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ABSTRACT 
 

Background: Excellent and effective teaching, first of all, gains the students' attention and convinces them 
of the importance of what is being taught and learned. It goes on to communicate not only information and 
concepts but to develop powers of analysis, synthesis, judgment, and evaluation, all in a context of considered 
values. When teaching has truly succeeded, students leave with an ability to learn, question, and commit on their 
own. To achieve that, the teachers need to be aware enough of the teaching goals which enhanced the selection 
of appropriate teaching strategy. The purpose: The aim of the present study was to examine the effect of 
teaching goals program on selecting instructional methods used by academic staff members teaching in nursing 
faculty. Methods: It is conducted at Faculty of Nursing-Mansoura University-Delta Region. All academic staff 
members (n=21) working at Nursing Faculty participated in this study. Two tools were used in this study, the 
first tool named instructional methods questionnaire sheet. The aim of this sheet was to identify the instructional 
methods used by each academic staff member teaching in nursing faculty. The second tool was multiple choice 
questions. It was aimed to measure the knowledge and attitude of academic staff members related to teaching 
goals. Results: The major findings of this study indicated that although there was statistical significant 
difference between the academic staff knowledge regarding teaching goals before and after the program, it is 
explored no statistical significant difference in their selection of instructional methods before, immediate post 
and after three months of the teaching goals program. Conclusion: this study concluded that the improvement in 
academic staff knowledge regarding teaching goals was not affect on their selection of appropriate instruction 
methods related to their courses teaching. It was  may be due to many factors out of researchers control such as 
resources. Recommendations: It is recommended that providing with resources such as increase the number of 
academic staff members to decrease the students number in each section and preparing classes with different 
and modern technology will give the chance to academic staff members to select the most appropriate 
instructional methods according to teaching goals. 
 
Key words: Teaching goals, Instructional methods, Academic staff, learner-centered approach, teacher-centered  
                    approach. 

   
Introduction 
 

Assessment of the teaching and learning process has one of the fundamental aspects of accreditation and 
determining institutional success (Nettles et al., 1997). In addition, spurred by the call for greater accountably in 
demonstrating the effectiveness of teaching, in higher education, a paradigmatic shift is occurring in which the 
focus is moving toward the process of learning and learning outcomes (Umbach and Wawrzynski, 2005). 
Instructional methods are ways that information is presented to students. Such methods fall into two categories: 
student- centered approaches and teacher-centered approaches. There is not one "best" approach to instruction. 
Some goals are better suited to teacher-centered approaches while others clearly need student-centered 
approaches (Shuell, 2001). Teacher-centered instruction has been criticized as ineffective and grounded in 
behaviorism; however, this is not the case if delivered effectively (Eggen and Kauchak, 2001). The learner-
centered paradigm departs from traditional teaching models by focusing on students more than teachers and 
learning more than teaching. Thus, classes are more egalitarian; they emphasize critical thinking, active 
learning, and real-world assignments (Wohlfarth et al., 2008). So, creating an environment that are learner-
centered and helping faculty to see their primary role as promoting student learning rather than solely 
disseminating information is one major result of this shift (Umbach and Wawrzynski, 2005). learner-centered 
approaches involve instruction where the teacher is a facilitator (or guide) as the learners construct their own 
understandings. There are a number of methods in this category include; know - what to know – learned, 
seminars and class discussion or class presentation, role play and simulation, cooperative learning groups, case 
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studies, discovery learning, problem based learning, graphic organizers, learning centers and journals (Donnelly 
& Fitzmaurice, 2005 and Yoder & Hochevar, 2005). 

Know - what to know – learned it is a strategy that is typically used to provide structure to the learning 
process to allow students to recall what they know about a topic, what they want to know about the topic and 
what is to be learned. This strategy allows students to become actively involved in their learning. Generally, a 
chart is created on the board, overhead or hand-out. Students fill in the Know column before they begin their 
study. The fill in the Want to Know column with all of the information that they want to learn about the topic. 
After the study, they complete the Learned column with their new knowledge (Umbach & Wawrzynski, 2005 
and Structural Strategies Online, 2012). Designed to encourage thinking skills, discussion allows learners to 
increase interpersonal skills. Discussions may occur in the classroom or online. One way to implement 
discussions with twenty-first century students is to use discussion boards. Previously referred to as "bulletin 
boards" or "message boards", these areas are places where a question can be posted by the teacher and students 
may post "threads" (comments to the question) asynchronously (at various times) (Sivinicki and McKeachie, 
2010). In addition, Discussions help students apply abstract ideas and think critically about what they learn. In 
fact, studies show that discussions build students’ problem-solving skills more effectively than do lectures. 
However, fostering productive discussions can be difficult for even the most experienced instructors. The 
articles in this section offer tips on preparing for discussions, asking questions that promote discussion, getting 
students to talk, and handling common problems that arise during discussions (University of Michigan, 2012). 

Role-play deals with solving problems through action. A problem is identified, acted out and discussed. The 
role-play process provides students with an opportunity to; 1) explore their feelings, 2) gain insight about their 
attitudes, and 3) increase problem solving skills. Simulations are used to put the student in a "real" situation 
without taking the risks. Simulations are meant to be as realistic as possible where students are able to 
experience consequences of their behavior and decisions. Simulations are commonly used in social studies and 
science but can be used in other curriculum areas. Computer simulations are quite common in today's virtual 
world. One example is "dissecting a frog" using the computer (Jarvis et al., 2002). Cooperative learning 
involves small heterogeneous student groups working together to solve a problem or complete a task. All 
students in the group must actively participate with each student maintaining some independence. The success 
of the group depends on the input of each individual. This teaching method promotes active participation, 
individual accountability, students' ability to work cooperatively and improvement of social skills (Mohamed, 
2009 and Morgan et al., 2000). Case studies involve groups of students working together to analyze a "case" 
that has been written on a particular situation or problem to find a solution. Case studies allow students to apply 
new knowledge and skills for solving complex issues. This method is not appropriate for use with elementary 
students. The case study is completed by discussion of the case, allowing learners to debate their conclusions 
(Schwartz et al., 2001 and Murphy, 2004). Discovery learning is an inquiry-based learning method in which 
learners use prior knowledge and experience to discover new information that they use to construct learning. 
This method is the most successful if the student has some prerequisite knowledge and the experience is 
structured (Kirschner et al., 2006). Problem-Based Learning & Inquiry involves teacher giving the student a 
problem where inquiry must be utilized to solve the problem. There are commonly four steps in this model: 1) 
student receives the problem, 2) student gathers data, 3) student organizes data and attempts an explanation to 
the problem, and 4) students analyze the strategies they used to solve the problem (Hartling et al., 2010 and 
Sivinicki & McKeachie, 2010). 

Graphic Organizers are found in the form of diagrams, maps and webs and illustrate information in a 
graphical format. Diagrams may be drawn by hand or designed on the computer with programs such as 
Inspiration. This strategy/tool can be used when brainstorming ideas, analyzing stories, analyzing characters, 
comparing and contrasting information, storyboarding (planning projects) prewriting during the writing process 
and breaking down concepts to show the relationships with parts (such a the parts of a cell). These graphical 
representations of information have been found to make information easier to learn and understand, especially 
complex information (Dye, 2000). Further, using visual learning strategies have been found to be effective with 
struggling learners (O'Bannon and Puckett, 2007). Learning Centers are self-contained areas where students 
work independently or with small groups (pairs or triads) to complete a task. Centers may take the form of 
chairs placed around a table for group discussion, display boards that present questions/problems/worksheets, or 
computer/computers where students perform hands-on activities or research on the web (O'Bannon and Puckett, 
2007). Journals are often used in classrooms to allow students to record reflections and ideas. Typically written 
in a notebook and recorded each day, the journal serves as a method of communication between the student and 
the teacher. A blog is short for web log and is simply an online journal or diary versus its more traditional 
"notebook" cousin. A new method for reflective writing, blogs can be used to share ideas and/or thoughts on 
various subjects. These reflections and ideas may be private or public. Blogs are considered great motivators for 
student writing and offer a novel way for students to engage in reflective writing and sharing information on 
classroom topics (Jeffries, 2005). Grounded in constructivism, teacher-centered approaches include instruction 
where the teacher's role is to present the information that is to be learned and to direct the learning process of 
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students. The teacher identifies the lesson objectives and takes the primary responsibility for guiding the 
instruction by explanation of the information and modeling. This is followed by student practice. Methods that 
fall into the teacher-centered approaches include demonstration, direct instruction, lecture and lecture-
discussions (Shuell, 2001). 

Demonstration involves the teacher showing students a process or procedure such a science process, a 
patient care procedure or a computer procedure. Involving students in demonstrations allow this method to be 
less passive. Direct instruction is used to help students learn concepts and skills. There are various models of 
direct instruction but all include similar steps: 1) Intro and review, 2) presentation of new information, 3) guided 
practice, and 4) independent practice. In addition, lecture is the most criticized of all teaching methods and the 
most commonly used because 1) planning time is limited, 2) lectures are flexible and can be applied to any 
content and 3) lectures are simple. The most critical fact about lecture is that it puts students in a passive role. In 
the end, lecture-discussion is a combination of lecture and teacher questioning of students (Hunt et al., 2003). 

The use of learner centered instruction has specifically been promoted in undergraduate education and 
undergraduate faculties are encouraged to employ learner-centered teaching methods (Einarson, 2001). Learner-
centered instruction is compatible with chickering  and Gamson’s (Chickering and Gamson, 1987) seven 
principles which state that good practice in undergraduate education: 1) encourages contact between student and 
faculty; 2) develops reciprocity  and cooperation among students; 3) encourages active learning; 4) gives prompt 
feedback; 5) emphasizes time on task; 6) communicates high expectations; and 7) respects diverse talents and 
ways of learning. While, teacher-centered instruction methods, such as extensive lecture, are often insufficient 
for achieving the goals of teaching professional values, or promoting critical thinking, or other positive students 
learning outcomes (Bligh, 2000 and Haynes, 1999). However, it remains the method of instruction most often 
used by undergraduate faculty to obtain the teaching goals (Bligh, 2000 and Braxton, 2008). 

Teaching goals describe what you plan to teach (usually broad, vague, multiple meanings to different 
students). These are generally easy to articulate and are more helpful for the teacher in selecting content than for 
the student in understanding what is expected of him/her. While, learning goals describe what exactly you hope 
your students will learn. The difference between the two is more than subtle. Learning goals are phrased in a 
way that explicitly informs students what is expected of them (desired results). Learning goals are phrased in 
active terms, and it should be possible to observe the results of achieving the goal. This then allows you to 
directly link your learning goals for students with your assessments of their learning (Pratt and Collins, 2001). 

Teachers must juggle many goals as they coordinate pedagogical actions with various kinds of knowledge, 
such as subject matter knowledge, pedagogical content knowledge, and knowledge of individual students. For 
experts, teaching is a problem-solving context in which they must come to understand the meaning of students’ 
ideas rather than just correct them (Lampert, 2002). This is especially true when teachers and students co-
construct the instructional agenda in a student-centered environment. In addition, Schoenfeld (2007) found that 
the goals and beliefs that teachers hold help frame the strategies that they implement and teachers’ knowledge, 
goals, and beliefs led them to implement action plans. Because of students learn in different ways and at 
different rates, Joyce, Weil and Calhoun (Joyce, 2005) mentioned that teachers must not only be knowledgeable 
about the content they teach, but must also know and be committed to making decisions that involve the use of a 
variety of instructional strategies and approaches appropriate to the diverse learning needs of students. Teaching 
goals are broad and include the development of higher-order thinking skills. It is, however, often times quite 
removed from the world of work. Stan Lester argues for a synthesis of education and training through a focus on 
the learner. What he learns should be not only applicable, but also subject to exploration, and therefore, to a 
multiplicity of differing applications (Lara, 2002). 

From this point of view, this study aimed to determine the effect of teaching goals program on selecting 
instructional methods used by academic staff members teaching in nursing faculty. 
 
Research hypotheses: 
 

1. There are differences in the knowledge of academic staff regarding teaching goals before and after the 
participation in an education training program. 

2. There are changes in the instructional methods used by academic staff members in nursing faculty after 
the participation in an educational training program about teaching goals. 

3. There are a relationship between teaching goals program and using of learner-centered teaching 
methods by nursing faculty academic staff members. 
 
Subjects And Methods: 

 
Setting: 
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The study was conducted at Faculty of Nursing-Mansoura University. The studying  in this faculty for 4 
years in addition to one year internship, with capacity about 400 nursing students in each year. Faculty of 
nursing accept students from different categories after; 1) secondary school, 2) technical health institute (nursing 
department only), and 3) technical nursing institute. Mansoura Nursing Faculty includes eight nursing 
departments which are: nursing administration, community health nursing, medical-surgical nursing, geriatric 
nursing, pediatric nursing, Critical nursing, psychiatric nursing and adult nursing.  
 
Subjects: 
 

A purposive sampling technique was used to select the study sample.  It was includes all academic staff 
members working and teaching in nursing faculty (n = 21) at Mansoura university in Egypt. They are teaching 
nursing courses in addition to some supporting courses as research methodology, nursing ethics…etc.  
 
Tools of the study: 
 

Two tools were used for data collection; the first tool was Instructional methods questionnaire sheet 
consists of two parts; the first part is recorded demographic data of academic staff member in each course. The 
second part was instructional methods questionnaire which developed by the researchers based on literature 
review (Richardson, 2009 and Young & Paterson 2006). It included two branches named; learner-centered 
instructional methods (10 methods) and teacher-centered instructional methods (4 methods). This tool aimed to 
identify the instructional methods used by each academic staff member teaching in nursing faculty. The 
academic staff members identify the instructional methods using in their teaching on a scale of: 1- never using 
the methods to 4- almost always using the methods.   

The second tool was Multiple Choice Questions. It based on teaching goals inventory developed by Angelo 
and Cross (Angelo and Cross 1993). Multiple Choice Questions included (53 questions) to measure the 
knowledge and attitude of academic staff members who are teaching in nursing faculty related to teaching goals. 
The first 52 questions from Multiple Choice Questions form the following six goal clusters: (1) Higher-order 
thinking skills (10 questions), (2) Basic academic success skills (9 questions), (3) Discipline specific knowledge 
and skills (4 questions), (4) Liberal arts and academic values (4 questions), (5) Work and career preparation (12 
questions), and (5) Personal development (16 questions). The 53rd question is open ended question ask 
respondents to indicate what is the primary role as a teaching staff member related to the six goal clusters 
previously mentioned and why?.  

The scoring system used one to the right answer and zero to the wrong one for the first 52 questions while 
the answer on the 53rd is used for discussion purpose to discuss the attitude of each academic staff related to 
teaching goals. 
 
Methods of data collection: 
 

1. A permission to conduct the study was obtained from the faculty of nursing dean and the vice dean of 
education and students affairs.  Academic staff members were asked about participating of the study and all 
them accepted to collaborate. 

2. Instructional methods questionnaire sheet and Multiple Choice Questions contents were developed and 
tested for its content validity through six expertise from three different universities. Double translation English-
Arabic-English was done separately to ensure validity of translation. 

3. Internal consistency reliability of the items and questions of two tools was assessed using coefficient 
alpha. It was 0.94 for Instructional Methods Questionnaire Sheet items while it was 0.98 for Multiple Choice 
Questions items. 

4. A pilot study was conducted by four academic staff members to examine its clarity and feasibility 
before using it. Accordingly, minor changes were made. Time needed to complete the study was eight months 
from November 2011 to June 2012.      

5. The researchers asking the academic staff members to complete the questionnaire regarding the 
instructional methods used by them before starting the teaching goals program. The responses are collected and 
calculated using mean and standard deviation for each selected method.  

6. Preparation for training program to improve the knowledge of academic staff members through number 
of learning workshops included all information about teaching goals and application exercise to insure from 
their understanding.  

7. A time schedule suitable for academic staff members was developed to conduct the program that 
included date, place, topic, time and duration of each session. Because the difficulty to meet all academic staff 
members in the same time, the researchers divided them into three groups related to their time and repeat the 
sessions for three times.  
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8. Implementation of the program: a) pre-test before the program started by using Multiple Choice 
Questions to assess the academic staff members knowledge regarding teaching goals. b) implementing the 
program in the faculty conference room by the researchers. The teaching course consumed one month only 
(Jauary, 2012). The teaching strategies used in the program were simulation, discussion, paper and pencils for 
application exercises and role-play. The teaching aids were flip charts and data show. c) post-test in the end of 
the program using the same Multiple Choice Questions to evaluate the change in the academic staff members 
regarding teaching goals.  

9. Reassessment of the instructional methods used by academic staff members using the same 
Instructional methods questionnaire sheet. This reassessment done directly after finishing the academic staff 
members training program. It was occurred at February 2012. In addition, it was repeated again after three 
months to follow up and distinguish the influence of teaching goals program on selecting the instructional 
methods used by academic staff members. It consumed one month at June 2012. 
 
Statistical analysis: 
 

The collected data were organized, tabulated and statistically analyzed using SPSS software statistical 
computer package version 13. For quantitative data, the range, mean and standard deviation were calculated. For 
qualitative data, comparison between two groups and more was done using Chi-square test (X2) and Friedman 
test. Correlation between variables was evaluated using Pearson’s correlation coefficient. Significance was 
adopted at p<0.05 for interpretation of results of tests of significance. 
 
Results: 

 
Table (1) indicates the mean scores of teaching goals among the studied nursing   academic staff members 

pre and post-program of teaching goals. In comparison, the scores of the six goals clusters at post program were 
higher than the scores of pre program, the means of personal development was the highest goal cluster 
(32.05±2.69) and the second highest mean was for the goal of Basic academic success skills (30.90±1.09). There 
was a statistically significant difference in the six goals clusters. Table (2) describes mean scores of instructional 
methods (Learner center methods) used by the studied nursing academic staff members pre-program, immediate 
and three months post-program of teaching goals. From the table, the highest scores (2.62±0.74, 3.38±1.16, 
3.48±1.08) for using the case study method at pre, immediate and 3 months post program and statistically 
significant (p= 0.0001). Table (3) illustrates mean scores of instructional methods (Teacher center methods) used 
by the studied nursing academic staff members pre-program, immediate and two months post-program of 
teaching goals. From the table, the highest scores (3.05±0.22, 3.43±0.77, 3.43±0.77) for using lectures method 
at  pre program , immediate and three months post-program of teaching goals and statistically significant (p= 
0.005). Table (4) shows correlation between teaching goals among the studied nursing academic staff members 
and selected learner center teaching methods pre- program, There were no significant correlation between 
different teaching goals of the studied nursing academic staff members and learner center teaching methods 
preprogram (P>0.05). Table (5) describes correlation between teaching goals among the studied nursing 
academic staff members and selected learner center teaching methods post- program. There were no significant 
correlation between different teaching goals of the studied nursing  academic  staff  members  and learner center  
 
Table 1: Teaching goals among the studied nursing academic staff members pre and post-program of teaching goals. 

Teaching goals pre and post-program 

The studied nursing academic staff members  
(n=21) 

t-test P Pre- program Post- program 
Range 
Mean±SD 

Range 
Mean±SD 

  Higher-order thinking skills 17-20 
18.57±1.53 

26-33 
29.57±3.51 

13.141 0.0001* 

  Basic academic success skills 15-24 
20.28±2.61 

29-32 
30.90±1.09 

17.20 0.0001* 

Discipline specific knowledge and skills 18-27 
22.28±4.60 

26-33 
28.95±3.37 

5.354 0.0001* 

Liberal arts and academic values 18-28 
22.38±4.62 

27-32 
29.62±2.18 

6.493 0.0001* 

Work and career preparation 19-28 
23.28±4.60 

30-35 
30.71±1.10 

7.188 0.0001* 

Personal development 28-33 
30.38±2.56 

29-37 
32.05±2.69 

2.056 0.046* 

*Significant (P<0.05) 
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Table 2: Mean scores of instructional methods (Learner center methods) used by the studied nursing academic staff members pre-program,  
              immediate and three months post-program of teaching goals. 

Learner center teaching methods 

Using the teaching methods by the studied nursing staff 
pre and post-program 
(n=21) Friedman test 

(2) 
P 

Pre- program Immediate 
Post- program 

Three months 
Post- program 

Mean±SD Mean±SD Mean±SD 
Know-what to know-learned 1.00±0.00 1.00±0.00 1.00±0.00 0.00 1.000 
Seminars/class discussions/class 
presentation 

1.28±0.90 1.28±0.90 1.28±0.90 0.00 1.000 

Role play/simulation/exercises 1.00±0.00 1.00±0.00 1.00±0.00 0.00 1.000 
Group projects/cooperative learning 
groups 

1.19±0.40 1.67±0.97 1.67±0.97 14.00 0.001* 

Case studies 2.62±0.74 3.38±1.16 3.48±1.08 32.44 0.0001* 
Discovery learning 1.00±0.00 1.00±0.00 1.00±0.00 0.00 1.000 
Problem based learning 1.24±0.54 1.43±0.75 1.81±0.98   
Graphic organizers 1.00±0.00  1.00±0.00 1.00±0.00 0.00 1.000 
Learning centers 1.00±0.00 1.00±0.00 1.00±0.00 0.00 1.000 
Journals 1.00±0.00 1.00±0.00 1.00±0.00 0.00 1.000 

*Significant (P<0.05) 
 
Table 3: Mean scores of instructional methods (Teacher center methods) used by the studied nursing academic staff members pre,  
              immediate post and after three months post-program of teaching goals. 

Teacher center methods 

Using the teaching methods by the studied nursing staff pre and 
post-program  
(n=21) Friedman test 

(2) 
P 

Pre- program Immediate 
Post- program 

Three months 
Post- program 

Mean±SD Mean±SD Mean±SD 
Demonstration 1.00±0.00 1.00±0.00 1.00±0.00 0.00 1.000 
Direct instruction 1.00±0.00 1.19±0.60 1.09±0.30 4.00 0.135 
Lectures  3.05±0.22 3.43±0.77 3.43±0.77 10.67 0.005* 
Lecture-discussions 1.00±0.00 1.00±0.00 1.28±0.90 4.00 0.135 

*Significant (P<0.05) 
 
Table 4: Correlation between teaching goals among the studied nursing academic staff members and selected learner center teaching  
              methods pre- program. 

Learner center teaching methods 

Teaching goals 
Higher-
order 
thinking  
skills 

Basic 
academic 
success 
skills  
 

    Discipline 
specific  
knowledge 
and skills 

Liberal  
arts and 
academic 
values 

    Work and   
career  
preparation 

Personal 
developmen
t 

Seminars/class 
discussions/class 
presentation 

r 
p 

0.015 
0.947 

0.100 
0.666 

0.015 
0.947 

0.009 
0.971 

0.015 
0.947 

0.015 
0.947 

Group projects/cooperative 
learning groups 

r 
P 

0.023 
0.921 

0.231 
0.313 

0.023 
0.921 

0.013 
0.956 

0.023 
0.921 

0.023 
0.921 

Case studies r 
P 

0.107 
0.645 

0.085 
0.714 

0.107 
0.645 

0.118 
0.611 

0.107 
0.645 

0.107 
0.645 

Problem based learning r 
p 

0.069 
0.766 

0.305 
0.179 

0.112 
0.628 

0.102 
0.659 

0.112 
0.628 

0.112 
0.628 

(P>0.05). 
 
Table 5: Correlation between teaching goals among the studied nursing academic staff members and selected learner center teaching  
              methods immediate post- program. 

Learner center teaching 
methods 

Teaching goals 
Higher-order 
thinking skills 

Basic 
academic 
success skills 
 

Discipline 
specific 
knowledge and 
skills 

Liberal  arts 
and 
academic 
values 

Work and 
career 
preparation 

Personal 
development 

Seminars/class 
discussions/class 
presentation 

r 
p 

0.007 
0.977 

0.029 
0.901 

0.054 
0.816 

0.018 
0.938 

0.065 
0.781 

0.006 
0.980 

Group 
projects/cooperative 
learning groups 

r 
p 

0.118 
0.611 

0.158 
0.494 

0.010 
0.965 

0.063 
0.785 

0.094 
0.685 

0.013 
0.956 

Case studies r 
p 

0.044 
0.851 

0.188 
0.415 

0.107 
0.644 

0.100 
0.667 

0.050 
0.829 

0.122 
0.599 

Problem based learning r 
p 

0.212 
0.355 

0.237 
0.301 

0.168 
0.468 

0.110 
0.636 

0.087 
0.708 

0.064 
0.783 

   (P>0.05). 
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teaching methods immediately post-program (P>0.05). Table (6) reveals correlation between teaching goals 
among the studied nursing academic staff members and selected learner center teaching methods after three 
months post- program. There were no significant correlation between different teaching goals of the studied 
nursing academic staff members and learner center teaching methods after three months post-program (P>0.05). 
Table (7) indicates correlation between teaching goals among the studied nursing academic staff members and 
selected teacher center   methods pre-program, immediately post-program and three months post-program. From 
the table, there were no significant correlation between different teaching goals of the studied nursing academic 
staff members and teacher center methods preprogram, immediately post-program and three months post-
program (P>0.05). 
 
Table 6: Correlation between teaching goals among the studied nursing academic staff members and selected learner center teaching  
               methods after three months post- program. 

Learner center teaching 
methods 

Teaching goals 
Higher-order 
thinking 
skills 

Basic 
academic 
success skills 

Discipline 
specific 
knowledge and 
skills 

Liberal arts 
and 
academic 
values 

Work and 
career 
preparation 

Personal 
developme
nt 

Seminars/class 
discussions/class 
presentation 

r 
p 

0.007 
0.977 

0.029 
0.901 

0.054 
0.816 

0.018 
0.938 

0.065 
0.781 

0.006 
0.980 

Group 
projects/cooperative 
learning groups 

r 
p 

0.118 
0.611 

0.158 
0.494 

0.010 
0.965 

0.063 
0.785 

0.094 
0.685 

0.013 
0.956 

Case studies r 
p 

0.049 
0.833 

0.211 
0.360 

0.034 
0.883 

0.145 
0.531 

0.036 
0.877 

0.147 
0.525 

Problem based learning r 
p 

0.068 
0.768 

0.122 
0.597 

0.088 
0.705 

0.011 
0.962 

0.192 
0.405 

0.004 
0.988 

(P>0.05). 
 
Table 7: Correlation between teaching goals among the studied nursing academic staff members and selected teacher center   methods pre-
program, immediately post-program and three months post-program. 

Teacher  center teaching 
methods 

Correlation of teaching goals of the studied nursing academic staff members  post-program (n=21) 
Higher-order 
thinking 
skills 

Basic 
academic 
success skills 

Discipline 
specific 
knowledge and 
skills 

Liberal arts 
and 
academic 
values 

Work and 
career 
preparation 

Personal 
developmen
t 

 
Demonstrati
on  

Pre r 
p 

0.00 
1.000 

0.00 
1.000 

0.00 
1.000 

0.00 
1.000 

0.00 
1.000 

0.00 
1.000 

Immed. 
Post 

r 
p 

0.00 
1.000 

0.00 
1.000 

0.00 
1.000 

0.00 
1.000 

0.00 
1.000 

0.00 
1.000 

3 
months 
post 

r 
p 

0.00 
1.000 

0.00 
1.000 

0.00 
1.000 

0.00 
1.000 

0.00 
1.000 

0.00 
1.000 

Direct 
instruction 

Pre r 
p 

0.00 
1.000 

0.00 
1.000 

0.00 
1.000 

0.00 
1.000 

0.00 
1.000 

0.00 
1.000 

Immed. 
Post 

r 
p 

0.007 
0.977 

0.029 
0.901 

0.213 
0.353 

0.018 
0.938 

0.065 
0.781 

0.006 
0.980 

3 
months 
post 

r 
p 

0.007 
0.977 

0.029 
0.901 

0.054 
0.816 

0.018 
0.938 

0.065 
0.781 

0.006 
0.980 

Lectures Pre r 
p 

0.213 
0.353 

0.150 
0.515 

0.00 
1.000 

0.217 
0.344 

0.213 
0.353 

0.213 
0.353 

Immed. 
Post 

r 
p 

0.018 
0.938 

0.077 
0.739 

0.298 
0.190 

0.116 
0.615 

0.173 
0.454 

0.126 
0.588 

3 
months 
post 

r 
p 

0.018 
0.938 

0.077 
0.739 

0.298 
0.190 

0.116 
0.615 

0.173 
0.454 

0.126 
0.588 

Lecture-
discussions 

Pre r 
p 

0.00 
1.000 

0.00 
1.000 

0.00 
1.000 

0.00 
1.000 

0.00 
1.000 

0.00 
1.000 

Immed. 
Post 

r 
p 

0.00 
1.000 

0.00 
1.000 

0.00 
1.000 

0.00 
1.000 

0.00 
1.000 

0.00 
1.000 

3 
months 
post 

r 
p 

0.007 
0.977 

0.029 
0.901 

0.054 
0.816 

0.018 
0.938 

0.065 
0.781 

0.006 
0.980 

(P>0.05). 
 
Discussion: 

 
Deciding teaching method to use, given the wide assortment available, is not easy. Which method is the 

best for teaching a certain body of information or learning process? The selection of teaching methods is one of 
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the most complex parts of teaching, yet it may receive little attention because educators, unless taught otherwise, 
assume that the taught is the best way to do it. They select strategies with which they are familiar and 
comfortable, without much thought as to whether those strategies are the most appropriate ones for the material. 
For educators who are aware of the many teaching methods available to them, and who wonder which is the 
best, there are several factors  should be consider among of these teaching goals (DeYoung and Gray, 2009). 
The results of the present study revealed that the scores of the six goals clusters at post program were higher 
than the scores of the six goals clusters at pre program. This finding indicating the importance of teaching goals 
of academic staff as align with its purpose and mission. According to Nondestructive Testing (NDT) Education 
Resource Center ((NDT, 2012), Education Resource Center mentioned that the effectiveness of an education 
program can often be improved when appropriate goals are set in place by the teachers and students. There are a 
multitude of benefits that exist for students when specific learning goals are set. The greatest benefit is achieved 
when the students have a role in forming the goals as they will feel more ownership and accountability towards 
the goals. In addition, posting the goals in the classroom will serve as a visual reminder of the commitment they 
have made. The current study demonstrated that, the means of personal development was the highest goal 
cluster, it is quite expected that teaching goals and objectives are widely used and required for the development 
of continuing professional education activities that award continuing education credit. This result is disagreed 
with Richardson (Richardson, 2009), who stated that the higher-order thinking skills ranked as the highest 
teaching goal among undergraduate social work faculty. In addition, regardless of course taught, the present 
study found that faculty ranked the higher order thinking skills cluster as very important to essential. These 
findings are consistent with other research that indicated that teaching goals are discipline specific and that 
faculty in the humanities and social sciences are likely to report higher order thinking skills as a primary 
teaching goal (Angelo and Cross, 1993) and that across disciplines, faculty goals for undergraduate education 
emphasize developing students' ability to think critically (Lindholm et al., 2005).  

The results of the study denoted that group projects, cooperative learning groups and case studies as types 
of learner centered method were statistically significant at pre, immediate and three months post program.  
These results show that the Learner-centered teachers do not employ a single teaching method. This approach 
emphasizes a variety of different types of methods that shifts the role of the instructors from givers of 
information to facilitating student learning. Weimer (Weimer, 2002) and Blumberg (Blumberg, 2004), 
supported these results and mentioned that educators commonly use three phrases with this approach. Learner-
centered teaching places the emphasis on the person who is doing the learning while learning-centered teaching 
focuses on the process of learning. Both phrases appeal to faculty because these phrases identify their critical 
role of teaching in the learning process. The third phrase is student centered learning, it is also used, but some 
instructors do not like it because it appears to have a consumer focus, seems to encourage students to be more 
empowered, and appears to take the teacher out of the critical role. From the researchers point of views, group 
projects, cooperative learning groups and case studies had its significant due to the nature of the teaching in 
faculty of nursing specially nursing courses depends on students work in teams on problems and projects under 
conditions that assure both positive interdependence and individual accountability. This result agreed with 
Johnson et al. (2000) and Smith et al. (2005) when mentioned that cooperative learning is an approach to group 
work that minimizes the occurrence of those unpleasant situations and maximizes the learning and satisfaction 
that result from working on a high-performance team. A large and rapidly growing body of research confirms 
the effectiveness of cooperative learning in higher education (Terenzini et al., 2001).  

The finding of the present study is highlighted that the highest scores, for using lectures method at pre 
program, immediate and three months post-program of teaching goals. This may be due to lecture is a familiar 
method to most teachers at nursing faculty in Mansoura university.  Logistically, a lecture is often easier to 
create than other methods of instruction. These results supported by Richardson (Richardson, 2009), that faculty 
teaching research and policy courses  were more likely to report frequent use of this teacher-centered method. 
These results compromised with Charlton (Charlton, 2006), who suggested that lectures are effective because 
they exploit the spontaneous human aptitude for spoken (rather than written) communications and because they 
are real-time, human-presence social events (rather than electronic media). In the same respect, Gheith (2008) 
found that no significant difference between students learning using self instruction method and the students 
learning using traditional lectures method. Gheith (2008) backed these results to many factors such as learning 
culture, learning environment, the promiscuous nature of student who may be active or passive, sensitive or 
interactive, prefer audio or video teaching and independence or follower student. According to the present study, 
there were no significant correlation between different teaching goals of the studied nursing academic staff 
members and two types of instructional methods pre-program, immediately post-program and three months 
post-program (P>0.05). These finding give greater attention to the relationship between teaching goals and 
teaching methods. And give insight to everything we do and teach should fall within these primary goals. These 
key goals should be evident in how we relate with the individual and the documentation that identifies what we 
did during time together. These findings are disagreed with The National Capital Language Resource Center 
(2003-2007) which found that the learner center methods correlate to teaching goals. Learner-centered 
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instruction encourages students to take responsibility for their own language skill development and helps them 
gain confidence in their ability to learn and use the language. Teachers support students by devoting some class 
time to non-traditional activities, including teaching learners how to use learning strategies, how to use available 
tools and resources, and how to reflect on their own learning. It is supported by Dang (Dang, 2006), who 
mentioned that Student-centred learning is an active and dynamic process through which learners develop a 
deep understanding and take responsibility for their own learning. Although it is in a developmental stage in the 
Vietnamese educational context, a student-centred approach has proved to be conducive to meaningful learning. 
Dang emphasized that learning tasks are representations of educational goals and objectives which are outlined 
in the curriculum. Therefore, in discussing the tasks as an affecting factor, the task is analyzed more broadly 
than in Williams and Burden (Williams and Burden, 1997), who takes it to mean the learning program as a 
whole, the curriculum and syllabus, learning materials, learning activities, and assessment. 
 
Conclusion: 

 
On the basis of the findings of this study it can be concluded that: 
- The scores of the six goals clusters at post program were higher than the scores of pre program. 
- The highest scores founded for using the case study method at pre, immediate and three months post 

program and was statistically significant. 
- The highest scores founded for using lectures method at preprogram, immediate and three months post-

program of teaching goals and was statistically significant. 
- The improvement in academic staff knowledge regarding teaching goals was not affect on their 

selection of appropriate instruction methods related to their courses teaching. 
 
Recommendations: 

 
The following recommendations are suggested: 
- Increase the number of academic staff members to decrease the students number in each section  
- Preparing classes with different and modern technology will give the chance to academic staff 

members to select the most appropriate instructional methods according to teaching goals. 
- Future studies should also incorporate some emotional aspect of teaching as a means to further 

understand how faculty make decisions about which instructional methods to use. 
- Future research can deliver further into the relationship between a faculty member's general teaching 

area and likelihood of using learner-centered methods. 
- Future research in this area should employ an established measure of teaching practices along with 

definitions for each method. 
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