documented that research demonstrates that the following pedagogical principles affect students’ learning: 

Building on students’ prior knowledge. The research literature makes a case for teachers needing a strong understanding of students’ CK and skills in order to plan and deliver lessons effectively.  

Linking goals, assessment, and instruction. Research evidence reveals that good teachers base their instruction on specific and ambitious learning goals, frequently use assessments to monitor students’ progress towards those goals, and continually adjust their instruction based on what they learn from the assessments (Danielson, [2007]).  

Teaching content and critical thinking. Content knowledge and critical thinking skills are central to academic success, and research literature suggests that effective teachers focus on both. Developing Language skills. Competency in oral and written language is central to students’ academic success. Therefore, a key aspect of any teacher’s job is to develop students’ language skills, regardless of students’ ages or the specific subject matter being taught (Tharp, Estrada, Dalton & Yamauchi, [2000]).  

Creating a culture of learning. Effective teachers create a classroom culture that promotes learning. Here students and teachers are engaged in meaningful work together (e.g., students are applying ideas and concepts to tasks relevant to instruction). Danielson [2007] aver that of critical importance is the community that is established among students.

According to Ball [2003], a teacher with good Mathematical pedagogical content knowledge can break down Mathematical knowledge into less polished and abstract forms, thereby, making it accessible to students who are at different cognitive levels. From this view, one could extrapolate that a teacher with good pedagogical content knowledge can unpack subject matter into its discrete elements and can explain a concept or procedure at a level that includes the steps necessary for the students to make sense of reasoning. Teachers with good pedagogical content knowledge understand where students may have trouble learning the subject and should be able to represent concepts in a way that students can comprehend its structure and avoid these difficulties. Parrot (as cited in Ochieng, [2013]) asserts that “as is the teacher so is the teaching.” In reality, better-trained teachers tend to be creative, innovative, and easily improvise teaching strategies to suit the subject matter and context. Singh, Granville and Dika [2002] found that when a teacher present subject content during school lessons in an understandable and meaningful form and try to apply the content to real-life situations, he or she encouraged more positive students’ attitudes towards the subject. If students are convinced about the benefits of the subject for their future career, they could have positive attitudes towards the subject. To prop this statement, Teppo and Rannikmäe [2003]) discovered that students’ interest in a school subject will improve if the teacher is able to present the curriculum in a way that is interesting to the learners if they regard the information presented as useful, and if they are able to identify a connection with real life. PCK can be used to consider how a teacher can teach in the class. This is in line with the opinion of some Mathematics educators who stated that teacher characteristics, such as mode of teaching are one of the factors that enable teachers to teach well in the classroom (Agbarevo, [2006]). Therefore, teachers must possess pedagogical content knowledge of their content area in order to facilitate students’ learning (Ball, [2000]). Ahtee and Johnston [2006] showed that a lack of subject knowledge can lead to teaching difficulties, and teaching difficulties may lead students to develop a negative attitude towards learning a subject. This may in turn lead to underachievement in school subject. According to Hill, Rowan and Ball [2005] many professional development activities are aimed at improving content knowledge because evidence has shown that teacher knowledge in the subject area can strongly influence students learning. Speaking of Geography, Martin [2008] tested teacher content knowledge in Geography through interviews, concept mapping, and observations. The study found that although a degree in the subject area helped preservice teachers in the classroom, “teaching gained through their apprenticeship as pupils were very powerful”. This study showed that content knowledge from one's major is not the only thing needed to teach students, the PK is also of paramount importance. Moreover, Carstens [2008] on the question of Geography teacher proficiency advocates that Geography teachers should have a repertoire of Geography subject-specific terms to promote literacy in Geography; so that learners can attain Geography literacy optimized. Research on teacher knowledge of subject matter (CK and PCK) has been driven by the assumption that this knowledge is at the heart of their professional competence (Woolfolk-Hoy; Davis & Pape 2006; Ball, Lubienski, & Mewborn, [2006]). Indeed, recent studies have provided strong, representative evidence that teacher subject-matter knowledge affects their instructional practice and students’ achievement gains. Hill et al. [2005] found that elementary teacher Mathematical Knowledge for Teaching (MKT) was substantially associated with students’ gains in Mathematical understanding (Hill, Ball & Schilling, [2008]). Additionally, drawing on data from a longitudinal extension to the 2003 cycle of the Organization for Economic Cooperation and Development’s Programme for International Student Assessment (PISA) in Germany, Baumert et al. [2010] showed that PCK affects student attitude towards learning. Furthermore, PCK had a decisive impact on key aspects of instructional quality. It has been recognized that the foundation of science PCK is thought to be the amalgam of a teacher’s pedagogy and understanding of content such that it influences his/her teaching in ways that will best stimulate student learning for understanding (Jang, Guan & Hsieh, [2009]). This emphasis on PCK is justified based on the assumption that PCK can make a significant impact on the quality of instruction that the students receive and thus the quality of learning and the students experience in the classroom (Grossman in Lucenario, Yangco, Punzalan & Espinosa, [2016], Park & Oliver, [2008]). The knowledgeable teacher is one who knows what to teach and has some idea about how to do it (Waseka, Enose & Okwach, [2016]). Juttner et al. [2013] observed that a good and effective teacher possesses a mix of good content knowledge, knowledge of students’ prior content knowledge, and a mastery of different teaching strategies and methods. The teacher knows that once a child learns a basic fact, this can be incorporated into a future lesson for teaching some subsequent fact. The knowledgeable teacher is constantly looking for better, more effective methods. He/she uses the new procedure and assesses its effects. Ergo, it is pertinent that the teaching and learning process among teachers bring along the knowledge components of PCK. Hill, Schilling, and Ball [2004] argued that pedagogical content knowledge is an essential and critical element in determining a teacher’s success in handling the teaching and learning process and further produces effective teaching-learning outcomes. Teacher subject-matter knowledge, teaching skills, dedication to teaching, and openness to new ideas, all can play a significant role in determining the success in the classroom (Waseka, et al., [2016]). As Schreerens (as cited in Kubiatko, Torkar & Rovnanova, [2017]) indicated, the teaching process is influenced by six factors: the school curriculum, team-work of the class, and the teacher, a traditional teaching strategy, a constructivist teaching strategy, the school climate, and evaluation. An effective teaching process can lead to a positive perception of a subject among students. Teacher’s mastery of subject matter can be described in three ways according to Eggen and Kauchak [78], knowledge of content, pedagogical content knowledge, and general pedagogical knowledge. This implies that the teacher must have familiarity with the body of knowledge taught; an understanding of a particular topic and how to explain it in a way that will make sense to the learners. Incidentally, Akinsolu [2001] investigated whether there is a relationship between the quantity and quality of teachers' and students' academic performance in Osun State, Nigeria. Among the study, the findings were that teachers with authentic knowledge about the relevant subject were significantly related to students’ attitudes and academic performance. According to Mhonyiwa [2014], these qualities make a student acquire an interest in a lesson, hence aspires for success. The preceding assertions underscore the PCK prowess of the teacher in promoting quality teaching in order to stimulate students’ attitudes towards learning and consequently improve their academic achievement. Lucenario et al. [2016] enunciate that it is important that teacher education and professionalism be aligned with students’ perspectives of learning. This is perhaps the rationale why Ball et al. [2001] contend that PCK enables a teacher to predict complications that may be faced by students and thus prepare themselves with methods, explanations including useful and suitable analogies or representation, and symbols in expressing certain lesson topics. Knowledge of the subject matter and the knowledge of teaching the subject matter are variables that influence teacher quality and also affect students’ attitude and achievement. Students understand the lesson more and with keen interest when the lesson is taught by a teacher who masters his or her subject matter very well. To Abimbade (as cited in Abudu, & Gbadamosi, [2014]), teachers are said to be effective when their teaching can lead to students learning and change in their attitude. A teacher that masters the subject matter could teach very well (Adedoyin, [2017]). This is why Eggen and Kauchak [2001] emphasized that where pedagogical content knowledge is lacking, “teachers commonly paraphrase information in learners’ textbooks or provide abstract explanations that are not meaningful to the students.” Inspired by this idea, Ehindero (in Lucenario et al., [2016]) confirmed that teacher’s teaching is influenced by the level of the acquired pedagogical content knowledge of the subject matter. Teachers today must have a good grasp of the subject matter if he or she is to command respect from the learners and improve their attitude and academic achievement towards the subject. In recent decades, educational research has provided compelling evidence that the quality of learning opportunities created by teachers affects students’ learning and motivation (McCaffrey et al., [2004]; Hattie, [2009]). Particular interest has been directed toward teacher knowledge of subject matter: their content knowledge and pedagogical content knowledge (Kleickmann et al.,2013).

Behaviour 

Behaviour is a response, which an individual shows to his environment at different times. Various authors have defined it in different words: Taneja (1989) stated that "the meaning of behaviour is conduct or carry one self or behaviour is what we do, especially in response to outside stimuli". UNESCO (1986) documented that “any thing that an organism does that involves action and response to stimulation.” Joyce (1980) also defined that “behaviour is lawful and subject to variables in the environment”. He further defined that “behaviour is an observable, identifiable phenomenon”.

Categories of Behaviour 

Das (1993) has suggested seven categories of behaviour, which are as under: 

1. Response behaviour

2. Association behaviour

3. Multiple-discrimination

4. Behaviour chains

5. Class concepts behaviour

6. Principles

7. Strategies 

He further highlighted the school characteristics that positively affect the students, behaviour and their academic achievements. Both good standards set by the institution and good behaviour models provided by the teachers had positive effects.

2.1.2 Approaches for Effective Behaviour

Sybouts (1994) stated that there are three approaches, which are used for effective behaviour or effective institution.

a.Goal Attainment Approach: The goal attainment approach bases the effectiveness of institution, on its achievement of goals and purposes. Learning objectives, subject content, standardized tests, and national norms are all considered being important. Another concern with using the goal attainment approach is the question of goal ownership and one final consideration is goal expectations.

b.Process Approach: The process approach emphasizes the processes and means that administrations and teachers use to heightened student out-comes. Principal focus on process seems to be instructional leaders. They take an active part in classroom instructional programmes and curriculum development and have a clear view of goals to be achieved. Too much important can be placed on process. 
c. Environment Response Approach: This approach is linked with perception. Principals work to illustrate to members of the school board, parents, and numerous other interest groups that their colleges are successful. This approach is a type of environmental selling programme.

Criteria for Effective Behaviour

Sybouts (1994) gave criteria for an effective behaviour of the teachers after

reviewing of more that seventy-four research studies, which are as under:

 i) Demonstrating a commitment to academic goals.

 ii) Creating a climate of high expectation.

 iii) Functioning as an instructional leader.

 iv) Being a forceful and dynamic leader.

 v) Consulting effectively with others.

 vi) Creating order and discipline.

 vii) Marshalling resources.

 viii) Using time well.

ix) Evaluating results.

Smith (1977) has claimed that teacher’s personality in the attitudinal sense is significant factor in teacher behavior and it has great impact on students achievement. Throughout the history of social psychology: attitude is usually defined as a disposition to respond favourably or unfavourably to an object, person, institution or event. Allport (1960) states that attitude is a mental and neural state of readiness, organized through experience, exerting a directive influence upon the individual’s response to all objects and situation with which it is related. Attitude towards study has great contribution in academic achievement and good study pattern.

Five Key Behaviours Contribution to Effective Teaching

Approximately 10 teachers show promising relationship to desirable student performance, primarily as measured by classroom assessments and standardized tests. Five of these behaviors have been consistently supported by research studies over the past two decades (Brophy, 1989). Another five have had some support and appear logically related to effective teaching. The first five we will call key behaviors, because they are considered essential for effective teaching. The second five we will call helping behaviors that can be used in combinations to implement the key behaviors. The key behaviors are the following.

1. Lesson clarity

2. Instructional variety

3. Teacher task orientation

4. Engagement in the learning process

5. Student success rate 

According to Mouly (1988) the totality of teachers role and functions can be categorized in three parts; Academic Functions, Professional Functions, Social Functions. According to Ogwezi and Wolomsky (1985) the teacher improves conditions for effective learning when he.

helps the students to become aware of his or her problem areas in the learning process.

helps him or her to establish the self-confidence necessary for the student. � 

explores new interests and special aptitudes of the students. � increases the understanding of his students. � 

uses concrete material from localities to support or illustrate what he teaches.
Gupta (1996) describes that the task of teachers is central to education. Teachers must transmit to new generation the cultural heritage of society the knowledge, skills, customs, and attitudes acquired over the years. They must also try to develop in their students the ability to adjust to a rapidly changing world. The effective teacher is capable of creating a desire to learn. He must be able to sense the interests of students, recognize their needs, and make learning purposeful not only in relation to course objectives but in the minds of his students (Conant, 1993). Wright (1987) describes that the primary function of teacher’s management role is to motivate the learners who are de-motivated and to nature those who are already well motivated to the task of learning. There are several ways in which teachers can achieve this.

adopting a positive attitude towards the learners. � 

giving pupils meaningful, relevant, and interesting task to do. � 

being motivated and interested themselves.

involving the learners more actively in the classroom process in activities. � 

encouraging pride in achievement.
Teacher Behaviour And Teacher Effectiveness

Some educators emphasize the idea that schools should be child-centered, but probably none will question the statement that the success of our educational endeavours depends, to a very great extent, on the teachers who are responsible for implementing the educational programmes. To be a teacher is to be a member of a special profession. A teacher has to display exceptional empathy, persistence, diligence, sincerity, research orientation, honesty and flexibility as a person. Teachers are the models in the classroom whose attitudes are imitated by the students consciously or unconsciously. Teachers provide direction to the students and are sources of inspiration to them. Thus, the crucial role of teachers in achieving the goals of education is self-evident. Knowledge of the desirable qualities required in a teacher can help the teacher become an effective professional person. He can develop the qualities of mind and personality which predispose him to success in teaching and establish report with students which are prerequisite for learning. According to Bhatia (1977), “Effective teaching has no meaning if it does not lead to effective learning”. In school, students spend a lot of time in association with the teacher and teacher’s behaviour affects the learning situation in the classroom. It would be important to know what is that teacher behaviour which is effective in instilling a love of learning in students.

Teacher’s Personality and Teacher Effectiveness 

Researchers have been trying to identify the personality characteristics associated with superior teachers, e.g. those who have won many distinguished awards etc. Ryans (1960) identified the following characteristics among superior teachers on the basis of his research:

• They frequently mention liking for children and interest in their development as reasons for teaching. 

• They express admiration of such qualities as friendliness, permissiveness, definiteness and fairness in teachers. 

• They dislike in teachers such qualities as arrogance, intolerance, sarcasm, and partiality. 

• They typically appear to be accepting and generous in their appraisals of other persons and to see the good points of a person rather than the bad. 

• They express satisfaction with teaching (and also with teacher salaries) and intend to continue teaching indefinitely. 

• They frequently engaged in teaching activity as a child (for example, taking charge of the class in the absence of the teacher).

• They frequently made their decision to become teachers even before enrolling in college. 

• They enjoyed school when they were students. 

• They showed superior accomplishment in school 

• The report large numbers of teachers among parents and relatives. 

• They report participation in religious activities. 

• The enjoy activities with friends but prefer small groups. 

• The frequently are members and officers of clubs. 

• They are married (85% of Group). 

• They are interested and active in literacy affairs, such as writing poetry or books. 

• They are more emotionally stable than the average adult. 

• They are more friendly than the average adult. 

• They are more cooperative and agreeable than the average adult. 

• They are more restrained than the average adult. 

• They are more inclined to “try to give a good impression” than the average adult. 

• They are more interested in social service than the average adult. 

• They are less interested than the average adult in computational and clerical activities.

Hamachek (1969) summarized his thoughts on teacher effectiveness in the following manner; “A good teacher is a good person. Simple and true. A good teacher rather likes life, is reasonability at peace with him, has a sense of humour, and enjoys other people. The good teacher is flexible. By far, the single most repeated adjective used to describe good teachers is “flexible”. Either implicitly or explicitly (most often the latter) this characteristic emerges time and again over all others when good teaching is discussed in the research. In other words, the good teacher does not seem to be overwhelmed by a single point of view or approach to the point of intellectual myopia. A good teacher knows that the cannot be just one sort of person and use just one kind of approach if he intends to meet the multiple needs of his students. Good teachers are, in a sense, “total” teachers, That is, they seem able to be what they have a to be to meet the demands of the moment. They seem able to move with the shifting tides of their own needs the students and do what has to be done to handle the situation. A total teacher can be firm when necessary (say “no” and mean it) or permissive (say “why not try it your way” and mean that, too) when appropriate. It depends on many things, and good teachers seem to know the difference. According to Bhatia (1977), it is not difficult to list the qualities of teachers, which make them not only popular but also effective with pupils, and some of the surveys available confirm these qualities. They are:

1. Pleasant, kindly disposition, with a sense of humour, cheerful and inclined to keep the class cheerful. 

2. Interested in pupils, eager to render help in difficulties, keen to encourage them in their enthusiasm and interests. 

3. Ready to clarify things whenever approached, tolerant of pupils faults, willing to repeat and simplify parts of lessons not understood.

4. Alert, active and full of enthusiasm for the task and the company of pupils. 

5. Has no favorites and is not prejudiced against any. 

6. Maintains discipline, is firm but not harsh.

7. Is presentable in health, appearance and dress.

Rosenshine and Furst (1973) reviewed a lot of studies, which had correlated teacher’s behaviour with students learning gains. Their conclusions were that teaching was better when the following teacher characteristics were present, viz. Clarity (in teaching presentations, assignments, etc.) variability (used different instructional, methods, enthusiasm (teachers were involved): Indirectness (questioning rather than lecturing, use of student ideas): Task orientation, businesslike behaviour (there is a purpose to activities and assignments): student opportunity to learn material: teachers use of structuring comments multiple levels of cognitive. Maslow’s (1979) reported that the characteristics of maladjusted teachers, which deserve most attention, are the ones that prevent children from meeting their basic needs.

Trendall (1989) found many teachers under physical and menial strain, and reported that most frequent sources of stress were viz. lack of time, large classes, teaching workload and pupil misbehavior; but the existing relationship between teacher stress and teacher effectiveness was not a simple one according to him. Some of the major causes of dissatisfaction, low morale, inefficiency in the teaching profession which are identified.

Teacher’s Expectations

Importance of teacher’s expectations, attitudes and feelings about children has been demonstrated dramatically in a series of studies by Robert Rosenthal, Social Psychologist (Rosenthal and Jacobson, 1968). He has shown that the teacher’s expectations determine to a considerable extent how much pupils, or for that matter almost any animal, will learn. His studies have demonstrated, for example, that if experimental psychologists are told that the rates in their study are especially bred for intelligence, those rats will learn the mazes more quickly than the “control” rats, even though no such special breeding was carried out. In other words, Rosentbal has shown that when experimenters expect their rats to do well, those rats outperform their rivals. If the experimenters expect a good performance, they encourage the rats, handle them more carefully, pat them frequently, root for them in short, and treat them with concern and great care because they are expected to do well. If that is so for rats, what about pupils?

Transmission of Expectancy Messages

Since teacher expectations are not for the most part conscious intentions, how are the messages conveyed? So far it seems as if the nonverbal communication channels are a main mode of transmission pointed out the importance of nonverbal behavior (Rosenthal, 1970). The work on teacher expectations clearly indicates that people can’t really hide their true attitudes. Perhaps highly skilled actors, after disciplined practice can, successfully mask their real feelings, but most teachers, like everyone else, cannot do so: most students can read their teachers almost like a book. Yet “most teachers believed that their students would not know at all about the existence (and identity) of their pets and favorites”. Tone of voice, facial expression, body stance, eye contact and similar aspects of body language act as channels, sounding clear messages about our real expectations. From research findings we know, that our expectations represent a self-fulfilling prophecy, and second, that our ody language sends the message, either in a positive or negative mode. Thus, the findings help us understand how the process works.
2.2 THEORETICAL FRAMEWORK

This study is anchored on the effectiveness of classroom teacher’s pedagogical and behavioural competence on the   teaching-learning process. The essential elements of some of the theories that throw light on this problem are appraised below:

Social Constructivist Theory.

This theory is generally attributed to Jean Piaget, who articulated mechanisms by which knowledge is internalized by learners. He suggested that through processes of accommodation and assimilation, individuals construct new knowledge from their experiences. When individuals assimilate, they incorporate the new experience into an already existing framework without changing that framework. This may occur when individuals' experiences are aligned with their internal representations of the world, but may also occur as a failure to change a faulty understanding; for example, they may not notice events, may misunderstand input from others, or may decide that an event is a fluke and is therefore unimportant as information about the world.

In contrast, when individuals' experiences contradict their internal representations, they may change their perceptions of the experiences to fit their internal representations. According to the theory, accommodation is the process of reframing one's mental representation of the external world to fit new experiences. Accommodation can be understood as the mechanism by which failure leads to learning: when we act on the expectation that the world operates in one way and it violates our expectations, we often fail, but by accommodating this new experience and reframing our model of the way the world works, we learn from the experience of failure, or others' failure.

It is important to note that social constructivism is not a particular pedagogy. In fact, social constructivism is a theory describing how learning happens, regardless of whether learners are using their experiences to understand a lecture or following the instructions given to them. In both cases, the theory of social constructivism suggests that learners construct knowledge out of their experiences through interaction with the components of the home, school and classroom environments via their five senses.

However, social constructivism is often associated with pedagogic approaches and factors that promote active learning in school or classroom. Accordingly, the learner is seen in the theory as a unique individual with unique needs and backgrounds and as such he/she is considered as an integral part of the learning process (Wertsch 1997). According to the theory, the teacher's role is a facilitative one as they only need to help the learners to understand the content or subject matter of the lessons themselves. Hence, the class is most times more of a discursive one as learning activities are learner-oriented. The learners are meant to participate fully and actively in activities directed at harnessing knowledge (Bauersfeld, 1995). Therefore, the learners must be appropriately motivated to learn via proper interaction with their environment - the home, school and classroom.

In summary, learning is viewed by social constructivists as an active process, where learners should learn to discover principles, concepts and facts for themselves, hence the importance of encouraging guesswork and intuitive thinking in learners (Ackerman 1996). Consequently, individuals make meanings through the interactions with each other and with the environment they live in. Knowledge is thus a product of humans and is socially and culturally constructed (Ernest 1991; Prawat and Floden 1994). Therefore, in line with the submission of the theory, learning is a social process, which neither takes place only inside our minds, nor a passive development of our behaviour but shapes us by meaningful external forces, such as engagement in social activities and interaction with our environment (home, school, and classroom), which is constituted of both available human and material resources.

Learning Styles

Knowledge of learning styles, or ways students prefer to grasp and process information was used to plan and scaffold students’ work in the constructivist setting. Kolb’s cognitive learning style model (Kolb, 1984, Kolb & Kolb, 2005) was selected for use in this study because of its roots in experiential learning, which is closely tied to constructivism.

Based on the work of John Dewey, Kurt Lewin, Jean Piaget, and Paulo Freire, interaction between the learner and the environment is central to experiential learning, as learners examine and test ideas and then integrate these ideas as part of the learning process.

Viewing learning as a process and not a product, developing inquiry skills, acquiring knowledge as opposed to memorizing, and applying knowledge and skills in the context of relevant settings reflects experiential learning. Experiential learning also holds that transformation takes place as ideas are formed and reformed as a result of experiences, feedback, and reflection. 

These constructs are central to transformed practice and part of situated learning in sociocultural settings, in which students also critically examine, extend, and apply information in old and new settings as well as use information to innovate in new contexts (Cope & Kalantzis, 2000). A learning style model associated with Kolb’s theory points out that learners’ cycle through four stages in the learning process: concrete experience, reflective observation, abstract conceptualization, and active experimentation. Creating conditions in which students interact with experience leads to experiential learning and construction of knowledge.

Medley’s Model of Teacher Effectiveness

Another relevant theory that strengthens the importance of this study is Medley’s Model of Teacher Effectiveness. It was proposed by Medley, (1982). The model identified nine factors that form the structure of teacher effectiveness. The factors are outlined thus: 

Pre-existing teacher characteristics: is the knowledge, abilities and beliefs that the teacher is expected to possess on entering into professional training.  These characteristics are stable personality traits (like general intelligence or interest in children) that are believed to be relevant to successful teacher performance but that a teacher education programme cannot and should not try to develop in students who do not already possess them (Medley, 1982).

Teacher Competence: refers to the knowledge, abilities, and beliefs a teacher possesses and brings to the teaching situation. These attributes constitute a stable characteristic of the teacher that does not change appreciably when the teacher moves from one situation to another (Medley, 1982).

Teacher Performance: refers to the behaviour of a teacher while teaching a class (both inside and outside the classroom). It is defined in terms of what the teacher does (Medley, 1982).

Pupils’ learning experiences: this refers to the behaviour of pupils while teaching is going on. This factor is not a teacher characteristic, but it has a great deal do with how effective the teacher is, since the amount a pupil learns depends on what the pupil does (what experiences he or she has). Any effect the teacher has on pupil learning must result from some effect the teacher has on the pupil‟s learning experiences (Medley, 1982).

Pupil learning outcome:  is a direct result of pupils’ learning experiences. Learning is, after all, something that pupils do, which a teacher facilitates by providing opportunities. When a teacher “teaches,” what he or she really does is to try to provide certain learning experiences or opportunities for the pupils who are expected to develop the desired learning outcomes (Medley, 1982).

Teacher training: reflects the efforts of teacher educators or others to help a teacher to grow in competence - that is, to add additional competencies to his or her repertoire. The set of competencies a teacher has at the end of pre-service preparation is a mixture of pre-existing teacher characteristics and knowledge, abilities, and beliefs acquired during training (Medley, 1982).

The External teaching context: is the set of characteristics of the school in which the teachers works. The external context interacts with the competencies the teacher possesses to determine how well that teacher performs in that particular situation. The physical and support facilities in the school, the media and materials available to the teacher, and the relationship between the school and community are variables that belong in this cell (Medley, 1982).

The Internal teaching context:  is the set of characteristics of the class taught by the teacher as a group. The internal context interacts with teacher performance in determining the learning experience pupils have in that classroom. Such variable as the class size, the average ability, heterogeneity, the ethnic composition and socio-metric properties (profiles) belong in this cell influenced by the teacher’s performance and the internal teaching context. Finally, pupil learning outcomes are a result of pupil learning experiences and individual pupil characteristics. Therefore, when discussing pupil outcomes it is necessary to take into consideration all of the components that affect pupil performance (Medley, 1982).

Individual pupil characteristics: are the characteristics of individual pupils that determine what learning outcomes result from any particular learning experience that a pupil might have. Two pupils will be affected differently by identical learning experiences because they differ in ability, interests, values, background and so on (Medley, 1982).

In summary, the model indicates that the quality of the teacher depends not only on the quality of training but also on the teacher’s background or the teacher’s pre-existing characteristics. The pupil’s learning experience is influenced by the teacher’s performance and the internal teaching context. Finally, pupil learning outcomes are a result of pupil learning experiences and individual pupil characteristics. Therefore, when discussing pupil outcomes it is necessary to take into consideration all of the components that affect pupil performance.

2.3 EMPIRICAL REVIEW

Lucenario, Yangco, Punzalan and Espinosa [2016] investigated the effectiveness of Pedagogical Content Knowledge-Guided Lesson Study (PCKLS) as an intervention to develop PCK competencies among teachers and consequently enhance students’ achievement in terms of conceptual understanding and problem-solving skills in Chemistry in the Philippines. Using quasi-experimental design, teacher competencies, and students’ achievement in the PCKLS group and the conventional group were compared. Analyses of data showed that there was a significant difference in the science teacher competencies of the PCKLS group teacher respondents compared to those of the conventional group. Also, student respondents showed a significant increase in mean scores in terms of conceptual understanding and problem-solving skills. Therefore, it was concluded that PCKLS was an effective method to develop the teachers’ PCK competencies and student achievement in terms of conceptual understanding and problem-solving. The study recommends that this intervention be used across chemistry topics and in other science classes such as Biology, Earth and Environmental Science, Physics, and Mathematics.

Mthethwa-Kunene, Onwub and Villiers [2015] explored the pedagogical content knowledge (PCK) and development of experienced biology teachers in the context of teaching school Biology in Swaziland. A qualitative research approach was used for the study, data sources of teacher knowledge base included teacher constructed concept maps, pre- lesson, and post-lesson teacher interviews, video- recorded Biology lessons, post-lesson teacher questionnaire. The results showed that the teachers‟ individual PCK profiles consisted predominantly of declarative and procedural content knowledge in teaching basic genetics concepts. Conditional knowledge, which is a type of meta-knowledge for blending declarative and procedural knowledge, was also demonstrated by some teachers. Further, the teachers used topic-specific instructional strategies such as context-based teaching, illustrations, peer teaching, and analogies in diverse forms but failed to use physical models and individual or group student experimental activities to assist students‟ internalization of the concepts. The researchers recommend that teaching should be accompanied by the use of necessary instructional materials. 

Maryani and Martanigsih [2015] examined the correlation between teacher’s pedagogical content knowledge and student’s motivation in a primary school in Yogyakarta, Indonesia. Various learning problems occur due to the teachers’ inability in managing the learning process. Teacher’s learning skill is influenced by their understanding in the curriculum components which are including pedagogical knowledge and content knowledge. Teacher samples were taken by purposive sampling technique, whereas the student samples were taken by random sampling technique. The data of students’ motivation were collected through a questionnaire, whereas data of PCK obtained from the results of teachers’ competency tests in the last 2013. Data were analyzed using the Pearson correlation technique. The results showed there is a relationship between the teacher’s pedagogical content knowledge with students’ motivation in learning.

Hashim, Saili and Noh [2015] examined the relationship between teachers (PCK) and the student achievement of al-Quran tajweed in Special Class on Reading and Memorizing Al-Quran Skill (KKQ) at Wilayah Persekutuan Kuala Lumpur Malaysia. This research is quantitative research in the form of a survey method. The study was implemented by involving a group of the respondent which consist of 134 students in (KKQ). The data of the respondents was collected using a survey questionnaire verified by a panel of experts. The level of alpha Cronbach reliability for the overall division of the survey was high (0.7). The quantitative data for the survey was analyzed in an inferential manner by using Statistical Package For Social Science (SPSS) version 20 to get the relationship between the variables involved. The results of the study show, there was a lower significant relationship between the teachers' PCK and the student achievement of tajweed al-Quran in KKQ. Therefore, the KKQ teachers must know this knowledge because it is one of the factors that will determine the effective learning besides it will affect the students’ achievement in tajweed al-Quran subject in KKQ.

Olfos, Goldrine and Estrella [2014] conducted an exploratory study about the relationship between teachers’ knowledge and fourth-grade students' understanding, in the case of fractions in Chile. The researcher studied the content  knowledge (CK) and the pedagogical content knowledge (PCK) of 53 teachers and quantified their teaching  experience, their mathematical preparation, and the socioeconomic and academic background of the schools where the study was conducted in Chile. Using A non-experimental, ex post facto research design a test was given at the beginning and one at the end of the school year to 1.532 students, identifying the gains and achievements of each group in the teachers’ classrooms. The constructivist-oriented subcomponent of the teachers’ CK showed a significant association with student learning, although it is less significant than the association with the teacher’s experience. Socioeconomic factors were strongly associated with student achievement, confirming the strong divisions that characterize the Chilean education system. The study recommended that teachers should prepare adequately for their lessons before entering the class.

Tsafe [2013] investigated teacher pedagogical knowledge in mathematics: a tool for addressing learning problems in Sokoto State, Nigeria. The study attempt to give a pedagogical role a classroom teacher is supposed to play in disseminating and imparting mathematical knowledge. To achieve this, the paper focuses on the concept of teacher pedagogy, pedagogical knowledge, and pedagogical content knowledge (PCK), and mathematical pedagogical knowledge. The researcher found out that most pre- service mathematics teachers in Sokoto State lack adequate pedagogical and content knowledge of most mathematics topics. Problems encountered by teachers as a consequence of mathematical pedagogy have been closely looked at, and possible solutions offered. Tsafe recommended that mathematics laboratories should be well equipped with teaching apparatus so that teachers can use their pedagogical skills in the process of imparting the knowledge.

Lange, Kleickmann and Möller [2012] explored whether elementary science teachers’ pedagogical content knowledge (PCK) in the content area “states of matter and changes of state” contributes to gains in elementary students’ understanding of related concepts in Germany. The cross-sectional study had a quasi-experimental design comprising 1,326 fourth- graders. The paper reports on value-added study with a sample of 60 fourth-grade classrooms and their science teachers. Teachers’ PCK and student achievement concerning the mentioned scientific topic were directly assessed with tests. Multilevel regression analyses were conducted to analyze the significance of teachers’ PCK for students’ progress in elementary science classrooms. Results  showed that teachers’ PCK was significantly related to student achievement in elementary science after controlling for key student- and teacher-level covariates. The study concluded that it might be possible to improve students’ learning gains in science by improving teachers' PCK.

Lankford [2010] examined the pedagogical content knowledge and practice of experienced secondary school biology teacher in Missouri USA. The purpose of the study was twofold: first, to make explicit the pedagogical content knowledge (PCK) for teaching diffusion and osmosis held by experienced biology teachers and, second, to reveal how topic-specific PCK informs teacher practice. The study was conducted in Missouri USA. Data sources included observations of two consecutive lessons, three semi- structured interviews, lesson plans, and student hand- outs. Data analysis indicated five of the six teachers held a constructivist orientation to science teaching and engaged students in explorations of diffusion and osmosis before introducing the concepts to students. Three potential learning difficulties identified by the teachers included: (a) understanding vocabulary terms, (b) predicting the direction of osmosis, and (c) identifying random molecular motion as the driving force for diffusion and osmosis. Participants used student predictions as formative assessments to reveal misconceptions before instruction and evaluate conceptual understanding during instruction. The study recommended that teachers should go for more training and workshop from time to time to expose them to current trends in the teaching and learning process.

Penso [2010] examines the pedagogical content knowledge of student teachers of Biology during their teaching practice in school in Haifa Israel. The research focuses on the assessment of the teachers’ ability to identify their students’ learning difficulties and characterize their presumed sources. Diaries, kept by 40 student teachers in the course of the two stages of their teaching practice, provided the data for a qualitative and quantitative analysis of the findings. A difference between the two stages was found  only with regard to the identification of difficulties: the student teachers identified learning difficulties in most of the lessons they observed, but only in half of the lessons they taught. Their characterization of the sources of the pupils’ difficulties and their recurrence were similar during both stages. The sources of the difficulties were defined according to four categories: the learner’s cognitive and affective characteristics, the type of content, the teacher’s methods, and factors inherent in the lesson. The characteristics of the pupil were considered the most frequent source of the difficulties. The study recommends the need to increase the teacher educators’ awareness of the important role of didactic processes, aimed at exposing the student teachers to their pupils’ learning difficulties and help them deal with them effectively.

Turnuklu and Yesildere [2007] examined the pre-service primary mathematics teachers’ competency of pedagogical content knowledge in mathematics in Turkey. The study adopted a survey research design. The data were collected using four open-ended problems from the participation of 45 primary mathematics teacher candidates. Teacher candidates’ responses were analyzed based on pre-determined criteria. According to findings, it was found that having a deep understanding of mathematical knowledge was necessary but not sufficient to teach mathematics. This finding pointed out the connection between knowledge of mathematics and knowledge of mathematics teaching. It was suggested that primary mathematics teacher candidates should be educated both from “mathematics knowledge” and “pedagogical content knowledge” aspects.

Kaohsiung [2004] studied the effects of improving teachers’ pedagogical content knowledge of practice: concept-map implementation in the mathematical teacher professional development in Pamplona Spain. It is believed that this method is effective in assisting teachers during lesson content and activity design and reflection of teaching practice. This research found that the concept-map learning method was effective in different experience levels of teachers range from master-level to student teachers. The effectiveness of this method was found in assisting teachers when communicating teaching ideas during professional development discussion groups, this method also greatly aided in strengthening their knowledge of teaching practice. This study recommended that Pedagogical Content Knowledge should be taught during teacher training.

CHAPTER THREE

RESEARCH METHODOLOGY

3.1 INTRODUCTION

In this chapter, we described the research procedure for this study. A research methodology is a research process adopted or employed to systematically and scientifically present the results of a study to the research audience viz. a vis, the study beneficiaries.

3.2
RESEARCH DESIGN

Research designs are perceived to be an overall strategy adopted by the researcher whereby different components of the study are integrated in a logical manner to effectively address a research problem. In this study, the researcher employed the survey research design. This is due to the nature of the study whereby the opinion and views of people are sampled. According to Singleton & Straits, (2009), Survey research can use quantitative research strategies (e.g., using questionnaires with numerically rated items), qualitative research strategies (e.g., using open-ended questions), or both strategies (i.e. mixed methods). As it is often used to describe and explore human behaviour, surveys are therefore frequently used in social and psychological research.
3.3 POPULATION SAMPLING SIZE

The population for the study will consist of executives and their subordinates in the organization which is charged with the application of management by objectives to attain organizational goals in the organization.

This study was carried out to examine the effectiveness of classroom teacher’s pedagogical and behavioural competence on the teaching-learning process using selected primary schools in Lagos State Education District V as a case study. Hence, the population of this study covers teachers and students in the ten(10) selected primary schools in  Lagos State Education District V.
3.4
SAMPLE SIZE DETERMINATION

A study sample is simply a systematic selected part of a population that infers its result on the population. In essence, it is that part of a whole that represents the whole and its members share characteristics in like similitude (Udoyen, 2019). In this study, the researcher adopted the random sampling method to determine the sample size. 
3.5
SAMPLE SIZE SELECTION TECHNIQUE AND PROCEDURE

According to Nwana (2005), sampling techniques are procedures adopted to systematically select the chosen sample in a specified away under controls. This research work adopted the random sampling technique in selecting the respondents from the total population.   
In this study, the researcher adopted the random sampling method to determine the sample size. Out of the entire teachers and students in the ten(10) selected primary schools in  Lagos State Education District V, the researcher randomly selected 100 teachers (45 males and 55 females), and 150 students (70 males and 80 females), making a sum of 250 participants as sample size for this study. According to Torty (2021), a random sample is the terminology used to describe a sample in which elements have been selected from the target population randomly by the researcher.
3.6 
RESEARCH INSTRUMENT AND ADMINISTRATION

The research instrument used in this study is the questionnaire. A survey containing series of questions were administered to the enrolled participants. The questionnaire was divided into two sections, the first section enquired about the responses demographic or personal data while the second sections were in line with the study objectives, aimed at providing answers to the research questions. Participants were required to respond by placing a tick at the appropriate column. The questionnaire was personally administered by the researcher.
3.7
METHOD OF DATA COLLECTION

Two methods of data collection which are primary source and secondary source were used to collect data. The primary sources was the use of questionnaires, while the secondary sources include textbooks, internet, journals, published and unpublished articles and government publications.
3.8
METHOD OF DATA ANALYSIS

The responses were analyzed using the frequency tables, which provided answers to the research questions.
The hypotheses were tested using T-test, Pearson’s Product Moment Correlation Coefficient and One- way Analysis of Variance (ANOVA)., SPSS v23.

3.9
VALIDITY OF THE STUDY

Validity referred here is the degree or extent to which an instrument actually measures what is intended to measure. An instrument is valid to the extent that is tailored to achieve the research objectives. The researcher constructed the questionnaire for the study and submitted to the project supervisor who used his intellectual knowledge to critically, analytically and logically examine the instruments relevance of the contents and statements and then made the instrument valid for the study.
3.10
RELIABILITY OF THE STUDY

The reliability of the research instrument was determined. The Pearson Correlation Coefficient was used to determine the reliability of the instrument. A co-efficient value of 0.68 indicated that the research instrument was relatively reliable. According to (Taber, 2017) the range of a reasonable reliability is between 0.67 and 0.87.
3.11
ETHICAL CONSIDERATION

he study was approved by the Project Committee of the Department.  Informed consent was obtained from all study participants before they were enrolled in the study. Permission was sought from the relevant authorities to carry out the study. Date to visit the place of study for questionnaire distribution was put in place in advance.

CHAPTER FOUR

DATA PRESENTATION AND ANALYSIS

INTRODUCTION

This chapter presents the analysis of data derived through the questionnaire and key informant interview administered on the respondents in the study area. The analysis and interpretation were derived from the findings of the study. The data analysis depicts the simple frequency and percentage of the respondents as well as interpretation of the information gathered. A total of two hundred and fifty(250) questionnaires were administered to respondents which all were returned and validated. For this study a total of  250 was validated for the analysis.

4.2
DATA PRESENTATION

The table below shows the summary of the survey. A sample of 250 was calculated for this study. A total of 250 responses were received and validated. For this study a total of 250 was used for the analysis.

Table 4.1: Distribution of Questionnaire

	Questionnaire 
	Frequency
	Percentage 

	Sample size
	250
	100

	Received  
	250
	100

	Validated
	250
	100


Source: Field Survey, 2021

Table 4.2: Demographic data of respondents

	Demographic information
	Frequency
	percent

	Gender
Male
	
	

	
	115
	46%

	Female
	135
	54%

	Age
	
	

	Below 12 year
	115
	46%

	12-20
	35
	14%

	21-30
	34
	13.6%

	31-40
	53
	21.2%

	41-50
	13
	5.2%

	51+
	00
	00%

	Education(Teacher)
	
	

	HND/BSC
	77
	77%

	MASTERS
	23
	23%

	PHD
	00
	23%

	Marital Status(Teachers)
	
	

	Single
	26
	26%

	Married
	44
	44%

	Separated
	00
	00%

	Divorced
	16
	16%

	Widowed
	14
	14%

	Experience Duration(Teachers)
	
	

	1-3 Years
	35
	35%

	4-6 Years
	43
	43%

	7 years and above
	28
	28%


Source: Field Survey, 2022
4.2
ANSWERING RESEARCH QUESTIONS
Question 1: Is there any relationship between teachers’ pedagogical competences and teaching effectiveness? 
Table 4.3: Respondent on question 2

	Options
	Frequency
	Percentage

	Yes
	128
	51.2

	No
	31
	12.4

	Undecided
	91
	36.4

	Total
	250
	100


Source: Field Survey, 2022
From the responses obtained as expressed in the table above, 128 respondents constituting 51.2% said yes. 31 respondents constituting 12.4% said no. While the remaining 91 respondents constituting 36.4% were undecided.
Question 2: Is there any relationship between teachers’ behavioural competence and pupils’ academic performance?
Table 4.4: Respondent on question 2

	Options
	Frequency
	Percentage

	Yes
	158
	63.2

	No
	31
	12.4

	Undecided
	61
	24.4

	Total
	250
	100


Source: Field Survey, 2022
From the responses obtained as expressed in the table above, 158 respondents constituting 63.2% said yes. 31 respondents constituting 12.4% said no. While the remaining 61 respondents constituting 24.4% were undecided.

Question 3: Is there any difference among the academic performance of pupils taught by teachers displaying ineffective, moderately effective and highly effective pedagogical competence significant? 
Table 4.5: Respondent on question 3

	Options
	Frequency
	Percentage

	Yes
	138
	55.1

	No
	57
	22.9

	Undecided
	55
	22

	Total
	250
	100


Source: Field Survey, 2022
From the responses obtained as expressed in the table above, 138 respondents constituting 55.1% said yes. 57 respondents constituting 22.9% said no. While the remaining 55 respondents constituting 22% were undecided.

Question 4: Is there any significant gender difference in teaching activities? 
Table 4.6: Respondent on question 4

	Options
	Frequency
	Percentage

	Yes
	130
	52

	No
	39
	15.6

	Undecided
	81
	32.4

	Total
	250
	100


Source: Field Survey, 2022
From the responses obtained as expressed in the table above, 130 respondents constituting 52% said yes. 39 respondents constituting 15.6% said no. While the remaining 88 respondents constituting 32.4% were undecided.

TEST OF HYPOTHESES

There is no significant relationship between pedagogical competence and teaching effectiveness.

There is no significant relationship between teachers’ behavioural competence and pupils’ academic performance.

There is no significant difference among the academic performance of pupils taught by teachers displaying ineffective, moderately effective and highly effective pedagogical competence.
There is no significant gender difference in teaching activities.
Level of significance: 0.05

Decision Rule: 

In taking decision for “r”, the following riles shall be observed;

If the value of “r” tabulated is greater than “r” calculated, accept the alternative hypothesis (H1) and reject the null hypothesis (H0).

If the “r” calculated is greater than the “r” tabulated, accept the null hypothesis (H0) while the alternative hypothesis is rejected.

Hypothesis One

There is no significant relationship between pedagogical competence and teaching effectiveness.

Table 4.7: Pearson Correlation Table showing the relationship between pedagogical competence(PC) and teaching effectiveness(TE).
	
	PC
	TE

	PC
	Pearson Correlation
	1
	.821**

	
	Sig. (2-tailed)
	
	.000

	
	N
	250
	250

	TE
	Pearson Correlation
	.821**
	1

	
	Sig. (2-tailed)
	.000
	

	
	N 
	250
	250


Source: Survey data, 2022 

**. Correlation is significant at the 0.05 level (2-tailed)

The Pearson Correlation result in Table 4.7 above, contains the degree of association between PC and TE. From the result, the Pearson correlation coefficient, r, value of 0.821 was positive and statistically significant at (p< 0.000). This indicates that there is a significant relationship between pedagogical competence(PC) and teaching effectiveness(TE).

Thus, PC and TE are correlated positively. 

Hypothesis Two

There is no significant relationship between teachers’ behavioural competence and pupils’ academic performance.

Table 4.8: Pearson Correlation Table showing the relationship between teachers’ behavioural competence(TBC) and pupils’ academic performance(PAP)
	
	TBC
	PAP

	TBC
	Pearson Correlation
	1
	.799**

	
	Sig. (2-tailed)
	
	.000

	
	N
	250
	250

	PAP
	Pearson Correlation
	.799**
	1

	
	Sig. (2-tailed)
	.000
	

	
	N 
	250
	250


Source: Survey data, 2022 

**. Correlation is significant at the 0.05 level (2-tailed)

The Pearson Correlation result in Table 4.8 above, contains the degree of association between TBC and PAP. From the result, the Pearson correlation coefficient, r, value of 0.799 was positive and statistically significant at (p< 0.000). This indicates that there is a significant relationship between teachers’ behavioural competence and pupils’ academic performance.

Thus, TBC and PAP are correlated positively. 

Hypothesis Three
Table 4:9. There is no significant difference among the academic performance of pupils taught by teachers displaying ineffective, moderately effective and highly effective pedagogical competence.
	Model 3
	R = .809a
	R2 = .917
	Adj.R2 = .652
	Std. Error estimation

= 3.873
	Durbin-Watson

= 1.790

	Regression Residual Total
	Sum of

Square
	Df
	Mean Square
	F
	Sig.

	
	4195.645

2219.689

6415.333
	1

249
250
	4195.645

14.998
	279.749
	.000b

	Constant

ineffective, moderately effective and highly effective pedagogical competence
	Unstandardized Coefficients
	Standardized Coefficients
	T
	Sig.

	
	B
	Std. Error
	Beta
	
	

	
	-6.981

.768
	2.641

.014
	.809
	-2.644

16.726
	.009

.000


Source: Author’s Data Analysis, 2022
The table above shows that there is a significant difference among the academic performance of pupils taught by teachers displaying ineffective, moderately effective and highly effective pedagogical competence at (β = 0.768, R2 = 0.917, P = .000). Thus, the P value of 0.000 is less than significant level of 0.05. The result shows that there is a significant difference among the academic performance of pupils taught by teachers displaying ineffective, moderately effective and highly effective pedagogical competence. Therefore H03 is rejected.
Hypotheses Four

There is no significant gender difference in teaching activities.
Table 4.10: Gender difference in teaching activities
T-Test

	Group Statistics

	
	Gender
	N
	Mean
	Std. Deviation
	Std. Error Mean

	teaching activities
	= Male
	115
	208.4000
	46.49821
	9.29964

	
	   Female
	135
	236.2800
	40.35838
	4.66018


	Independent Samples Test

	
	Levene's Test for Equality of Variances
	t-test for Equality of Means

	
	F
	Sig.
	t
	df
	Sig. (2-tailed)
	Mean Difference
	Std. Error Difference
	95% Confidence Interval of the Difference

	
	
	
	
	
	
	
	
	Lower
	Upper

	teaching activities
	Equal variances assumed
	.555
	.458
	-2.878
	75
	.005
	-27.88000
	9.68683
	-47.10319
	-8.65681

	
	Equal variances not assumed
	
	
	-2.680
	36.814
	.011
	-27.88000
	10.40195
	-48.95996
	-6.80004


From the first table above (Group statistics), we can observe that 115 students were male, while 135 students were female. The mean showed that there is a mean difference of 27.88 between male and female teachers teaching activities. This difference was further explained by the standard deviation of 6 between the two groups.
The rule states that if the Sig (2-Tailed) value is greater than .05, conclude that there is no statistically significant difference between the two conditions, while If the Sig (2-Tailed) value is less than or equal to .05, conclude that there is a statistically significant difference between the two conditions.

The results shows that  Sig (2-Tailed) value (.011 and .005) is less than .05. hence we conclude that there is a statistically significant gender difference in teaching activities.
CHAPTER FIVE

SUMMARY, CONCLUSIONS AND RECOMMENDATIONS:

5.1 Introduction

This chapter summarizes the findings on the effectiveness of classroom teacher’s pedagogical and behavioural competence on the teaching-learning process using selected primary schools in Lagos State Education District V as a case study. The chapter consists of summary of the study, conclusions, and recommendations. 
5.2 Summary of the Study

In this study, our focus was on the effectiveness of classroom teacher’s pedagogical and behavioural competence on the teaching-learning process using selected primary schools in Lagos State Education District V as a case study. The study is was specifically carried out to examine the relationship between teacher’s pedagogical competence and teaching effectiveness, examine the relationship between teachers’ behavioural competence and pupils’ academic performance, determine the difference among the academic performance of pupils taught by teachers displaying ineffective, moderately effective and highly effective pedagogical competence, and determine the gender difference in teaching activities.
The study adopted the survey research design and randomly enrolled participants in the study. A total of 250 responses were validated from the enrolled participants where all respondent were students and teachers  from ten selected primary schools in  Lagos State Education District V.
5.3 Conclusions

Based on the findings of this study, the researcher concluded that;

There is a significant relationship between pedagogical competence and teaching effectiveness.

There is a significant relationship between teachers’ behavioural competence and pupils’ academic performance.

There is a significant difference among the academic performance of pupils taught by teachers displaying ineffective, moderately effective and highly effective pedagogical competence.

There is a significant gender difference in teaching activities.

5.4 Recommendations

Based on the findings of the study, the following recommendations are proffered.
To improve teachers’ utilization and improvisation of instructional resources, the study recommends  that  head  teachers  should  monitor  and  ensure  teachers  use  variety  of teaching aids in teaching since most schools were found to have the resources.

To improve teachers’ pedagogical approaches in teaching methods, in-service training is required. This will be facilitated through the ministry of education, schools and teachers themselves.

In addition, the study suggests that there is need for constant supervision of teaching by quality  assurance and  standards  officers  to ensure  effective  utilization of  the  various teaching skills in the classrooms.
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APPENDIXE

QUESTIONNAIRE

PLEASE TICK [√] YOUR MOST PREFERRED CHOICE(S) ON A QUESTION.

SECTION A

PERSONAL INFORMATION

Gender

Male [  ]


Female [  ]

Age 

Below 12 year
[  ]
12-20


[  ]
21-30


[  ]
31-40


[  ]
41-50


[  ]
51+


[  ]
Educational level(For Teachers)
HND/BSC
[  ]
MASTERS
[  ]
PHD


[  ]
Others……………………………………………….. (please indicate)

Marital Status(For Teachers)
Single

[  ]

Married 
[  ]

Separated 
[  ]

Divorced
[  ]
Widowed
[  ]
Experience Duration(For Teachers)
1-3 Years

[  ]
4-6 Years

[  ]
7 years and above
[  ]
SECTION B

Please indicate the extent to which you are satisfied with the following items by ticking in any of the boxes presented Below;
Question 1: Is there any relationship between teachers’ pedagogical competences and teaching effectiveness? 

	Options
	Please Tick

	Yes
	

	No
	

	Undecided
	


Question 2: Is there any relationship between teachers’ behavioural competence and pupils’ academic performance?

	Options
	Please Tick

	Yes
	

	No
	

	Undecided
	


Question 3: Is there any difference among the academic performance of pupils taught by teachers displaying ineffective, moderately effective and highly effective pedagogical competence significant? 

	Options
	Please Tick

	Yes
	

	No
	

	Undecided
	


Question 4: Is there any significant gender difference in teaching activities? 

	Options
	Please Tick

	Yes
	

	No
	

	Undecided
	


