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ABSTRACT: The purpose of this paper is to critical-
ly analyse the problems of student teaching evalu-
ative system of the Kotebe College of Teacher Educa-
tion (KCTE). Attempts are made to point out major
limitations which characterize the evaluative system
keeping in view requirements of an effective student
teaching program and evaluation.

A framework is set at the beginning containing the
major principles of an effective student teaching
program and evaluation on the one hand and a descrip-
tion of KCTE’s evaluative system being currently in
use on the other.

The analysis reveals that the effectiveness of the
evaluative system is questionable as it is not
integral to the program of student teaching. It
suffers from problems of validity and reliability and
fails to give proper feedback to student teachers. It
rather results in the assignment of those teaching
grades which hardly represent teaching competence.
Finally, implications are discussed and general
suggestions are given for improving the system.
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1.1. BACKGROUND

Despite differences in emphasis, teacher
education programs of all institutions
involve the theoretical and practical
teaching components. Of all practical exper-
iences, the most important component is
'student teaching’ (Brimfield & Leonard,
1983). In this connection, Bennie (1972)
says, "while heated controversy has reared
its head regarding all other aspects of
teacher education programs, student teaching

has remained ... as a necessary, valuable,

and vital part of such programs (p. 2)."
Individuals involved in student teaching
also recognise the role student teaching
plays in teacher preparation. Teachers, for
example, remember student teaching as the
most influential aspect of their program
(Evertson, 1990) and University supervisors
agree (Koehler, 1984). Indeed, many students
themselves regard this as the single most
important element in their training (Yates,

1972, pp. 61-62).
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As a teacher training institution, Kotebe
College of Teacher Education (Henceforth
KCTE) also gives respect to "practice teach-
ing" (as it is entitled in the College). It
has been long time since practice teaching
became part of the training program. Its
role is felt so important that a student
teacher with a failing grade on it can’t
graduate whatsoever GPA s/he has in
theoretical courses. The Ministry of
Education is also said to have enforced the
secondary schools of Addis Ababa to allow
and cooperate in the implementation of the
program. KCTE has established a practice
teaching office (now under the program
office) to coordinate the program.

But, with all these efforts whether the
program has prepared teachers as expected
and reached the potential height which it
possessed is really a question of interest.
This is especially the case when attention
is seriously paid to the developments occur-
ring in the field of student teaching.

With the view to make student teaching more
satisfying a business, both professionals
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and concerned authorities have made a con-
certed effort to the extent that towards the
middle of the twentieth century they managed
to change the philosophy of practice
teaching approach along with the terminology

of the experience (i.e., student teaching
replacing practice teaching) . Student
teaching, as distinct form practice

teaching, is as such designed no more for
mere practising of the already predefined
and learned "good" teaching but is rather
meant for the provision of another and yet
new but practical experiences to student
teachers so that, with the heIp of the
supervisor, they can experiment on, dis-
cover, and develop their own "good" teaching
in the real classroom situation (Bennie,
1972; Bha;nagar, 1980; Joint Committee on
State Responsibility for Student Teaching,
1967; Stones & Morris, 1972).

The Joint Committee on State Responsibility
(for'Student Teaching Specifically describes
this changed point of view:

The new student teaching should
be a creative, fulfilling experi-
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ence and at the same time provide
for critical analysis... IE
should not be confined to a block
of time at the end of the senior
college year. It should range
from simple observation to brief
exposures with learners, to the
development of skills in discrete
elements of the teaching act....
to analysis of personal skills
and insights, all the way to the
teaching of regular classes under
the analytical eye of a pro-
fessional mentor (1967, p. 2).

If student teaching program is required to
be a developmental and broadening process
with the primary aim of enabling the pros-
pective teacher grow in understanding and
competence in the teaching role, it is-
imperative that progress towards this aim be
constantly and properly evaluated.

Such a view of student teaching underscores
the role evaluation plays as an integeral
component of the program. First and fore-
most, evaluation makes student teaching
program complete, meaningful and sensible,
for it is a means to monitor progress
towards the achievement of an intended
objective. If evaluation is required to be
helpful, it is required not only to be an
indispensable and continuous process of
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providing information for making decisions,
but furthermore such evaluative information
needs to be accurate, relevant and compre-
hensive (Bennie, 1972, pp. 101-120).

In the light of the ongoing discussion, this
paper has as its major purpose of analyzing
critically the major problems characterizing
the evaluative system of KCTE’s student
teaching program in relation to these two
important qualities.

1l.2. Statement of the Problem

The field of student teaching has gone
through a number of developments, and col-
leges of teacher education have made all the
necessary adjustments to keep themselves
updated. This is unlike KCTE which still
seems to c¢ling to o0ld traditions and
approaches that hardly capacitate shooting
at present needs. It should not be hard to
present evidence in support of this view. Of
all things, the nomenclature of '"practice
teaching" itself, restriction of the

duration of the program to only a month,
exclusion from the program of the regular
teachers who, according to Bennie (1972),
are but the most important persons to influ-
ence the student teaching experience, the
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objective of the program that it " will
enable students to apply their psychologi-
cal, pedagogical knowledge (KCTE catalogue,
1992, p. 163)" rather than helping them
experiment on teaching using this knowledge,
just to bring only a few points into the
screen, can serve as cases in point.

Looking into the reports of practice teach-
ing program in different years, one can also
learn that the program has organizational
and administrative problems and that student
teachers misbehave in the schools, have
teaching difficulties and 1lack a close
working relation with regular teachers
(Report of Cooperating Schools on Practice
teaching, RCSPT, 1984, 1985 & 1986 E.C.;
Report of the Department of Pedagogy on
Practice Teaching, 1981 E.C.). Recent
research on the effectiveness of the

practice teaching program of the college
(Belay & Gebre, 1993) still shows that the
procedure currently followed in the college

is far below the modern conception of
student teaching. :

Although there is hardly evidence on the
shortcomings of the evaluative component (an
issue left untreated with a remark for
further research 1in Belay & Gebre’s
paper) ,it is beyond any level of doubt that
the shortcomings of the practice teaching
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program are reflected on the evaluative
system, as the latter is part and parcel of
the former. Hence, in recognition of the
problems of KCTE’s practice teaching program
and the effect that it has on the evaluative
system, this paper aims rather at analyzing
critically the problems of the student
teaching evaluative system keeping very
closely in view requirements of an effective
evaluative system.

More specifically, an attempt is made to
assess the effectiveness by way of answering
the following questions.

a2 Is the evaluative system an integral
component of the program?

2 Is the evaluative system effective
enough to be valid?

3% Is. the evaluative system effective
enough to be reliable?

4. Can the evaluative system make proper
provision of feedback to the student
teachers?

5. Can the teaching grade indicate com-

pletion of the program?

e s,
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Answers to the above questions are indeed
expected to shed light on what is missing in
the evaluative system (vis-a-vis the current
educative rather than the traditional mere
certifying role of student teaching evalu-
ative system) on the one hand and on how
proper is the existing evaluative system
(vis-a-vis the desired qualities of evalu-
ative techniques) on the other.

This paper is organized in such a way that
a framework is established at the beginning.
This framework involves a theoretical con-
ception of an effective student teaching
program with its evaluative system followed
by a practical component dealing with the
procedures of student teaching evaluative
system currently in use in KCTE.

The remaining section is analysis and dis-
cussion of the shortcomings bringing into a
kind of "battle-field" principles of evalu-
ation with the practice of the college. The
analysis and discussion is supplemented
occasionally with some kind of empirical
data obtained from files available at KCTE’s
Practice Teaching Office.

1.3. The Framework

The concept of student teaching in this
paper is based on the changed philosophy

9
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described earlier. Certain specific tenets,
emerging out of the changed philosophy,
undergird the student teaching experience.
These tenets are generally accepted in one
form or another by many authorities in the
student teaching field (Bennie, 1972; Joint
Committee on...., 1967; Stones & Morris,
1972; Williams, 1987) and hence are adapted
in this paper. ;

Some of these tenets are:

(1) that student teachers differ in
experiences,

(2) that theae experiences need to be
prescribed diagnosed, and analyzed,

(3) that the student teacher passes but
along the invariable phases of the
rogram at one’s own rate taking
increasing responsibilities,

(4) that this program is complex enough to
require acquisition of cognitive and
affective skills, insights, and
anderstandings, and

(5) that competent supervision forthcoming

10
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from the college supervisor, adminis-
trative officials in the school, most
frequently of all, the regular
teacher is required.

Effective student teaching evaluative system
is assumed in this paper to be an integral
component of the student teaching program
‘which, being charted on the basis of the
above tenets, is primarily meant to examine
the activities of the student teacher (pre-
scribe, diagnose, and analyze); provide
feedback about them; in addition to the
traditional and now secondary role of cer-
tifying the teaching performance of student
teachers.

In the light of the definition and concep-
tion of student teaching given above, there
are a few basic principles to be applied if
student teaching evaluative system is effec-
‘tive:

(1) that evaluation assumes student
teachers to be unique,

(2) that it is individualized and clinical
" in nature

(3) that it occurs continuously throughout
the various phases, and

i
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(4) that in each phase it is comprehensiv
ely and widely directed at every-activ-
ity the student teacher participates
requiring different types of data from
different sources using different
means at different situgtions,

(5) and that it should be specific enough
to make certain that all parties have
accurate and complete understanding of
the evaluative interpretation (See also
Bennie, 1972, pp. 101-102; Gronlund,
1976, pp. 14 - 27, 483 -500).

Nearly every student teaching program
includes in its repertoire of materials an
evaluation form of some kind which is util-
ized in various ways. What should, then, be
the contents of student: teaching evaluation
instrument that can reflect as adequately as
possible the principles outlined above?

After reviewing contents of evaluation forms
in different institutions, researchers
indicate that there are four basic 'areas
generally covered by most evaluative forms,
regardless of the particular kind of format

into which they may be organized (e.g.
Bennie, 1972 ; Bhatnagar, 1980; Stones,

1984; Stones and Morris, 1972):

32
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(1) that they describe student teachers
personal characteristics (e.g. voice,
emotional stability, grooming, and so
on),

(2) that they reflect the student teachers
professional and academic background
and proficiency (e.g. knowledge of
subject matter, receptivity to sugges-
tions and criticism etc.),

(3) that they cover the competency of the
student teacher in actual teaching
efforts (e.g. the application of
theory, adequacy of lesson planning,
implementation of plans, rapport with
pupils, classroom management, and eval-
uation competency), and

(4) that they involve student teachers
relationship with the school staff,
adminstration, school concerns, peers
etc.

Ogunniyi (1984), on the other, argues that
in whatever format the contents of evalu-
ation forms are arranged, it must be that
their organization should minimize subjec-
tivity and overlapping. According to
Ogunniyi, a useful hint in this regard is to
try as much as possible to concentrate on
the pattern of teacher-student-material
interactions rather than isolated bits of

13
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activities. Some questions that can help in
this ar=a are:

(1) What is the objective of this
lesson? (2) Do. the teacher and
the student identify with the

objective? (3) How does the
teacher go about achieving this
objective? (4) What learning

materials and equipment is he
using? How appropriate are these
items? (5) Is there any identi-
fiable sequence of instruction?
(6) What "type of questions are
being asked? Are they relevant,
and in what frequency and/or dis-
tribution? (7) 1Is the teacher
domineering, or does he allow
student participation in the les-
son? (8) How does he handle the
diverse interactions in the clas-
sroom? (p. 18).

Keeping in view

(1) "the objectives and principles of
students teaching program outlined
earlier,

(2) the general contents of evaluation
forms summarized above, and

14
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(3) the format for arranging the various
contents,

below is presented a summary of the specimen
observation form which is believed to
reflect these three issues and hencs is
used for the purpose of this paper. This
observation form is the Stanford Student
Teacher Competence Appraisal Guide (SSTCAG)
developed by School of Education , Stanford
University (1973) and revised at successive
years (1978, 1983, 1989). This form consists
of 22 specific items arranged systematically
under 6 headings on the basis of which
pupils, student teachers themselves, regular
teachers, peers and supervisors can rate on
a five point scale the student teachers
teaching behaviour and performance. The
contents relate to

(1) aims: clarity, appropriateness,

(2) planning: organization of the
lesson, selection of content,
selection of material,

(3) performance: beginning the lesson,
clarity of presentation, pacing
of the lesson, pupil participa-
tion and attention, ending the
lesson, teacher-pupil rapport,

(4) Evaluation: variety of pro-

15
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cedures, use of evaluation
results to improve teaching and
learning,

(5) professional: enthusiasm, self-
analysis, use of prior teaching
experiences, receptivity to
suggestions and criticisms, and

(6) School community: effectiveness in
school staff relationships and
regular teachers, sensitivity to
school norms, beliefs and regul-
ations, interactions with peers
and pupils outside the classroom,
concern for the total school
program and materials, construc-
tive participation in the school
affairs. The manual of SSTCAG
clearly shows that the criterion,
construct, and content validity
are well established and the
test-retest, internal
consistency, and scorer
reliabilities prove to be very
high even for pupils and peers.

It is this observation form which is used as
a guide for assessing the content validity
of KCTE’'s obseryation form. But, before
going into this and related analyses, it is

16
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of paramount importance to summarize the
procedures of KCTE’s student teaching evalu-
ation.

In KCTE, practice teaching is held with
three credit hours in the degree program
(four years) and with two credit hours in
the diploma program (two years) at the final
college years. Description of the course is
given in the college catalogue (1992) as
follows:

It is designed to enable the
student teachers gain practical
experiences of teaching in the
actual classroom situations in
the secondary schools of Addis
Ababa. The practice teaching
which lasts for four weeks will
enable the students to apply
their psychological, pedagogical
and methodological knowledge and
abilities under the guidance of
their teachers (p. 163).

The practice teaching program usually begins
with a two to three hours oral orientation
given to student teachers by the Academic
Dean and Practice Teaching Coordinator. The
first week of the practice teaching is the
observation period whereby the student
teacher is assigned in the classroom to
observe how the regular teacher teaches. In

17
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the next two weeks, the student teacher
involves in the actual teaching preparing
one’s daily lesson plan and unit plan. The
weekly load of the student teachers
varies form 6 - 10 periods depending on the
subject to be taught. Regular teachers are
not involved in supervision and evaluation

as well. In the fourth week, student
teachers prepare, administer and score
tests.

The whole responsibility of supervision of
practice teaching is given to college inst-
ructors. THe supervision involves a three
session classroom observation of student
teachers teaching activities to give them
comments and teaching marks. In each obser-
vation, the supervisor uses the college’s
observation form (KCTE Practice teaching
evaluation form, 1985). Table 1 depicts the
contents of this observation form.

As indicated on the table, the student
teacher is to be evaluated three times on
the above six items and only once on the
last two items. All the three evaluations
carry equal weight and hence the final mark
of the student teacher is the average of
these three evaluations being converted into
a letter grade; grade "c" and below indi-
cating failure.

18
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Table 1: Items or criteria used for obser-
ving/evaluating student teachers
together with their weights.

Meight

Given
Items/ Average
No. criteria Maximum

I 11 111

1% Personality,
Use of Voice,
Command of
Language

10

2 Class Manage-
ment, Rela-
tionship with
pupils

10

- i} Present-

ation (clarity
of exposition,
factual accu-
racy)

30

4. Preparation of 15
lesson plan

54 Bffective use 10
of chalkboard
and Effective
use of teac-
hing aid

39
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|

6. Application of 20 |
different

teaching tech- ‘

niques, pupils |

participation, |

summary, feed- |

back [

|

|

|

|

|

1

|

|

Total 95

73 Unit plan (one

at the begin-

ning) 5
8. Test drawing

(one at the
end)

2. Analysis

This section deals with analysis of the
shortcomings of the evaluative system bring-
ing into attention the specific questions
asked under the statement of the problem and
the framework stated under part 2.

2.1. Is the evaluative system an inte-
gral component of the student
teaching program?

An effective student teaching evaluative
system is required, of all things, to be
part and parcel of the program. It should
run the whole gamut of the program ranging
from the pre student teaching phase through
the preparation and actual teaching upto
post student teaching phase. Looking at

20
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KCTE’s evaluative system, however, one can
identify that the whole business of evalu-
ation occurs only at the actual student
teaching phase. It can be, therefore, fairly
argued that the evaluative system suffers
from lots of shortcomings.

To begin with, no evaluation is made at the
pre student teaching phase to determine
student teachers entry behaviour. Stated
otherwise, the evaluative system does not
make a pre assessment of the student
teachers need at the beginning of the pro-
gram. This means failure, as what Gronlund
(1976, p. 483) says, in

(1) determining the extent to which student
teachers possess the prerequisite
skills needed in the program (readi-
ness) ;

(2) determining the extent to which student
teachers have already achieved the
intended outcomes of the program
(placement) ;

(3) obtaining a base for determining the
amount of learning gain during the
program (pretest-posttest); and

(4) providing information that will aid in

selecting the most relevant learning
activities of the student teachers

21
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(instructional adaptation).

Such an approach makes an erroneous assump-
tion that all student teachers at the senior
class level are ready to enter into the
student teaching program, and that this
level of readiness is the same across all
student teachers. But some student teachers
may not reach the 1level of readiness
required thus making careful "screening”
mandatory at the beginning of the program.
At the same time once the student teachers
are selected, the determination of their
teaching assignment becomes paramount there-
by making data accessible not only for
placement but also for pretest-posttest
comparison and program adaptation.

An added problem is failure in designing the
evaluative system in such away that it can
occur at regular intervals throughout the
program once student teachers are being
involved in it. No evaluation exists, for
example, at the preparation phase to see how
well student teachers have benefited from
the oral orientation, school visits, class-
room observation etc.

In fact, evaluation occurs at the actual
teaching phase. This evaluation is, however,
based on observations limited to college

22
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supervisors three session classroom visits
rather on frequent observations occurring
throughout the four weeks period at regular
intervals. What is being assessed in these
visits is very unlikely to be that of the
progress of the student teacher. Assigning
a teaching mark an equal weight of 95% for
each of the three observation sessions also
implies that the evaluative system is
unlikely to give allowance for student
teachers development.

2.2. Is the evaluative system effec-
tive enough to be valid?

The first issue needing meticulous consider-
ation in designing a valid evaluative system
is that of determining and clarifying what
is to be evaluated in the process. Specify-
ing objectives has always priority because
everything to be done to evaluate emerges
out of it. What qualities to look for, what
instruments to use, and how to use them,
just to mention only a few, depend on
statements of intended objectives to be
attained at the end of the program.

Coming to the situation of KCTE, evaluators

are provided only with copies of the obser-
vation form containing a 1list of seven
criteria on the basis of which they are to
evaluate the stulent teachers during the

23,




Belay Tefera

three observation sessions. This is but a
specifiration of the instrument before
clarifying the purpose. Nothing is specified
about things to be done at the first, sec-
ond, and third observations. The evaluator
is not informed, for example, if the objec-
tive of the first observation is to see the
stage that the student teachers are found
and how they can develop (i.e., to under-
stand what is going on in the classroom at
this stage) vis-a-vis the seven criteria or
determine the level of competence of the
student teacher in relation to these cri-
teria. :

A related problem is absence of a clearly
specified frame of reference for evaluating
student teachers competence. Whether it is
in terms of the relative position which the
student teacher holds in some known group
or in terms of the specific behaviours s/her
should demonstrate is not known. Hence, it
is with these problems that supervisors
initiate the observation and also proceed to
the second and third observations.

Basically, validity also requires the evalu-
ative system to be comprehensive. Hence,
evaluation requires data from varying
sources by varying means and in different
contexts. How does the evaluative system of

24
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KCTE look like in this context? It must be
established at the outset that an evaluative
system which is not extended throughout the
program is hardly to be comprehensive as it
lacks information on different phases of the
program.

A numbeér of additional arguments can be
presented questioning the comprehensiveness
of the evaluative system. This is especially
with reference to the number of assessors
involved, the form of the assessment used,
the criteria employed, and the evidence
sought.

Firstly, classroom observation of student
teachers does not involve, as an additional
source of evaluative data, those individuals
who have a close working relation with the

student teacher. The only assessors
involved are college supervisors.
Researchers argue on the contrary that in
order to get adequate information and

ensure validity, the assessment of student
teaching must be a cooperative exercise
among members of the school and the college
(e.g. Bhatnagar, 1980; Stones & Morris,
1972) because different data source provide
different types of information (Skeff,
1983): Pupils, for example, consider such
aspect of teaching behaviour as mannerism
which even supervisors could not observe
(Gebre & Belay, 1995), student teachers

25
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self-assessment is essential because one
can not improve one’s teaching until per-
sonal deficiencies are recognized and the
need for change internalized (Rippey,1981)
and, regular teachers also add relevant data
to the assessment.

Secondly, the form of the assessment (or the
observation form), the criteria (or items
appearing on the observation form), and the
evidence sought are entirely based on
student teachers classroom activities
neglecting activities outside the-classroom.
This is evident particularly from the obser-
vation form which is found to involve no
item relating to student teachers relation
with the school community ( see SSTCAG in
the framework). In connection to this, one
can learn that in almost all reports of
practice teaching coordinators (RCSPT, 1984,
1985, & 1986 E.C.), disciplinary problems
of student teachers are pointed out, of
which 75% are those occurring outside the
classroom. Surprisingly enough, it is recom-
mended in one of the reports of the year
1984 E.C. (Ibid) that student teachers need
to be graded on their teaching behaviours
occurring outside the classroom in addition
to that of the classroom evaluation. Such
recommendation seems to be born out of the
realization that the student teacher is

26
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assigned not to one specific classroom but
rather to the school as a whole. To concen-
trate only on classroom activities for
evaluation makes teaching a solitary
activity and this fails to prepare teachers
for the full range of responsibilities they
will have to assume (Goodlad, 1990).

Thirdly, the evaluative system in general
and the observation form in particular is
still narrow because it is based largely on
classroom teaching activities of student
teachers. It does not give respect to such
factors as "pupils 1learning" and student
notebook (see Table 1) which, on the con-
trary, are regarded as important and hence
used, for example, by the majority of insti
tutions surveyed by Stones and Morris
(1972) -

Fourthly, the observation form still seems
to lack certain important contents when
compared with the one specified under the
framework. This has to do mainly with issues
of involving evaluation during teaching. It
does not also give respect to student
teachers

(1) level of sensitivity to individual
student needs,

(2) ability to learn from past experiences
and

27
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(3) level of improvement as the program
'~ proceeds etc.

The ongoing argument converges generally to
an idea that there are good reasons to doubt
the content validity of the evaluative
system. Even if it is accepted that evalu-
ation of student teachers based only on
actual classroom teaching is adequate, a
fact which is hard to swallow, such evalu-
ation can also be criticized on other
grounds. Most of all, it consists only of
three observations while the student teacher
teaches on the average seven periods per day
for two weeks (see, for example, Teaching
load allotment of Student Teachers, 1985 &
1986 E.C). This observation accounts for
only 2% of the teaching performance of the
evaluative data.

It is not only that the number of observa-
tions are restricted, but also that the
three observations may not be evenly dis-
tributed across the two weeks period. The
supervisor is "free" to make these observa-
tions any time s/he likes. It is possible
for him/her to make all the three observa-
tions right at the beginning of the actual
teaching, or all in the middle or even all
at the end. In 1986 E.C., for example, the
gap between the first and the second obser-

28



pAL o AR el SR, Aan S ool

The Ethiopian Journal of Education, Vol. XV No.1l, 1994

vation was only a day for 3% of student
teachers, two days for 7% of them, and three
days - for 23%.  In’ su; “for: dboukt 31%: -0f
student teachers, the gap between the first
and the second observation is less than
four days (Ibid). It means that for these
particular student teachers, 75% of the
evaluation data depended on observations
occurring at the beginning of the program.

If a certain instrument does not adequately
sample tasks which it is supposed to measure
and as such suffers from content validity ,
then it is unlikely to have a criterion-
related validity and /or construct validity.
Moreover, as it is shown in the next dis-
cussion the reliability of the observation
form is seriously questionable. 15 e 1 - S T
fundamental psychometric principle that if
a test becomes unreliable because of failure
to correlate with itself, then it is just
like thinking about the wunthinkable to
expect it possess criterion and construct
validity by correlating with another and yet
different instrument. In connection to

this, Belay (1995)" found in a recent

** These findings are part of an intensive empirical
research recently conducted on "psychometric prope-
rties of the student teaching evaluation form - the
case of KCTE" for the second Multidisciplinary

seminar to be held on Sept. 1995, KCTE.
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research that practice teaching score corre-
lates with cumulative GPA and SSTCAG at a
magnitude of 0.13 and 0.21 respectively;
both very low correlations.

2.3. Is the evaluative system
reliable?

Reliability belng the consistency of dif-
ferent assessments of a behaviour can be
unduly reduced in KCTE’s evaluative system
as can be extrapolated from the preceding
analysis. In a situation where the evalu-
ative system is overloaded with "lacks"-
lack of clarity of the purpose of observa-
tions, lack of frame of reference for the
evaluation, etc. - talking about reliability
is to be far from the reality.

Not to oversimplify the matter, a few more
critical arguments are in order focusing on
the seven criteria appearing on the observa-
tion form. The crux of the problem is how
far specific enough are these criteria to
promote objectivity thus ensuring a
reliable data? The present researcher would
rather respond tg this question negatively.
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The seven criteria of concern are vary broad
and subjective that they are interpreted
differently by different evaluators and of
course by the same evaluator across time and
situations as well. Personality, class
management, effective use of chalkboard etc.
are always constructs whose meaning lies in
the mind of the evaluator rather than in the
objective reality. They are not
operationalized so that the practitioner can
observe their absence and presence in the
student teachers repertoire of skills. This
is confirmed by the recent findings of Belay
(1995) which uncovered, among others, that
the intra-rater reliability of the observa-
tidlon: ;Form.ois: 01T, - 018; i & 0,14 for: -an
interval of 1-3, 4-6,and 7-9 days respect-
ively. In the same study, the inter-rater
reliability is reported to be 0.15. The
implication is that both test-retest relia-
bility and scorer reliability are far from
adequate.

The most serious problem is that of blending
together two or more items under the same
criterion (see Table 1). The firet .cri=
terion, for example, consists of three
items. The sixth criterion is even more
overloaded as it involves four items. It is
only the fourth and the seventh criteria
which are singleton. This is ' but rfan
improper organization of contents which
neglects the hints that Ogunniyi (1984)
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gives for designing a well organized obser-
vation form relatively free from subjecti-
vity (see the framework).

Due to problems of specificity and organiz-
ation, there is a great deal of overlap
among the criteria. Personality, for
example, can overlap with class management
and pupils participation. Command of lan-
guage can also overlap with presentation
which is surprisingly described in the form
to mean clarity of exposition and factual
accuracy. Under this condition, the student
teacher is in effect evaluated on the same
quality two or more times across the seven
criteria while the idea is evaluating the
individual along the seven "independent"
criteria.

If the contents (or criteria) of the obser-
vation form tend to overlap, then there must
be a strong correlation between and among
these criteria. Paradoxically, however ,
Belay (1995) reports that the inter-item
correlations of the observation form are so
weak that they do not exceed a maximum of
DL 28 [ Note that this correlation is
reported for command of language and
presentation.] This finding should not be
interpreted to mean that the criteria are
independent but rather that the raters have
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tried their best to perceive them different-
ly to avoid repetition and this is possible
because the criteria are broad enough to
allow raters think freely in their own way
( Belay, 1995 ). This is still an evidence
that puts considerable doubt on the relia-
bility of the observation form.

2.4. Can the evaluative system make
proper provision for feedback to
student teachers?

Feedback or knowledge of results has the
strongest and most important effect in
controlling performance and learning. But
certain basic shortcomings are observed in
the evaluative system that cast considerable
doubt on its appropriateness to provide
feedback to student teachers. This is
especially the case that one can find in the
supervisors classroom observation and the
observation form.

During classroom visits, the approach in.
KCTE is that the supervisor sits at the
corner of the classroom checking items on
the observation form and making decisions as
to which is "good" teaching and "bad" teach-
ing thereby commenting and giving marks. The
student teacher reads a "report" on his/her
performance, and tries harder to get it
right.
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Implicit in the above approach is that we
can actually define what is "good" and "bad"
teaching in a classroom according to some
prescribed checklist; and that telling
teachers what they are doing is ’‘right’ and
'wrong’ will lead to better teaching.

Even if one believes that doing this will
lead to better teaching, it must be asked
whether this is in fact the best way of
achieving better teaching and whether indi-
vidual teachers can and should teach in
different ways in different classroom
situations. According to Williams (1989),
this is a traditional type of observation
which, after extensive experimentation, she
found it to be unsatisfactory for reasons
which equally apply for KCTE.

14 The student teachers do not like it,
because it is threatening.

2 The student teacher has no responsi-
bility for the assessment. It is
trainer centered. The purposes of the
visits are not also discussed with the
student teachers so that they can
involve in the rational behind the
visits.
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The checklist or the observation form
focuses on too many tasks at once. Too
many tasks are tackled in one visit
rather than focusing on limited tasks
which are more appropriate than others
for the stage the student teachers are
found. Human beings usually master one
thing at a time and hence the training
and assessment in each observation
should be limited to a reasonable
number and complexity of tasks

There is no continuity from the first
to the third observation and the
observations were therefore not linked
to the course. Assigning equal weight
for observations occurring at different
but consecutive periods implies that
the purpose of the three visits is the
same, that teaching behaviour remains
unaffected by the factor of experience
and that observation is hardly devel-
opmental.

There is no provision for individual
pace or wish implying mere adherence to
rigid techniques and approaches at the
expense of individuality as discussed
earlier.

Some additional comments are still in order.
During classroom observation the assessor
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has a dual role of grading teaching perform-
ance and giving "feedback" to student
teachers. Stones and Morris (1972) argue
that such assessment is of doubtful wvalue
in the preparation of teachers as the asses-
sment role of the supervisor very likely
weakens his function as an adviser and a
helper.

Furthermore, the feedback to be given to
student teachers is also inadequate because
it is entirely based on student teachers
classroom teaching observation as discussed
earlier and that feedback may not also be
given on all observations. Of those which
were visited for three sessions in 1986
E.C., for example, 85% were not given any
comment on the third session (SEST,
Assembled Evaluation Forms, 1986 E.C).

2.5. Can the final teaching grade
indicate completion of the
program?

It can be implied from the earlier analysis
that teaching grades, being dependent on
invalid & unreliable evaluative system and
data, are very unlikely to be accurate and
efficient representations of teaching per-
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formance. What other additional limitations
occur particulary during grading?

In KCTE grading of teaching performance
suggests the determination of a final teach-
ing mark which describes the student teacher
according to the criteria which are surpris-
ingly in the mind of the supervisor giving
the grade. The criterion is so unspecified
that it may mean different things to
different supervisors. It may mean a
description of the student teachers poten-
tial, it may indicate ability at the comple-
tion of the student teaching. It may reflect
the student teachers growth during the
period of student teaching; it may reflect
the student teachers position in terms of a
predefined absolute criteria, or it may
reflect how the student teacher compares
with other student teachers.

Another problem has to do with the meaning
of grades particulary those leading student
teachers repeat the program. While the
difference between grade "B" and "C" is only
a unit of one, the practical implication is
unduly exaggerated to an extent of academic
"death-and-1life". This has a far reaching
negative effect. The importance of the
student teaching grade in the life of the
student teacher puts great pressure on the
person giving the grade as well as on the
student teacher. Hence when any doubt exists
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concerning the grade to be given, the stu-
dent tencher is usually given the benefit of
the doubt since the grade is vital to
his/her future employment (Bennie, 1972,

p. 109). Possibilities exist to round-off
grades to the next levels so as to save the
"life" of failures. This could, however,
result in higher grades. To be more practi-
cal, one can, for example, look at the
academic record of student teachers of the
1985 E.C. batch at KCTE. In this record, the
proportion of grades A and B is so high in
practice teaching that they rank first in
this course than in any other course. On the
contrary, grades D and C are practically nil
in practice teaching while there are a total
of '135 Dsand 12Fsx .in other courses
(Academic Record of Student Teachers, 1985
Boe)s

The implication is that awarding of letter
grades is hardly to differentiate between
those student teachers who are competent and
' those who are less than completely satisfac-
tory. According to Bennie (1972), there is
a slow but decided trend in changing the
grading system from granting of letter
grades to awarding pass-fail marks stemming
not only from fear of the round-off effect
but also from the fact that so many vari-
ables are involved in the complexities of
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student teaching that the process of
narrowing them down to a single valid letter
grade is impossible to defend (pp. 109 -
110)-

3.1. Summary

Student teaching evaluation is found to
occur only in the middle of the program when
actual student teaching commences neglecting
the importance of placement and follow-up
evaluation. This is an indication that the
evaluative system is not an integral compo-
nent of the program and that attention is
not given to the needs of each individual
student teacher. Even then, this classroom
observation is carried out for a limited
sessions by a college supervisor. It is
shown that in such approach it is very
unlikely for student teachers to get devel-
opment oriented feedback as the classroom
observations are basically designed for
certification. :

The evaluative system particularly the
observation form is narrowly designed to
shoot only at one side of the coin probably
because the whole student teaching program
of KCTE is charted, as once criticized by
Belay and Gebre (1993), on the basis of the
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student teaching assignment progresses, but
surprisingly it makes use of inaccurate and
inefficient techniques in due course of the
assessment. This is born out of the analysis
depicting arguments against the validity and
reliability of the evaluative system in
general and the observation form in par-
ticular.

As to validity, it is indicated that the
evaluative system begins with purposes
unspecified and pursues narrowly excluding
the importance of comprehensive assessment
and instrument for a related purpose.

As to reliability, it is also shown that
lack of clarity of purpose and frame of
reference for the observations added to the
subjectivity of the observation form could
result in an impressionistic assessment. The
impressionistic approach seriously affects
the reliability of assessment in KCTE mainly
because the number or observations are shown
to be inadequate.

At last, the analysis indicates that the
grade assigned as an ultimate index of
teaching performance can’t be trustworthy in
the face of problems of validity and relia-
bility occurring before, during and at the
time of grading.
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3.2. Conclusion and Recommendation

In the light of the definition of effective
student teaching evaluative system presented
under the framework and the non empirical
analysis carried out so far, the effective-
ness of KCTE’s evaluative system is
generally questionable because:

1k It is not an integral part of the
student teaching program

25 It reflects lots of shortcomings poss-
ibly affecting the wvalidity of the
assessment

3. There are lots of potential threat to

the reliability of the assessment

4. It is very unlikely to give allowance
for proper feedback to student
teachers, and

5. The final teaching grade could hardly
be a wvalid and reliable index of
student teaching performance

Three general recommendations can be given
from the above conclusion: that the student
teaching evaluative system of KCTE has a
felt need for improvement, that ways and
means of introducing recent developments in
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student teaching must be created and that
more extended empirical survey be conducted
in the area to find out the problems mani-
fested when the evaluative system is put
into action.

The first recommendation is rather a point
of interest for further specification. If
improvement is to be brought about in the
existing evaluative system, then on what
basis should it be carried out? Amongst the
many considerations, What is needed to be at
tne top of the agenda is that such modifica-
tion will turn out to be effective if it is
to occur within the framework of an overall
restructuring of the philosophical basis of
the program. A mere focus on the evaluative
aspect does not take anywhere as this is a
reflection of the philosophical and
organizational makeup of the whole program.
In addition, the improvement is expected to
go along the conception of student teaching
and evaluation given in this paper, keeping
very recent developments, if any, as well.
Information from surveys on the problems and
practices of the existing system can also be
utilized.

Given the above general considerations, what

are then some of the aspects in the evalu-
ative system that need modification?
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The purpose of the evaluative system
must be more of informative and edu-
cational rather than mere certification
of teaching competence.

The evaluative activities should occur
at the pre student eaching phase and
extend throughout the program upto the
post student teaching phase.

The classroom observation should be
designed so as to provide opportunity
for teachers to develop their own judg-
ment of what goes on in their own
classrooms, should sharpen their aware-
ness of what their pupils are doing and
the interaction that takes place in
their classes, heighten their ability
to evaluate onr’s own teaching prac-
tices (Williams, 1989).

The evaluative system should constitute
data from different sources with the
help of varied techniques.

It must be recognized that changing the
letter grading into a pass/fail system
may offset the major limitations indi-
cated in the analysis. It must be
clear, however,that changing to a
pass/fail approach does not mean, as
some individuals say, abdicating the
responsibility for evaluating_ the
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student teacher in so far as this is to
be made with a carefully developed
comprehensive evaluation form which
indicates strengths and weaknesses of
the student teacher and the potential
that s/he possesses (Bennie, 1972, p.
110). If letter grades are given, an
effort should be made to make them
reflect some degree of differentiation.
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