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Abstract 
The main purpose of the study is to assess the practices of trainees , peliormallce 
evaluation with reference to PBTVETC in AACA. III order to attain the purpose 
of the study basic questions were raise in relation to tile focus, methods, 
effectiveness and frequency of assessment, the conditions that affect assessment, 
the kind of attitude that trainers, and tile colleges' staff have alld tlte future 
positive expectations of trainees' performance evaluation. Descriptive survey 
method of research was employed. For tile attainment of this purpose data were 
gathered from trainees, trainers, deans of the colleges and AAEBO. Purposive, 
availability, stratified and simple /'{Indom samplings were used Data were 
gathered through questiollnaire illcludillg both closed alld open el/{Ied questions. 
In addition, interviews, observation checklists and documents analysis of 
statistical data were observed. The finding of the study revealed that various 
methods of assessment are employed ami trainers also IlUve focus on variety of 
assessment practices like skills, factsltlwory, value and attitudes, both practical 
and theoretical in assessing trainees' performance even if they stick on specific 
assessment methods and much focus on assessing trainees more of theoretical or 
facts. Continuous assessment metizod is considered as tile keylmain type of 
assessment but it may not be fully employed. The frequency and effective 
application of assessment methods as well as assessment tools and other 
practices of assessment affected with different conditions such as scarcity of time 
for trainers, lack of awareness about assessment, lack of clear and transparent 
assessment procedures etc. The attitude of trainees and ti,e colleges' staff 
towards trainees' performance assessment was nearly equally divided. Some are 
in favor and others are against. There are also other problems which affect the 
practices of assessment/evaluation on the part of the colleges' staff and problems 
to the part of the AAEBIMOE. These are like lack of assessor training, less 
communication between the AAEB and PBTVETC, lack of adequate, clear and 
standing Irelatively permanent guidelines or directive ill assessment. Finally, to 
alleviate the prevailing problems, it is recommended that the AAEB ami 
PBTVETC should create a bond and work together in areas of training of 
assessors, in developing guideline or manuals on assessment, in quality 
assurance of assessment, in fulfilling and maintaining internal facilities of the 
colleges, creating awareness by AAEBIMOE on training providers about 
assessment practices and also imparting them with tile necessary materialsl 
directives of assessment. Generally, to solve tile problems of the present 
assessment practices in PBTVETC and to maintain a standard in addition to 
institution-based or internal assessment there could be an external or national 
assessment body and this will be the future positive prospect of assessment 
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1.1 Backgr01uId 

In the modem society, education is increasingly viewed as the primary means of solving social, 

economic and political problems (Lockheed, 1992, as cited in Surafel, 2004). Resnick and Writ 

(1996: 245) assert that, education is not only an important determinant of the occupational and 

economic success of an individual, but also the future well-being of the nation---the nation's 

strength is rooted in its ability to compete economically, and its ability to perform economically 

is rooted in its educational system. According to Resnick and Writ (1996: 248), assessment is a 

critical component of education reform that will be required to prepare students for the 

workplace of the future. Thus, assessing the performance of trainees/ learners in the various 

levels of the educational system as one component of education is necessary. Other authors like 

Race and Brenda (2005: 2-4) asserted that an assessment has always been an integral part of 

education; and the most relevant for quality assurance of education. They further indicated that 

assessment tasks and the feedback students receive on their work could show them what the 

intended learning outcomes mean in practice. 

Furthermore, Brown and Pendlebury, (1997: 8) stated, the importance of evaluation as a process 

of collecting data for the purpose of making decisions about individuals and groups, and this 

decision making is the reason that assessment touches so many people's lives. More specifically 

in the context of education, assessment is performed to gain an understanding of an individual 

learner's strengths and weaknesses in order to make appropriate decisions. 

Another research finding by Johnson and. Johnson (2002: 5) has also shown that the purpose of 

the assessment, its focus, the setting in which the assessment will take place, who are the 

relevant stakeholders and the evaluation procedure must be understood in the selection of 

students' performances that is to be assessed and the procedure that will be used. 

There are many purposes of assessment. Among them is its function to diagnose students' present 

level of knowledge and skills, to monitor progress towards learning to help form instructional 

program, and provide data to judge the final level of students learning (Johnson and Jolmson 

2002: 6). 

I 
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In the teaching-learning process, evaluation of trainees attempts to measure whether the 
objectives of a subject or a course have been met. This is especially true in a situation, when 
assessment is used to evaluate trainees' performance in school training. A variation occurs when 
assessment may not be in line with the intended learning outcomes and the assessment criteria 
used may not be consistent. In addition to this, trainees often cannot undertake a course of study 
unless they have a sound foundation of prior knowledge and skills. Therefore, assessment 
enables trainees to get clear idea of current levels of achievement as a potential predictor for their 
progress. For example, according to Race and Brenda (2005: 4), passing an assessment or test 
should not be automatic, and the assurance of quality is impossible when students are not 
stretched by assessment methods. They fUl1her indicated that assessment does not just test 
subject-specific skills and knowledge, but provides an ongoing message of how well students are 
developing their learning skills and teclU1iques. 

In the year 1994, the Transitional Government of Ethiopia (TGE) formulated and implemented a 
new Educational Policy. According to this policy, continuous assessment in academic and 
practical subjects, including aptitude tests will be conducted to ascertain the formation of all 
round profile of students at all levels. On the basis of the policy and the curriculum guides 
(MOE, 2003), therefore, continuous assessment and final examinations are used in the evaluation 
of trainees at 10+1,10+2 and 10+3 levels of TVET program. 

The objective of the evaluation process is to offic ially certify trainees of TVET programs (MOE, 
1994). Therefore, since, the evaluation system of TVET has been the main instrument for official 
certification and indicator of trainees' performance for those who completed technical and 
vocational programs. Thus, making a study to assess whether or not the current practice of TVET 
evaluation system plays an important role to promote and certify trainees is necessary. 

1.2 Statement of the Problem 

There is no doubt about the importance of assessment levaluation!. It is a legitimate concern of 
those who learn, those who teach and those who are responsible for the development and 
accreditation of courses, as such it is said "assessment is the cash nexus of learning" (Brown and 
Pendlebury, 1997: 7). In addition, these authors claim that assessment is the heart of the student 
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CIIAPTER Tl-VO 

2. REVIEW OF RELATED LITERATURE 

2.1 'Il1e Definition and Concepts of Evaluation/ Assessnlent 

This chapter presents a review of related literature that is relevant to the study. Its purpose is to 

note what different educators have written regarding trainees' performance evaluation practices 

in education in general and in TVET in particular. It focuses on issues like basic concepts of 

evaluation/assessment practices in PBTVETC. International practices and experiences in relation 

to assessment were referenced. 

It is apparent that evaluation is a very common act which takes place continuously in everyday 

life. Everything is subject to evaluation formally and/or informally and, in fact, even the most 

ordinary of our deeds are constantly evaluated by us and / or by others. Our personal behavior 

whether within our own family, in our work or elsewhere, is evaluated regularly if not 

continuously (UNESCO, 1977: 15). It involves a series of related activities and a number of . 

logically ordered steps. In a training program, the term evaluation may be defined as a process 

of obtaining information about the students' / trainees' performance and using it to make 

judgments and decisions. The definition given by UNESCO (1992: 34) supports this idea. While 

discussing the issue, UNESCO (1992), indicated that evaluation in education usually is judging a 

student, a teacher or an educational program. The other definition with the same essence is the 

definition given by International Institute for Educational plruming. In IIEP (19975: 11) stated 

that evaluation in education refers to the process of determining the degree to which the 

objectives and educational activities have been achieved. Therefore, the process of evaluation 

consists of determining the degree and character of the value of something, in general. In 

education, evaluation is one of the methods that can help teachers and other stakeholders to 

evaluate an overall picture of learner's performance in the teaching and learning process and also 

determines the extent to which the objectives have been achieved. 

UNESCO (1977: 15), on the other hand, defines evaluation as the most obvious reason for 

evaluating something or some one is to estimate worth, quality, importance, relevance, 
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performance, etc., with a view to pricing, rating, correcting, improving or changing. Evaluation 
is thus not a single act. Aspinwall et a1. (1992: 2) gave exhaustive definition that evaluation is 
part of decision-making process. It involves making judgments about the worth of an activity 
through systematically and openly collecting information about it and relating this to explicit 
objectives, criteria, and values (Aspiinwal et aI. , 1992:2). Because of the relative nature of the 
above concepts, according to Scriven (1981: 3), evaluation as a process implies a comparison of 
the object under evaluation to another similar object used as a standard of comparison whose 
qualities are well known to the evaluator. Many scholars indicate that evaluation is a new 
discipline but as ancient practice. While supporting this idea, Scriven (1981: 3) pointed out that 
the systematic practice of personnel and program evaluation goes back to the dynasties in China 
and the Egyptian empire. From this point one can understand that evaluation has dated back to 
the early civilization of human being. He also argued that performance evaluation is the 
backbone of any physical discipline. Johnson and Johnson (2002: 6) also explained performance 
evaluation! assessment is collecting information about demonstrations of achievement involving 
actually performing a task or set of tasks, such as conducting an experiment, giving a speech, 
writing a story, or operating a machine. Performance Evaluation is a tool you can use to help 
enhance the efficiency of the learner. This tool is a means to help ensure that trainees are being 
learned effectively. Instructors can use it as a clear indication of what is expected of them before 
you tell them how well they are doing, and then as feedback of how well they did. 

2.2. l-urIJOSCS and Fo."nlS oi Evaluation in 'I'l"uining 

There is much debate about the precise relationship and meanings of the term assessment and 
evaluation (Brown and Pendlebury, 1997: 7). Johnson and Johnson (2002) found out that there 
could be an assessment without evaluation, but there could not be evaluation without an 
assessment. Ideally, as they further argued, one can assess continually whereas one can only 
evaluate occasionally. You can use the information provided by assessment to evaluate students' 
grades, honors and graduation based on exit criteria (Johnson and Jolmson, 2002: 6). For the 
purpose of this study, however, the terms assessment and evaluation are used interchangeably to 
refer to any procedure used to estimate student learning for whatever purposes. As evaluation is a 
varied enterprise its purposes also varying widely. Evaluation designed for one purpose may not 
be useful in achieving other goals, and so recognizing these different purposes is important when 
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designing and interpreting evaluations appropriately (International Labor Organization (ILO), 
1999: 21). From this idea one can easily understand that the purpose of assessment can affect the 
kind of evaluation undertaken. Brown and Pendleburey (1997: 7), suggest the following purposes 
of assessment/evaluation. According to them, the purposes of evaluation are to: 

~ Provide feedback to students/trainees to improve their learning, 
~ Motivate students, 

~ Diagnose a student's strengths and weaknesses, 
~ Help students to develop their skills of self-assessment, 
~ Provide a profile of what a student has learnt, 

~ Pass or fail a student, 

~ Grade or rank a student, 

~ License to proceed, 

~ Select for future courses, 

~ Predict success in future courses, 

~ Predict success in employment, 

~ Select the future employment, 

~ Provide feedback to teachers/trainers, 

~ Improve teaching, and 

~ Evaluate a course's strengths and weaknesses 

From the above points, it is not difficult to understand that evaluation uses to refer to any 
procedure used to estimate student learning for what ever purpose. Assessment/evaluation 
touches everyone's life. Evaluation as a process of collecting data for the purpose of making 
decisions about individuals and groups, and this decision-making role is the reason that 
assessment/evaluation touches so many people 's lives (Ysseldyke, 2004: 46). As pointed out by 
Gronlund (1976), even if the main purpose of evaluation is to improve learning and instruction, 
there are also other secondary or supplementary to this major purpose. For example, some of the 
more important supplementary uses are: use in reporting learner's progress; use in guidance and 
counseling; use in school administration; and use in school research (Gronlund, 1976: 3). 
Despite, there are many major and also additional purposes of assessment/evaluation, it is clear 
that the core purpose or focus of it has been on measuring learner's progress toward instructional 
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goals or outcomes. This idea also supported by ILO that the purpose of evaluation is to weigh the 
results attained by the program against its initial objectives. The reasons that may have caused 
detected deviations are identified in order to take corrective measures (ILO: 2008). To the 
modern educator the ultimate goal of evaluation is to faci litate learning (Taiwo, 1998: 2). 
According to him, this is done in number of ways, for example, i) proper placement of learners 
according to their abilities, ii) improvement or enrichment of the quality of instruction and iii) 
revamping of the curriculum. In order achieve this ultimate goal; four intermediate purposes of 
evaluation can easily be identified. These are 1) Placement 2) Diagnosis 3) Formative, and 4) 
Surnmative (Gronlund, 1976; Brown and Pendleburey, 1997; and Taiwo, 1998). These four 
purposes of assessment/evaluation are highlighted below. 

a) By placement, it is the classification of learners in classes or sections accord ing to their 
demonstrated knowledge, skill or ability in some subject areas or it is concerned with 
entry behavior or performance in sequence of instruction. Therefore, the aim of 
placement evaluation is to determine the position in the teaching and learning sequence 
and the mode of instruction that are most likely to provide optimwn achievement for each 
student. 

b) While placement puts emphasis outcomes, diagnosis concerns itself with gaps in student's 
knowledge, understanding or skills. In diagnosis, emphasis shifted from outcomes to 
causes of deficiencies. The individual's educational weaknesses are pinpointed in order 
to plan remedial work for him/her, to revise teaching strategies, to revamp or rearrange 
some elements of curriculum (Gronlund, 1976; Gronlund and Linn, 1990 and Taiwo, 
1998). Thus, the primary aim of diagnostic evaluation is to determine the causes of 
learning problems and to formulate a plan for remedial action. If the test included 
observation and measurement of which skills were or were not used, then the assessment 
would have been diagnosis. 

c) A type of evaluation procedure which provides information about student' s learning progress 
during instruction. Its purpose is to provide continuous feedback to both student and 
teacher concerning successes and failures. Formative assessment/evaluation is sometimes 
equated with continuous assessment. Strictly speaking, formative assessment does not 
contribute to the marks for a module (Gronlund, 1976: 17; and . Brown and Pendleburey, 
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1997). Formative assessment/evaluation should be conducted continuously throughout a 

course. It should use to improve instruction and learning, and to keep both students and 

teachers aware of the subject objectives and the learner's progress in meeting those 

objectives. The results of formative assessment/evaluation are analyzed and used to focus 

the efforts of the teacher and students. 

d) Surnmative evaluation is undertaken at the end of instruction to determine the 

student's/trainee's achievement. Swnmative evaluation typically comes at the end of the 

course. It is designed to determine the extent to which the instructional objectives have 

been achieved and is used primary for assigning course grades or certifying student 

mastery of the intended learning outcomes. It is used with formative assessment to 

determine student achievement and program effectiveness (Airasian, 1997; Capper, 1996; 

Brown and Pendleburey, 1997; Gronlund and Linn, 2000 ;) . Although the main purpose 

of surnmative evaluation is grading, or the certification of student mastery, it also 

provides information for judging the appropriateness of the course objectives and the 

effectiveness of the instruction. 

2.3. lUcthods and I'roccdlU'cs in 'I'.-aillccs· I'c.-io.-nulncc 

Evaluation/ Assessnlcnt 

Assessment as the process used for determining an individual 's progress or level of 

mastery/competence in an occupational area. This may include a wide variety of teclmiques such 

as (practical) performance tests, written tests/examinations, evaluation checklists, assignments, 

and oral tests. The assessment process may be formative (continuous) and/or summative (final). 

In the competency-based system of vocational qualifications, assessment of trainee's 

performance is continuously performed in order to monitor and determine the trainee 's progress 

or level of competence/mastery which will be recorded on appropriate recording instruments. 

There will be both formative and summative assessments of competencies leading towards the 

award of vocational qualifications. The assessment and testing package sets out the details of the 

formative and summative practical performance testing (ILO, 2008). The assessment process 

ultimately influences the testing, evaluation and certification process. According to Liru1 and 

Miller (2005), assessment is an integrated process determining the nature and extent of student 
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and Pendlebury (1997) commented that the evaluation/assessment system in higher education is 

forcing both students and stafftowards a strongly judgmental approach. Therefore, it is crucial to 

give emphasis to both judgmental and developmental assessment/evaluation by relating 

curriculum/module objectives, instruction, and assessment/evaluation should be designed to 

enable students to develop knowledge, skills and attitudes necessary fo r leading an active and 

healthy lifestyle. 

Using one or two evaluation methods may not as such provide accurate information about the 

students' performance in their learning. Determining a true picture of the learners' performance 

and other personality characteristics require analyzing the fo llowing factors (LilID and Miller, 

2005: 258-259): 

1. Focus on learning outcomes that require complex cognitive skills and student performance. 

Capper (1996) explained that there are several ways to improve the quality of tests and test items 

so that they promote students ' use of knowledge and encourage the development of higher 

thinking and problem solving abilities. Some of the strategies for improving tests and test items 

are to: engage students in applying what they have learned to new situations, engage students in 

restructuring knowledge, encourage creative thinking, measure students' understanding of 

patterns and relationships, measure ideas and concepts that provide students with explanatory 

power, and engage students in real-life contexts and tasks. 

2. Select or develop tasks that represent both the content and the skills that are central to 

important learning outcomes. 

The learning objectives express the desired outcomes of the learning process. The basic 

competencies are the essential and specific skills, knowledge and attitudes that learners should 

acquire. They are stated in behavioral and measurable terms. They are performance objectives 

that are the basis for what students are learning. Therefore, it is the basic competencies that 

should be assessed. Among these competencies some are related to knowledge and 

understanding and others to skills and attitudes. Knowledge and understanding are usually stated 

with action verbs such as explain, describe, identify, name or state. These can be assessed 

through written tests, exams, quizzes and/or assignments. 
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2. Clearly communicate performance expectations in terms of the scoring rubrics by which 

the performance will be judged. 

Specifying the criteria to be used in rating performance help clarify task expectations for a 

student. Explaining the criteria that will be used in rating performances not only provides the 

learners with guidance on how to focus their efforts it has also to convey priorities for learning 

outcomes. 

As repeatedly stated, both the learner and the teacher benefit from the introduction of 

assessment/evaluation in such a way that the former is assisted by the latter so as he/she achieves 

the intended objectives. Teachers wi ll be expected to employ various teclmiques of 

assessment/evaluation, properly record the learner's achievement. To support the learner and to 

put these in to practice the number of students in a class should be manageable. A large class size 

may hinder teachers from a proper implementation of assessment. It would require them to spend 

more time to assess and record students' achievement. The lower the number of students, the 

better the student performance or teaching quality is likely to be. This position has received 

support over the century Glass and Smith cited in (Mateo and Fernandez, 1996). A few more 

recent studies also supported a positive relationship between a small class size and a pmper 

implementation of assessrnent'evaluation (Glass, Smith and Filby, cited in Mateo and Fenandez, 

1996). However, as is shown in Mateo and Fenandez (1996) there can be a weak relationship 

between class size and teaching quality. There seems to be some consensus, then, that reduction 

in class size is not the panacea for all the problems currently besetting educational system. Large 

class size has a negative impact in using different methods of assessment and giving feedback to 

students. 

2.4.1. Continuous i\sscsSlllcnt. 

The major purpose of using continuous assessment is to continuously follow students' learning 

progress so as to identify those students who have and have not mastered a particular IGlowledge 

and skills and respond quickly and effectively to students' real or perceived learning problems 

and hence improve their learning (Capper, 1996; Murphy; 1995). Continuous assessment can, 

therefore, be a means of carrying on assessment formally within the classroom, yet at the same 

time make valid judgments about a given student' s progress within a particular subject area. 
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Capper (1996) defines continuous assessment as a process of evaluation system that operates at 

the classroom level and is integrated with the instructional process. According to Johnson and 

Johnson (2002: 6) continuous assessment defined as collecting information about the quality or 

quantity of a change in a student. It includes a variety of measure (i.e., daily assessing students 

using observation, oral questions tests or quizzes, etc.) and procedures that a teacher can use to 

tell whether his or her instruction has been effective to target those students who have and have 

not mastered particular skills. It serves as the foundation for improved instruction in the 

classroom. 

Similarly Torrance (1995) defines continuous assessment as a process of gathering valid and 

reliable information about the performance of the learner on an ongoing basis against clearly 

defined criteria using a variety of methods, tools, techniques, recording the findings, reflection 

and reporting by giving positive, suppOliive and motive and motivational feedback to learners, 

other educators, and parents. 

Continuous assessment permits a wide range of curriculum topics and domains to assess such 

ability to plan organize, which cannot be adequately assessed in a one- shot examination. It is 

necessary that teachers know what knowledge and skill their students have mastered and what 

attitude they havc developed. Continuous observation and documentation of student performance 

and behavior are means of gaining this information. 

The purpose of continuous assessment is to improve learning and to help shape and improve the 

teaching! learning process. In this role, continuous assessment provides each learner with 

individual feedback that allows them and their teachers to take actions best suited to improve 

their learning. Continuous assessment also allows for the design of assessment tasks, which fit 

the interests of a group of learners. For instance, depending on the nature of data required, 

assessment includes tests and examinations to measure cognitive development of learners, 

observation and recording students' progress in learning activities, self-assessment records made 

by learners themselves. 

Continuous assessment can serve as reminders to students of what is expected of them and help 

the teacher to determine the progress of each individual student. Because it is ongoing and 

process-oriented, continuous assessment is inextricably tied to instruction. FUlihermore, 

continuous assessment focuses on monitoring learning progress and diagnosing learning 
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2.4.2. Final Examinations 

End-of-year (course) examinations are not considered as continuous assessments. An 

examination is a formal evaluation given at the end of a school year (course). An end-of-year 

(course) examination is primarily meant to provide information that can be used to judge whether 

a learner has learned the major objectives of a course after the course is complete. An 

examination is not primarily meant to give information to help shape and direct the teaching! 

learning process. 

Foucault (as cited in Gray and Wilcox, 1996: 119) indicted that it is in an examination that 

hierarchal observation and normalizing judgments are uniquely combined. Examination "is a 

normalizing gage a surveillance that makes it possible to qualify, and punish. Foucault further 

identified three characteristic of the examination. First it exercises a disciplinary power which, 

while invisible itself, makes compulsorily visible those who are subjected to it and at the same 

time "holds them in a mechanism of objectification." Second, the procedure of examination 

situated individuals in a network of documentation as part of a "meticulous archive" which 

captured and fixed them. Third, examination makes each individual a "case", it is the individual 

as he/she may be described, judged, measured, compared with others, in his/her very 

individuality that has to be trained or corrected, classified, normalized, excluded, etc. 

There have been arguments for and against examination. According to Ebel (1979) examinations 

have been "in and out of fashion "There were and there are still educators who claim that schools 

do not need exams or we might do a better job of educating students if exams were banned. 

Hughes and Stanel (1981) points out that ideally education would be better off with out 

examinations. For them if examinations do not foster learning, they should go. But it is the belief 

of the majority of others that evaluation in general and examinations in particular are one of the 

means of quality control. Therefore, not only examinations are needed but also different 

methods of evaluation/assessment can be used in assessing learner 's performance. 
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requirements of industry and trainees. It should be redesigned in such a way that the Government 

and the private sector perceive it is not as a cost or burden, but as an investment, with significant 

returns to workers, industry and the economy (World Bank: 2007). 

2.4.5. EII1IJloyers 

Organization must perform in accordance with the relevant training plan; take all reasonable 

steps to enable the apprentice or trainee to complete both formal training and on-the-job training 

requirements. Specifically, they are required to: 

• provide all necessary facilities and opportunities for the apprentice or trainee to acquire 

the competencies of the vocation, 

• provide a workplace that meets occupational health and safety legislation requirements 

and is free of harassment or discrimination, 

• release the apprentice or trainee as required for attendance at the relevant registered 

training institution, 

• liaise with the relevant registered training organization in relation to the apprentice or 

trainee's attendance and participation in formal training, 

• provide information about the apprentice/trainee's on-the-job training to support the 

institution' s assessment of competency, 

• injury to an apprentice or trainee that would affect the apprentice or trainee's ability to 

complete the school based apprenticeship or traineeship, and 

• change to the Training Contract. 

2.4.6. AIJIJrentices (Trainees) 

A trainee must, in accordance with the relevant training plan, make all reasonable efforts to: 

• acquire the competencies of the vocation concerned, 

• obtain an appropriate qualification or qualifications for that vocation, 

• complete their college certification, 

• follow any lawful instruction of their employer or workplace supervisor, and 

• abide by the policies and procedures of the workplace and become a valuable 

trainee. 
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2.4.7. Institutions 

Where an apprentice or a trainee is sent by the TVET institution, the institute must: 

• sign the Training Contract, and 

• uphold the apprentice or trainees' legal responsibilities until a trainee return. 

Trade associations or industry-led groups will be encouraged to playa facilitating and supportive 

role for promotion of the apprenticeship system. Importantly, linkages should be developed to 

ensure that apprenticeship training is recognized under a future qualifications framework. 

Soon after completion of the apprenticeship programme cooperating organizations are expected 

to send trainees' performance results to training centers. This result will be taken serious and 

converted proportionally to the marks given on the transcript for the record. The apprenticeship 

could be conducted in the time convenient for the local situation as the options indicated in the 

apprenticeship guideline (MOE, 2003). 

2.5. Issues in Trainees' Evaluation/ assesSlDent in TVET 

According to ILO (200 1...), modularized instruction is competency-based instruction. I.e., 

assessment of trainees is done against a clearly defined task that he/she has to perform under 

certain conditions and up to a certain standard, regardless of the time spent in training. In 

modularized instruction, breaking up of curricula content is done differently, where each unit is 

self-contained, i.e. each unit is independent and contains all the theoretical knowledge, practical 

skills and attitudes required to achieve the skill targeted by the unit. This method of breaking up 

curricula content allows for each unit to be used in different contexts and to be changed, 

modified or deleted without having to change the whole curricula The approach to 

modularization clarified above implies the following definition of a module: An instruction unit 

conceived to deliver an employable skill (ILO: 2001). Further, ILO indicated that a module then 

has the characteristics: self-containment as far as possible, with defined entry and exit 

qualifications. Its contents are: 

~ Teaching/learning subject 

~ Instruction/learning methods 

~ Teaching/learning objectives (if possible, in operational form) 
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~ Required equipment 

~ Assessment method. 

From the above discussion it may be possible to argue that competency -based training puts even 

higher loads on the administration and the trainers of the TVET system. However if the 

appropriate preconditions are met (mainly teacher training/experience, organizational flexibility), 

the problem could gradually be solved. Therefore, teachers training, in the teaching methodology 

and evaluation /assessment techniques are indispensable in this new system. On the same issue 

ILO (1999) argued that modules cover major areas of competencies and are an organized group 

of "learning experiences assembled to achieve a specific group of related objectives." (ILO: 

1999). Each module or set of modules is assessed and participants are required to be competent 

in each module before learners moving on to more advance ones. 

Teachers most often used assessment to obtain information that helps them improve their 

instruction. This in turn helps them to bridge the gap between curriculum standards and student 

achievement. Assessment is also used for accountability purposes, for both students and trainers. 

Assessment for school improvement should rely primarily on information gathered in the school 

about student work over time. Assessment is important to make decisions about students and to 

improve education, from changing curriculum to rethinking the structure of the school day. 

Essentially, the assessments provide rich data for use in thinking about improvement. In addition, 

the processes of doing classroom assessment and using the resulting information help create an 

environment of thoughtful reflection on how to improve curriculum and instruction. Again, the 

kinds of assessments used flow from an instructional perspective rather than from measurement 

view (Darling-Hammand, et aI., (1995); Neill, et ai, (1995). 

2.6. Effectiveness/ A~~ura~y oi Assessment Tools 

Effectiveness of assessment means assessment practices should be carried out in such a way that 

they promote, encourage and support ongoing student learning and development. Simple 

statistical evaluation should be carried out to check the quality of teacher-made tests and to gain 

reasonably accurate information from the assessment tools. In view of this fact, Mehrens and 

Lehman (1991) stated that classroom teachers often by pass quality control checks on their tests 
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and explained that the probable causes are either they do not know how to make quality control 

or they think that it will be too much time consuming. 

According to Taiwo (1998: 61) item discrimination helps to determine the relative rank ordering 

among students with respect to the content. In the process, items that do not discriminate an10ng 

students according to their rank order should be removed or revised. 

Testing and evaluation is a process of discussion, making decisions, and of implementing these 

decisions at several stages, at least before and after the administration of tests. The ideal test is 

one, which provided dependable measurement (reliability), that measured only what it was 

supposed to measure (validity), as well as being cheap and easy to use (practical). The tester and 

the teacher-examiner must strive towards this ideal, however distant it may appear to be. Nitko 

(1996) has however, drawn attention to the fact that validity, in terms of assessment, is how well 

the test measures what it was supposed to measure. It is evident that a valid, assessment must 

also assess a sample of the abilities that are required in the curriculum. The questions must not 

only test the knowledge levels but also the comprehension, application and skills. 

Given that classroom progress tests are administered weekly or monthly, for example, at the end 

of a unit or a component of instruction, and that the contents of such tests are quite specific in 

terms of referring back to recent class work to the extent that they appear to be extensions of 

teaching material, Harrison (cited in Broadfoot, 1995: 49) argues that "It should not be too 

difficult to establish the validity of the tests, since there is a direct link with known content." 

Again, content validity can be established with the help of the opinions of colleagues. 

To conclude this part, even though it is believed that statistical analyses of tests are the most 

powerful instrument to maintain the quality of test items, unless the original collection of items is 

carefully constructed in such a way as to broadly sample the important content, no statistical 

analysis can turn a poorly conceived and badly written collection of items into a good test (Li1ill 

and Miller, 2005: 68-69). 
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2.7. Attitudinal Issucs of T .. ainc .. s und 'II'UUICI'S towu.·d 

ASSCSSlncnt/ cvuluution 

Considerable evidence demonstrates that attitude plays an important role in determining behavior 
(Kraus, 1995, cited in Capper, 1996), and attitudes about assessment should not be different. 
Perhaps surprisingly, Cooper (cited in Capper, 1996) could find no study that examined whether 
teacher or student attitudes about assessment served as a significant predictor of assessment 
behavior and student achievement. Further, assessment is often the source of considerable 
friction between teacher and student. Past research has assumed that beliefs about assessment 
have an important influence on achievement. 

Educators and researchers agree that teachers' low interest or negative attitude towards 
assessment has been one of the variables that contribute to ineffective assessment 
implementation. In view of this, some researchers such as Nitko (\996), Gronlund and Linn 
(2000), and Linn and Miller (2005) are convinced that a new assessment program can succeed 
only if teachers accept it. If teachers do not accept the basic philosophy of a program, one can 
hardly expect that it will be properly implemented. It seems obvious, here, that teachers are more 
likely to assess students successfully if themselves accept the basic inputs of the program. 

Taking the above view into account, in Ethiopian context Teshome (200 \) has evidenced that 
teachers must understand the assessment process, feel secure about it and accept it as their own 
for its effective implementation. But, insufficient training, lack of adequate materials, lack of 
moral support, and lack of orientation and assistance from concerned body make it difficult for 
teachers to appreciate and apply assessment. 

2.8. TI"aulers Effectiveness UI evuhmtioll/ ASScsslllcnt oi 'II'uulCes 

Standards for teacher competence in educational assessment of students are part and parcel of 
instructional process. One cannot think of instruction without giving due consideration to the 
assessment aspects of the outcome of instruction. Responsible teachers have always used tests to 
measure the progress of each student in learning and the effectiveness of instructional program 
(Ebel, 1979: 4). 
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Although teacher made tests are useful and suitable to measure leamers' achievement, they have 

some deficiencies. These deficiencies emanate from such situations as ambiguous questions, 

excessive wording, and lack of appropriate emphasis. These deficiencies can be minimized by 

careful planning and by following rules of test- item construction (Mehrens and Lehmann, 1991). 

Brown and Pendlebury (1997: 9) argued that each of the aspects of assessment are may suffer 

from weaknesses. The sample may not be representative of the student's capabilities if may 

drawn to marrow of a domain -such as only written examination- and if may be over - weighted 

towards particular skills of methods. The inferences drawn about a student's assignment may 

very widely from assessor to assessor, particularly if they are not using explicit criteria or 

marking schemes. Estimates of worth in terms of marks or grades may vary, so too may degree 

classification. They pointed out the following list of some of the weaknesses of assessment 

system: 

~ Overload of students and staff. 

~ Too many assignments with the same deadline. 

~ Insufficient time for students to complete the assignments in the time available. 

~ Insufficient time for the staff to mark the assignments before the next semester. 

~ Inadequate or superficial feed back provided. 

~ Wide variations in assessment demands of different molecules 

~ Wide variations in marking across modules 

~ Wide Variations in marking within modules. 

~ Wide variations in marking by trainers. 

~ Fuzzy on non - existent criteria. 

~ Undue precision and specificity of marking schemes or criteria. 

~ Students do not know what expected of them. 

~ Students do not know what counts as good or bad assignments projects. 

~ Assessment valued by as on extra rather than a recognized use of staff time. 

~ Project supervision seen as on extra or the real time involved is not recognized. 

2.8. I. HanageJnent of Tests and Evaluation 

Judging the value or worth of performance at college level has been a hot ground of debate not 

only at the PBTVETC but also in many places in the country as well as in the world where 
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examinations are used for promotion and selection into jobs. In his analysis of problems of 

evaluation at Moi University, Professor Maranga reports, "students, lecturers, employers, the 

community and politicians complain in the manner evaluations are managed."(Maranga, 

1989:27). Although the problems of the PBTVETC may not be exactly like those at Moi 

University, we definitely have problems that need to be identified and grappled with. 

Normally, we try to measure achievement either to describe students' knowledge and skills or as 

a basis for making decisions. Many educators also believe and accept the notion that the most 

important function of any performance test is to provide feedback regarding the effectiveness of 

learning. As Dressel (1968) has stated, "An examination, in the best sense informs students and 

teachers of their mutual progress." (Dressel, 1968: 78). In other words, when we measure 

achievement, the aim is to get information that will be helpful in planning and evaluating 

instruction. When done properly, a test may describe the students' level of performance and also 

may help in making decisions about the students' education. 

I think there is little or no question as to why we measure achievement; the question is when, 

how good and how often we should measure performance. There are some educators who say 

that "The teacher's knowledge of the students should be the result of continuous evaluation 

throughout the educational process." (Remmers et al.,1969:91). But there are many here at 

PBTVETC who thinks of examination as an activity to be completed at the end of a course. It is 

this group of trainers that is criticized for not effectively evaluating the competencies and 

development of their trainees. 

Many educators at the PBTVETC seem to be dissatisfied with present system of evaluation. This 

is especially true with those instructors who teach large classes. In fact, it is said that, these days, 

the number of quizzes, assignments, written reports, student projects given to students is 

inversely related to the size of the class one teaches. One tends to give fewer tests as the number 

of students gets bigger. 

It is true that poorly constructed tests may make our present evaluation system even worse. It is 

also true, however, that trainees must be evaluated in some manner, whether by marks or 

comments on training level of proficiency. It is only if tests are properly conceived and executed 

that they will assist in the proper verification of student progress. We, for example, need to know 

if trainees have learned enough in their present year to warrant promotion to the next year. We 
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need to know about trainees' achievement in order to certify their accomplishment to other 

educational institutions and the world of work. 

Unless continuous and comprehensive evaluative evidence concerning our students are properly 

undertaken, it will be neglecting our primary role in the classroom - to teach. Because whether 

we succeed may be ascertained by the intellectual growth and development of our students. So in 

order to gauge their progress, each trainer must employ continuous and comprehensive 

evaluative techniques as much as possible. 

The writer believes, like other trainees, that no single teacher - made test should be the only 

basis of important educational decisions. Academic achievement measured by a series of 

teacher-made tests over a period of time should be considered in the whole picture of students' 

achievement. As Nunnally (1972: 106) states, "To reach important conclusions about students on 

the basis of only one teacher-made test would be unwise as it would be for the prospector to 

abandon his claim because the first shovel-full was not brimming with gold." 

2.8.2 Test Administration 

Preparing, relevant, balanced and efficient test items will help the instructor to measure and 

evaluate his trainees maximal performance depends upon both the physical and psychological 

testing conditions. It is understandable that the same condition that promote effective learning be 

continued during the test; that is, the examination hall or room should be quiet, well lighted and 

free from any disturbance. 

Examinees should have adequate space for writing and keeping test materials. The seating 

arrangement should be made in a manner to discourage the less prepared student from cheating; 

that is, copying from able individuals. 

When one looks at the situation of test administration in most PBTVETC, one finds many 

problems that have led many people to complain. The dissatisfaction arises from the seating 

arrangements in examination halls. In most cases tests are conducted in regular classrooms that 

are crowded. For example, a classroom that can accommodate thirty students for teaching will 

not have sufficient space of testing thirty students. It is not unusual to find instructors giving 

their exams in classrooms that are crowded and thereby making their measurement spurious. 
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every course he conducts at the institution during the training program. It is the combination of 
all the grades that an individual student accumulates over a prescribed period of time that finally 
determines whether he has achieved the standard of the institution that certifies him. Be it for 
eventual certification or for the help students might need while in school, we obviously must 
keep pertinent subject-matter achievement and other behavior data that will give the interested 
party a meaningful picture of each student. 

Test results are generally stored in students' cumulative folders andl or computers. In either case, 
one must somehow ensure that the information is readily available for those who should have 
easy access to them. 

As all teachers do not follow the rules for proper measurement, there are also other who are not 
knowledgeable enough to use the academic records of their students correctly. Therefore all data 
on file should be reviewed periodically to determine their present usefulness and accuracy. 

In conjunction with maintaining these cumulative records of students, it is expected that each the 
department head and the dean be familiar with the rules and regulations that govern the status of 
students. There have been occasions when individual students have been allowed to take 
supplemental examinations to improve their status. 

It is known that the Registrar's Offices of each college make regular contacts with various bodies 
of the college. Because of these contacts the Offices have been in a position to run into 
inconsistencies of decisions taken by some department heads, deans and individuals instructors 
regarding registration, grade reporting, academic deficiencies, repeating courses, etc. It was, 
therefore, felt necessary to probe into these areas and see if those involved really know what the 
rules are. 

2.9. Fre1luency of Evaluation/ Assessnlent 

Frequent assessment, linked to well-planned goals, encourages learners to pace themselves and 
keeps up with their studies. In frequent assessment, learners need to understand what they are 
supposed to learn, why they are learning it, and how they are progressing (Eggen and Kauchak, 
2001 and Gronlund and Linn, 1990). 
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Assessment can be placed in two categories: alternative assessments and traditional assessments. 

Alternative assessments include observations, performance assessments, student self-assessment, 

and portfo lios. Traditional assessments include classroom achievement tests with predominately 

selection type questions (Bol et aI. , 1998). Classrooms are diverse collections of students and 

learning is a complex process. In order to provide valid and usable information, assessment 

needs to be given in a variety of ways, using both traditional and alternative methods. The TVET 

teacher should include a wide variety of assessment tools that include traditional and alternative 

assessments. This is also reflective to what Airasian (1997) and Bol et aI. , (1 998) found. The 

frequency with which teachers used traditional methods of assessments was not associated with 

the frequency with which they used alternative assessments. 

2.10. Fccdbncl, ami Evoillotioll/ A88CJ!l811UlIli 

The relationship between learning, motivation and assessment is strong. Assessment information 

allows the teacher to find out whether his/her instruction is helping students meet criteria of 

mastery or make acceptable progress along training continuums. 

Feedback or knowledge of results has been considered as the lifeblood of learning (Rowntree, 

1987). Moreover it is a crucial feature of the teaching/ learning process for it contributes directly 

to progress in learning through the process of formative assessment and indirectly through the 

development of learners academic self-esteem (Gipps, 1994). It is useful to give feedback to 

students as often as possible and at the same time tell students to keep record of their work. 

Furthermore, teachers use assessment for more than just getting sound information in order to 

make in~tructional deci~ion~, Teachers also use assessment for accountability reasons, to help 

students be accountable for their learning. "Apart from guiding instructional decisions, a newer 

role that is forming for assessment is that of determining instruction.-"pressure to teach to the 

test" (Bol, et aI. , 1998). 

Assessment gives us essential information about what our students are learning and about the 

extent to which we are meeting our teaching goals. But the true power of assessment comes in 

also using it to give feedback to our students. Improving the quality of learning in our courses 

involves not just determining to what extent students have mastered course content at the end of 

the course; improving the quality of learning al so involves determining to what extent students 

are mastering content throughout the course. Thus, in addition to providing us with valuable 
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information about our students' learning, assessment should assist our students in diagnosing 

their own learning. That is, assessment should help students "become more effective, self­

assessing, self-directed learners" (Angelo and Cross, 1993: 4). Various classroom assessment 

techniques have been developed with this in mind. The classroom assessment techniques 

provided both measuring student mastery of content and at providing students with the feedback 

they need to become active participants in the learning process. Indeed, such feedback can 

positively influence what our students learn because assessment drives student learning. 

In relation to the usefulness of feedback, that follows tests, Heaton (1990: 7) notes: If details of 

their performance are given as soon as possible after the test, the students should be able to learn 

from their weaknesses. In this way a good test can be used as a valuable teaching device. 

2.11. An overview of intel'national l,ractice with regnrd to 

evaluation/ assessluent 

Today's educational systems, both in developing and the developed world are searching for more 

suitable modes of evaluation/assessment. To this effect, various studies have been undertaken in 

recent years on assessment (evaluation) systems. Separate research was conducted by Mclean 

(as cited in South African Institute of Department of Education (SAIDE), 2003) on international 

practice. In this document it was tried to raise a caution about international policy sharing. As 

Young (cited in SAIDE, 2003) argues that the broad functions of preparation for work and 

selection for jobs, which are generally associated with vocational education, are common to all 

countries; so some form of the academic/vocational divide, and the frequent corollary of low 

status of vocational qualifications. However, these things happen in very different ways as far as 

vocational education is regarded. Useful comparisons are therefore extremely difficult. Young 

further argues that vocational education in different countries is located different institutional 

contexts and in different histories, and involve different roles and assumptions for the state, for 

educational institutions, for employers, and for other social partners. However, he argues that an 

examination of the ways that vocational qualifications are organized in different countries can 

enable anyone to question some of the assumptions and purposes of assessment, and can 

highlight aspects which can be taken for granted. Some key international systemic differences in 

provision and systemic organization of evaluation/ assessment in TVET are shown below. In 
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some countries, such as Europe, and South East Asia, the state has played a key role in the 

development of vocational education. In the UK, and USA (Young, in SAIDE, 2003), on the 

other hand, the state has played a minimal role. There are still significant di fferences between 

countries with a weak role for the state. One is the professional/vocational division in some 

countries is very marked (e.g. UK, SA); in other countries such as the USA it is minimal. Related 

to the professional/vocational divide is the relationship between higher education and vocational 

education (e.g., in SA currently can hardly go to higher education on the basis of a qualification 

obtained in TVET colleges, as opposed to Finland, in which vocational institutions at a 

secondary level prepare learners to continue at a higher education level). In the USA, on the 

other hand, degree courses are available in vocational or applied subjects, In countries where the 

state has played a strong role, a significant difference is the extent to which TVET is built on 

employer-led institutions (like apprenticeships), and established through social partnerships with 

trade unions (Young lists Germany, Austria, Denmark, and parts of Switzerland as the main 

examples) and countries in which TVET is part of mainstream educational provision, based on 

an assumption that employers will always be reluctant contributors (examples here are the 

Nordic countries, France, Singapore, and Scotland). Young (in SAIDE 2003) points out that in 

Scotland educationalists have played a prominent role in the development of vocational 

qualifications. The location of certification is crucial. The UK, for example, has separate 

awarding bodies. In other countries, certification is organized within the state, or within social 

partnerships. The extent to which qualifications are treated by the state as separate instruments of 

policy (significantly the case in South Africa, with their strongly qualification led reform, but 

also the case of England and Australia with regard to certain vocational qualification& the extent 

of involvement of industry and private companies, and the nature of the involvement:- social 

partnerships, local collaboration and involvement with colleges, professional associations 

indicated as follows: 

• Assessment and evaluation in Denmark (SAIDE, 2003) is both system level (external) 

and at colleges level (internal). Assessment and evaluation of learners in England, 

Wales and Northern Ireland carry out by assessment centers through assessors and 

internal verification, while the quali ty of assessment process verified and certification is 

issued by external awarding body. 
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• In Romanian TVET system also both internal and external assessment and evaluation 

system are used. Accordingly, training and occupational standards; external national 

exam, school inspection, participation of employers in the certification exams and in the 

accreditation of school programmes are elements of conformity in TVET. Example, 

Philippine TVET Qualifications Framework focuses on units of competency. As 

defined, competency involves the possession and application of knowledge, skills and 

attitudes to perform work activities to the standard expected in the workplace. 

• Save the Children Alliance (2008), revealed that the Ministries of Education 111 

Somaliland and Punt land have the authority to approve all the standardized syllabi. The 

examination boards within the ministries have the mandate to print examinations but have 

not been involved in the preparation of the TVET examinations. Currently there is no 

standardized TVET examination and certification system within the ministries that 

enables the similar examinations to be offered in TVET centers. The vocational training 

centers prepare internal examinations, while the ministry takes the role of signing 

certificates. This has led to employers TVET Qualifications Framework focuses on units 

of competency. As defined, competency lacking faith in the trained persons, thus 

reducing the employment rates of the trainees 

We therefore caution against simplistic interpretations of policies in other countries. Policy on 

assessment, in particular, is not just related to a whole range of issues in the given country, but, 

specifically, it relates to the policies and systems of provision and assessment. The above 

discussion of these reviews reveals that systems of assessment in some societies at advanced 

level of development reflect special concern about the evaluation/assessment systems of their 

students. We notice the radical transformation in education worldwide at all levels where 

education is now being measured in terms of standards, learning outcomes and competencies. 

Most jobs profiled either in job descriptions, set out in great detail the specific competencies 

required for the job delineating all its three components, namely, knowledge, skill and attitude or 

in other words, the cognitive, psychomotor and the affective domains of learning. 

35 



2.12. l»revalent Evaluation/ Assessment ~Iethods in EthioI,ia '£VE'l' 

The modular instruction, student centered learning, communicative methodology, interactive 

teaching- learning - all these are skills being encouraged within Ethiopian TVET, all systematic 

moving away from the judgmental approaches. A constant factor in all the activities taking place 

behind the abstract terminology is that if they are to be successful they all need to be assessed, 

and that assessment has to be regular, rigorous and revealing. In other words, some form of 

assessment is a necessary adjunct to the whole process, but so far there is a problem in place to 

give a true assessment of what learners know and can do. Therefore, according to MOE (2006), 

the trainee's performance should be carefully examined through both theoretical and practical 

evaluations of in-school training and apprenticeship according to the mark allotted for every 

evaluation steps in the attached transcript. It is clearly indicated in the curriculum guide that in 

the Ethiopian TVET, trainees' performance evaluation consists of main courses evaluation (In­

School Training Evaluation, project work and apprenticeship) and supportive and Conunon 

Courses Evaluation. 

The subject instructor usually administers in-school training evaluation. This consists of the 

practical continuous assessment and theoretical final examination sharing the allotted marks of 

evaluation equally, 50% each. The evaluation should take place after completion of every course. 

The expected behavioral change as well as the skills to be achieved through supportive and 

conunon courses should be also assessed through appropriate evaluation of the trainees. The 

assessment can be made with a combination of successive tests during the delivery of the courses 

and a final written examination soon at the end of the respective course. The final result of each 

trainee will be the cumulative result of all evaluations i.e. results of main, supportive and 

conunon courses. The cumulative result is the sum of marks achieved in every course after 

converting to the ratio corresponding to the training hours allotted for each of them. 

Based on the cumulative result achieved the trainee will be judged whether he/she has completed 

the progranune successfully or not. As a rule, a final result of 50 % is fi xed as minimum for the 

award of the respective certificate. On top of that the trainees should achieve a minimum of 50 % 

of the marks allocated for every main course (MOE: 2006). 
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Classroom decisions of this nature cannot be made in the abstract or guided the wish of the 

teacher. Each decision is based on various types of information, which are gathered through 

different assessment methods at different times and organized and interpreted properly. 

The most commonly used method of assessment in Ethiopian TVET is the practical continuous 

assessment and final examination (MOE, 2006). That is to say, teachers make graded 

assessments of their trainees with a series of tests mainly after task/tasks, duty/duties and at the 

end of the course. Of course, trainers also give class work and assignments to their trainees. But 

the use of different forms of assessment does not seem to get attention by the college 

management and trainers. 

On the other hand, the TVET-System reform or change that is being implemented in the country 

must be accompanied by corresponding changes in the system of evaluation!assessment. The 

general methods of assessment to be followed in TVET are also indicated in the National TVET 

strategy of 2007. In the strategy it is stated Competency may be assessed through: Portfolio 

assessment, Interview, Simulation!Role-plays Observation, Third party reports, Exams and tests, 

will be conducted to ascertain the formation of all round profile of trainees at all levels (MOE, 

2007). But to put this into practice, evaluation! assessment needs to fulfill one urgent 

prerequisite. First, TVET trainers have to get some form of training on the theory and 

procedures of evaluation! assessment techniques. 

According to MOE and Ethiopian Private Higher Educational Institutions Associations 

(EPHEIA), (2007), Competency may be assessed in the work place or in a simulated work place 

setting. The unit should be assessed in conjunction with other relevant technical unit standards 

selected from this domain TVET is given an important role with regard to technology transfer. 

The new paradigm in the outcome-based TVET system is the orientation at the current and 

anticipated future demand of the economy and the labor market. The Ethiopian Occupational 

Standards (EOS) is a core element of the Ethiopian National TVET-Strategy and an important 

factor within the context of the Ethiopian TVET-Qualification framework (ETQF). They are 

national Ethiopian standards, which define the occupational requirements and expected outcome 

related to a specific occupation without taking TVET delivery into account (MOE and EPHEIA: 

2007). Therefore, unlike most of other countries experiences, in this country private provider 

which wish to offer only their own certificates in TVET. Qualifications, the issue is more 
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complicated because may not at all clear how many of them are performing according to the 

standard, as many providers seem more focused in profit making. It is possible that they could 

simply require be registering and accrediting by the AAEB, and allowing to issue their own 

certificates. However, there is the potential for abuse of assessment in such a system. While it 

will be difficult for AAEB/MOE to deal with the vast numbers of providers, possibly it should 

take decisions about dealing with large ones, even if they are issuing their own certificates. It 

could require them to meet certain basic minimums. 

That is why it seemed MOE formulate a new evaluation/assessment policy in terms of TVET 

provision, ifthere is a national system for the testing of specific fi elds and qualifications, private 

institutions should also be able to register learners against those assessments. As such, they 

would obviously also have to meet the accreditation requirements of AAEB/MOE. Their learners 

would then be able to obtain certificates from this body. 
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CHAPTER THREE 

3. METHOD OF THE S'I'UDY 

The major components of this part include sampling, the development of measuring instruments, 

data collection and analysis. 

In order to delineate the practices of trainees' performance evaluation of trainees with reference 

to selected PBTVETC of Addis Ababa descriptive survey method was employed. The survey 

study method was selected for this particular study because it was found to be an appropriate 

technique for collecting vast information and opinion from quite a large number of respondents. 

It is also relevant to gather detailed description about the existing conditions of the present 

practices of trainees' performance assessment in PBTVETC. 

3.1. Source of Data 

Atlanta, Queens', Roha, Notional and CPU colleges were selected as a sample from the twenty­

five PBTVEYC found in Addis Ababa City Administration. To get a representative number of 

trainees from large colleges, the number of trainees in each college was taken as criteria 

(excluding the College used for the pilot study) . It was better to classify colleges as "high"," 

average" and "low" group on the basis of their enrollment number of trainees. Accordingly, 

Roha and CPU Colleges from high enrollment of trainees, National and Queen's Colleges from 

the average, and Atlanta College from the low group of enrollment of trainees were selected by a 

lottery method. 

The respondents included in this study were 10+3 trainees, trainers and deans of the five samples 

PBTVETC, and Addis Ababa City Administration Education Official (AAEBO). The Bureau' s 

Education Officials were department head and supervisor. 

The primary sources used in this study are trainees, trainers, deans and AAEBO. In addition, 

secondary sources of data such as pertinent literature, policy documents and research findings 

were used. 
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3.2 Sallll,le and Sallll,ling Techni'luellO 

From the total number of twenty-five PBTVETC in AACA, five TVET co lleges were selected 

for the study. The sampling technique used to select them was the lottery sampling method 

because each college has got equal chances to be selected. In addition, purposive sampling 

technique was used to select deans and educational officials' whereas availability sampling is 

used to select trainers . The trainees were selected through stratified sampling teclmique. 

The participants were 299 trainees, 57 trainers, 6 deans and 2 AAEB officials. All deans, forty 

percent of the trainers and thirty percent of trainees in the sample colleges were included in the 

sample of the study. The respondent trainees (84 males and ISO females) were selected by using 

stratified sampling technique. The number of members from each group that is the number of 

male and female trainees as well as the number of trainers from the sample colleges were 

selected proportionally using the following steps: 

I. The total actual number (869) of trainees (10+3), Trainers, Colleges' deans from 

the college's record offices and AAEBO were taken. 

2. The proportion for selection was determined by computing the ratio of the 

required sample (t) to the population (T) of the study. Proportion tiT = 299/869 

=0.3440 

3. The number of members 111 each stratum was multiplied by the obtained 

proportion to get the number of trainees and trainers from each college that were 

included in the sample of the study (See the following table for the details). 

Table 1 Distribution of Sample Size 

TRAINEES TRAINERS 

Actual No Sample Size Actual No Sample Size Deans 

.9! " " " " .9! '" " " " :§ .9! " " " " :§ " " ~ '" E :9 " ~ E .... '" E ~ " .... E .... " E :::;; :::;; • ~ :;; :::;; 0 :;; " " " " I- " I-
College u. u. u. u. u. 

Roha 94 119 213 32 10.7 41 14 73 44 44 15 5 15 1 1 

Atlanta 18 43 61 6 2 14 5 20 16 16 5 1.7 5 1 1 

National 40 86 126 13 4.3 29 10 42 21 21 7 2.3 7 1 1 

CPU 64 126 190 22 7.3 43 14 65 30 2 32 11 3.7 11 1 1 

Queens' 34 69 103 11 3.6 23 8 34 46 9 55 16 5.4 3 1 19 2 2 

AAEB 0 0 0 0 

Total 250 443 693 84 28.1 150 50 234 157 11 168 54 18.1 3 1 57 5 6 
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3.3. lush'luncnts of Dutu Collcction 

The method of study was primarily a survey type and it also involving statistical as well as 

qualitative analysis and on the basis of the objectives of the study, questionnaires asked for 

information as follow: 

1. Information from trainers. 

• The knowledge trainers have about assessment practices 

• Trainers exposure to assessment 

• Type and frequency of assessment 

• Trainers' attitude towards assessment 

• Conditions affecting assessment 

2. Information from trainees 

• Assessment practices. 

• Attitude towards a variety of assessment practices. 

• Problems regarding assessment. 

3. Information from Colleges' managements and Bureau Officials 

• Regulations/guidelines, training about the assessment and roles played by education 

bureau's officials, reporting practices. 

The questionnaires for the study (both open and close-ended) were administered to trainers, 

trainees and deans. Interviews regarding the trainees' performance assessment practices and 

policy were primarily used for collecting information from bureau' s officials and colleges ' deans. 

The Bureau's education officials were department head and supervisor. 

A pilot test was conducted in one college (namely Royal College) and with some selected trainers 

and trainees from 10+3. Based on the analysis of the pilot study, some vague and confusing items 

were modified to make the questionnaire clear. 

The student researcher also examined classroom tests prepared for selected subjects (Accounting 

and Marketing), and consulted documentary evidences regarding grading practices, trainers ' 

achievement, and activities concerning feedback and related educational and instructional 
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decisions. The reason for selecting Accounting and Marketing subjects is that the two subjects are 

typical business courses. Checklist was used to assess the availability of educational facilities. 

Three types of instruments, namely questionnaire, interview and observation checklist was 

employed for the data collection. 

3.3.1. QuestiOJUluire 

Three separate questionnaires were prepared. The questions items (both open and close-ended) 

on practices of trainees' performance evaluation were prepared and distributed to the trainees, 

trainers, and deans of the respective TVET Colleges. 

a) Questionnaire for trainees. 

The questionnaire developed for trainees had 46 questions in four sections. The first section dealt 

with general information of the respondent trainees. The second section inquired about the focus 

and frequency of different assessment methods used in different courses. The third section dealt 

with the conditions that affect trainers' assessment, while the fourth section focused on opinions 

about assessment. 

, b) Questionnaire for College Professionals: 

The questionnaire developed for colleges' professionals were planned for deans and trainers. It 

was consisted 95(28 for deans and 67 for training) questions which were divided into two major 

parts. These are general information about the respondents and information of trainees' 

performance assessment practices. 

3.3.2. Interview 

Interview items on practices of trainers' performance evaluation were designed for the deans and 

educational bureau's officials. 

a) Interview guide of Bureau's Officials and Colleges' Deans 

The interview guide was designed for colleges' deans and AAEBO. The main purpose of this 

interview session was to supplement and increase the validity and reliability of the information 

obtained through the questionnaire. It included questions about orientation (seminar, workshop, 

etc) for trainers of PBTVETC, on the procedures of implementing assessment in trainees' 

performance, their knowledge of assessment types (techniques) trainers used in improving the 
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quality and effectiveness of trainees ' assessment, and the implementation of assessment In 

PBTVETC. 

3.3.3 Observation Checlilists 

An observation checklist was developed and employed to observe the availability of materials 

and equipments in PBTVETC. Forms of observation (checklists) were designed and developed 

to collect colleges' statistical information on trainers, trainees and educational materials 

(facilities that are available in the concerned Colleges). 

3.4. Pro~edures 

The data-gathering tool used in the study was drafted on the basis of the reviewed literature and 

the intended data collected. Before administration the final instrument for the data collection in 

the selected PBTVETC, a short training was given to two research assistants on how to 

administer and gather the questionnaires. The set questiolmaires were distributed to the sample 

respondents. To maximize the quality of the responses and the rate of return the time convenient 

for the respondents was arranged. All interviews were done by the researcher. The data 

collection through interview was conducted by speaking to the respondents face to face. Before 

conducting the interview, the researcher tried to create conducive atmosphere and explained to 

the interviewees what the purpose of the interview would be. 

The observation checklist used in all selected sample colleges. Before, conducting the 

observation, arrangements was established with the record offices of the colleges. The researcher 

clearly explained the purpose ofthe observation to the offices. 

3.5. 1"i1ot Study 

Copies of the questionnaire for trainees, trainers and deans were given to the advisor. The purpose 

was to get professional feedback about the instruments, including the order of the questions and to 

make some modifications. Slight corrections were made using the comments and suggestions from 

the two judges. Furthermore, having translated the assessment tools into Amharic language for 

(trainees) , the questionnaire was administered to five trainers, twenty selected students. The pilot 

study was conducted on royal college. 
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The purpose of piloting was to examine the quality or appropriateness of the prepared instruments, 

particularly to check the clarity and validity of each item of the instruments, and to get hint about 

the willingness of the respondents to cooperate. The main focus was on identifying ambiguities, 

and misunderstandings, the adequacy of time to manage or completed the instruments in the field, 

to assess the real characteristics of Colleges where the instruments were to be used, and consider 

other unforeseen issues related to data collection procedures. Royal College was selected for the 

pilot study because it was convenient to the student researcher in terms of location appeared to. 

(The College was not included in the main study.) The instruments were administered to 20 

trainees and 5 trainers and the dean of the college. The college checklist and the bureau education 

officials' interviews were also tried. In the pilot study, it was found that almost all items had 

adequate validity and usefulness (a few items of the instruments were made). However, these items 

were corrected, and certain sequences of the items in the instruments were rearranged during the 

editing process. All in all, four times were rejected from the five instruments. The rest of the items 

of questions were corrected, refined and made ready for the final study. 

3.6. Data Analysis 

All Data were collected, organized and processed separately for each item in a way appropriate to 

answer the questions in the problem statement. Descriptive statistics were used to analyze the data. 

The following types of information from the questionnaire, interview, content analysis and 

checklist were summarized (in table form, as much as possible) using the computer. 

~ Whether trainers had training on educational assessment and evaluation; types of 

assessment frequently used by trainers, and applications of continuous assessment; 

academic qualifications of trainers; trainers weekly load; number of sections trainers 

teach and class size. 

~ Trainees' response with regard to assessment practices; types and in different subject 

areas; 

~ Data from the checklist were also summarized by specifying the degree of availability of 

facilities and materials useful for improving trainees' assessment. 
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Trainers, trainees, and deans giving particular responses were computed by: 

~ Descriptive statistics (mean, standard deviation and coefficient of variation) 

~ Comparisons to determine whether or not there differences among trainers respondents in 

Colleges toward implementation of assessment. 

~ Chi -square test was used to determine whether there exist differences between 

respondents' on assessment methods and focuses of assessment. 

Qualitative analysis was also employed with regard to the difficulties faced in trainees' 

assessment, policy matters, recommendations given by respondents to colleges' management, 

etc. 
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(;BAPTER FOUR 

4. PRESENTATION. ANALYSIS AND INTERPRETATION OF 

DATA 

In this chapter, the results of the study are analyzed and discussed based on data gathered 

through: 

A. Questionnaires distributed to trainees, trainers and Deans, 

B. The interview guidelines designed for the College Deans and AAEBO. 

C. The observation checklist guide designed for collecting additional data from the sample 
colleges. 

Accordingly, for this study questionnaires were distributed for a total of299 participants (i.e. 234 

trainees, 57 trainers and 6 deans). However, for various reasons the student researcher was only 

collected 90 percent (211),84 percent (48) and 100 percent (6) of the questionnaires from 

trainees, trainers and deans respondents respectively. 

The data gathered through an interview from deans and AAEBO and the result of the observation 

checklist were also included in the analysis of the findings. The findings of the study are 

presented in five parts. These are: 1) general information about the sample of the study which 

includes the personal and professional characteristics of the respondents, 2) the focus of 

assessment, types of evaluation!assessment methods and frequency of use, 3) trainees 

performance evaluation practices and its effectiveness, 4) conditions that have an impact to the 

trainees' performance evaluation /assessment and 5) attitude of trainees and trainers towards 

evaluation! assessment practices. 

4.1 General IniorJltatioll about ResllOlUlents 

This part depicts the typical features of the respondents' in terms of their sex, age, qualification, 

academic rank, field of study, years of services in their present position, weekly load and class 

size. The study was conducted in five PBTVETC (Atlanta, Queens', Roha, National and CPU) in 

AACA. The characteristics of respondents 267 (137 females and 130 males) are shown in Table 

2 of next page. 
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• 

According to the information obtained from item 1 in Table 2, 78 (37%) of the trainees, 45(93.3 

%) of the trainers, five of the deans and both of education bureau's officials were males. On the 

other hand, 133(63 %) of the trainees, 3(6.3%) of the trainers, and one of the deans were female. 

This implies that the number of female trainees exceeds the number of males in TVET program. 

And there is a general disparity in teaching and deans' position, because from 54(18.1 %) of 

trainers' respondent only 3 (I.I %) are females, as shown in Table I (page 40). 

As shown in item 2, Table 1, From 211 (133 females and 78 males) trainees' respondents 

103(48.8 %) were between 18-20 years. 102(48.3 %) were above 20 years and 5(2.3 %) of the 

trainees were below 18 years. This indicates that more trainees who are also late youngsters 

joined the TVET program. 

From item 3 in Table 2, we can observe that 39(81.3%) of the trainers and three of the deans 

were graduated with first degree. Besides, the rest of the three deans, 9(18.7 %) of the trainers 

and both education bureaus' officials were second-degree holders. 

With regard to the academic rank of the respondents of item 4 in Table 2, 22 (45.8 %) of the 

trainers have an academic rank of lecturer, 19(39.6 %) are assistant lecturers and7 (14.6 %) with 

the status of graduate lecturer. This means that more than 85 percent of the trainers are either 

lecturer or assistant lecturer. 

Regarding the respondents' year of service in the present position item 6 indicates that (10 (20.9 

%)) of trainers one of deans were below I-year service. 34(70.8%) of the trainers, five of the 

deans were between I to 5 years of service in their present position. On the other hand, 8.3 

percent of the trainers and the two officials from AAEB were above 5 years service in the 

position that they have now. 

As can be seen from item 7, more than half of the trainers 27 (56.3%) have a load of 18 to 22 

hours per week, while 29(60.3%) of the trainers ' respondents (item 8) said that the number of 

trainees in a class is below fifty. 20.8%, 
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Table 2 Characteristics of the Respondents 

Nu mber of Responses 
TOTAL 

TRAINEES TRAINERS DEANS AAEBO T.NO 
No Characteristics T.NO 211 T.NO~48 T.N06 T.N02 267 

% % % % % 
I Female 63.0 6.3 16.7 51.3 

Sex Male 37 .0 93 .7 83 .3 100 48 .7 

Less than 18 2.3 
2 18-20 48.7 

Age 
Above 20 48.1 

Diploma 

3 
I St Degree 81.3 50 

Qualification Masters Degree 18.7 50 100 
PHD 

Lecturer 45.8 

4 Academic Assistant Lecturer 39.6 
Rank Graduate Lecturer 14.6 

Accounting 22.9 

Business Education 16.7 16.7 
Marketing 8.3 

Bank and Insurance 2. 1 

5 Field of IT/Computer 

Study Science 20.8 33.3 

Law 8.3 

English 8.3 50.0 

Moths 8.3 

Geography 4.2 
History 4.2 
International 
Relationship 2.08 

Year of < I Year 20.9 16.7 
6 Service 1·.5 70.8 83.3 

In the present 
Position Above 5 years 8.3 100 

8 12 6.2 
13-17 16.7 

7 Weekly 18-22 56.3 
Load Above 22 20.8 

<50 60.3 

50 14.7 
8 Class Size 

>50 25 
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16.7% and 6.2% of trainers responded that their weekly load is above 20 hours, between 13 to 17 

and 8 to 12 hours respectively. This implies that more than 77.1% of the trainers have a weekly 

load of either 18 to 22 hours or above 22 hours. In addition, 25 percent and 14.7% of trainers 

said that the number of trainees in a class is fifty and above fifty respectively. 

Generally, from the characteristics of the respondents as one can understand that the enrollment 

offemale trainees grammatically exceeds the male ones. This indicates that the high participation 

of girls in private business TVET colleges. In age wise, the majority of trainees are above the age 

of eighteen; this in turn enables them to be confident in their practical work and skill 

development of their training. On the other hand, it is also possible to observe those trainers and 

the colleges' deans are well qualified and relatively experienced in their jobs. This reveals that 

the vast majority of the staff of private business TVET Colleges is well qualified in addition to 

their works experience. However, the majority of the deans were graduated in different fields of 

study (item 5) other than TVET management or Educational Planning and Management 

Educational Administration. This indicated that efforts should be made by the colleges to get the 

right person to the right position. In addition to having relatively less experience in their present 

position and greater in equalities in gender distribution of trainers and high weekly load were 

among the observed shortcomings. 

4.:l ResllOnscs 011 Hin.ls. Frc'luency und EHecth'cncss oi thc 

Practices oi Evaluation / Assessment 

It is obvious that evaluation lassessment is one of the main components of the teaching-learning 

process. It is very important to get information about the performance of the learner in order to 

improve the teaching-learning process that should be organized in a systematic assessment 

practice, which are based on the learning outcomes. Therefore, a variety of assessment types, 

methods and tools should be used. Assessment types, methods and tools should be selected for 

their appropriateness to trainees' learning style and to the intended train ing purposes. Regarding 

this, tabular presentations of data and brief interpretations are followed. 

49 



4.2.1 Trainers' Responses to the PI'uctices oi Assessllient 

As shown in Table 3 below, the chi- square test of significance was done to see if there was 

significant difference in viewing the issue raised in the items. Accordingly, the chi-square critical 

value of item I, 2, 3 4, 5, 6,7and 8 with degree of 4 at 0.05 level of significance is 9.49. 

Table 3 Trainers' Focuses on Assessment Practices (N=48) 

Number of Responses 

Always(5) Freq uently( 4) Occasionally(3) Seld om(2) Never(l) 

No Item F % F % F % F % F % 

I use written 
I testes/exams only 4 8.3 7 14.58 9 18.75 17 35.4 II 22.92 

I use combination 
methods of 

2 assessment 23 47 15 31.25 5 10.42 I 2.08 4 8.33 
I assess my 
trainees' practical 

3 work. II 22 5 10.42 15 3 1.25 9 18.8 8 16.66 

I use continuous 
4 assessment 29 60 14 29.16 5 10.42 0 0 0 

I assess facts or 
5 theory 12 25 18 37.5 15 31.25 3 6.25 0 0 

6 I assess skills. 14 29 7 14.58 18 37.5 4 8.33 5 10.42 

I assess values and 
7 attitudes. 7 15 10 20.83 16 33.33 7 14.6 8 16.67 

I assess theories 
8 and skills. 2 1 44 11 22 .92 13 27.08 2 4. 17 1 2.08 

·P<0.05 

The chi-square observed value of each item except item 3 and 7 exceeds the chi-square critical 

value of each item. Therefore, the trainers' focus towards variety of assessment is significant. 

This shows that: 

X' 

9.917 

34.92 

5.75 

18.38 

10.5 

15.54 

5.958 

28.67 

~ trainers were not only used written tests/exams Il1 assessment of trainees' 

performance. 

~ trainers used variety of assessment methods. 

~ trainers used continuous assessment 

~ trainers assessed on facts/theories. 

~ trainers assessed on skills. 

~ trainers assessed on both skills and theories. 
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Again, as indicated in Table 3, 28 (58.3 %) respondents (seldom plus never) stated that written 

testes/exams were not only used in assessment. Assessment in these colleges is broader than 

written tests/exams. 

The items 3, 4,5,6,7 and 8 in Table 3 guided the study were related to the focus and effectiveness 

of assessment. The findings revealed that the trainers' focuses of assessment were skills, 

theories, or both skills and theories. 

A typical comment was given that most of the time final exams are written; less practical work 

continue throughout the courses. Some strong comments were expressed about the need for both 

practical and skill assessment, such as, trainees must be able to perform task and adapt in other 

situations i.e., test is not enough. There was a strong 'always' plus 'frequently ' (76%) choice for 

the statement that either practical work or skill is assessed as shown in Table 3. These 

respondents also indicated that skill assessment contributes to 20-80% of course marks in some 

subjects. 

There was a general sense that a move towards more practical courses and the assessment of 

practical work and skill will become more and more important. Practical assessment was seen to 

be important as it enabled the trainers to observe ability to do the job. However, respondents 

seem to have different understandings of what is practical. Some respondents were confused 

about the weighting of theory and practical assessment. Various respondents claimed that there is 

practical and skill evaluation in a range of subjects, such as secretarial and computer courses are 

said to have large practical component. Trainers' respondents in computer and secretarial courses 

reported that practical work/skill is done regularly (in some cases, every day), and recorded in a 

continuous mark list sheet. As confirmed from observation checklist, in some colleges, trainees' 

of computer courses are assessed in variety of practical manners, though in others, because of 

insufficient equipment and resources learners most of the times only do written tests, In the 

open-ended questions most computer trainers reported that each learner has to be competent on a 

computer, and has to produce a written copy of what they have done. This implies that 

respondents who teach computer courses stressed that written tests/exams should not be the main 

methods of assessment as seen from the comment. However, from the observation checklist, it is 

possible to find out a comment that states due to teclmical problems of the computers and 

typewriters trainees were compelled to written tests and exams. 
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Item 2 in Table 3 is related to item I on the same Table, and was included partly to verify 

responses to it.38 (78.37%) of respondents (in Table 3) claimed to use a combination of methods 

of assessment either "always or frequently", justifying their opinions, in statements such as: "No 

one method can be effectively used in assessment". This idea also supported by the colleges' 

deans and AAEBO (in their interview responses) in that using different methods of assessment in 

evaluating trainees are important. Trainers commented that courses lend themselves to a variety 

of ways of assessing, and they use a combination of methods of assessment. Item 4 of Table 3 

shows a majority of respondents, 43 (90.62 %) "Always plus frequently" reply that continuous 

assessment does take place, although 5 (10.42 %) respondents stated that occasionally 

As indicated in Table 3 (page 59), 32(66.65 %) of the trainers gave their responses "always plus 

frequently" that item 8(1 assess skills and theory) is the main focus of assessment. This item 

evoked most detailed comments in terms of numerical break down of learner marks, as the 

questionnaire asked for an approximate proportion of assessment of skills and theories. This is 

perhaps because it is an area on which there is a concrete policy, and respondents felt confident 

in stating the policy. It should be noted in this regard that the ratios received contradicted each 

other; this could indicate varying policies across colleges or connlsion about policy. This 

problem may have different causes to be prevailed, but, lack of adequate guidelines/directives or 

appropriate criteria of assessment and lack of assessors training are contributed a lot to this 

problem as indicated on the responses of the deans and AAEBO in the interview. Most of the 

breakdowns received were li sted, except for those which did not mention subjects. 

As commented in the questionnaires some respondents seemed to be giving formally required 

breakdowns: 

Computers 80% of skills, 20% theory and accounting 20%of skills, 80% of theory 

Accounting 50% theory 50% skills 

Accounting 60% oftheory and 40% of skills 

Civics: 10% of skills and 90% of theories. 

Bank and insurance 30% skills based 

Civics 70% theory, Law services 80 theory, languages 80% skills 
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Accounting studies 35% skills.70% ski lls in marketing 

English language 20% of skills 

Office practices and sales management: 30% of skills, and 70% of theories each. 

Computer practices 70% of skills and 30% of theories. 

A few commented that the theory is needed before proceeding in the practical, for safety reasons. 

Some interpreted skills as the practical application of knowledge or content. Responses on item 7 

are split up, however, 27(55.6 %) of the trainers gave their replies that values and attitude are 

their focus of assessment, as shown in Table 3 (page 62). Twenty six respondents provided 

reasons for assessing values and attitude, such as to develop the learner as a whole and to 

establish the outlook on business environment. 16(33 .33 %) respondents attempted to describe 

how values are assessed; some of them said that they use a questionnaire. 10(20.83 %) stated that 

efforts and lor guidance are made to address negative attitudes . Positive attitudes are encouraged 

and reinforced. These respondents saw class attendance as a way of assessing attitudes. 8 (16.7 

%) of respondents indicated that this is not yet done. 7(14.6 %0 "Seldom" said that values and 

attitudes are their focuses of assessment, but not tested in a formal way. Generally, trainers 

uriderstand about the importance of testing values and attitudes. Therefore, the idea of the 

trainers seemed to be agree with that of Nitko (1996), Gronlund and Linn (2000), and Linn and 

Miller (2005), in view of this, they are convinced that a new assessment program can succeed 

only if teachers accept it. 

As indicated in Table 3, 30(62.5 %)of trainers gave their responses that the focus of assessment 

were facts or theories which are used either 'always' or 'frequently '. Among these respondents 

52.1 percent claimed that their colleges tested (20-100%) facts/theory, and 37.5 percent assessed 

(20-100%) practical skills, while others (lOA percent) stated they assess the learner in totality. 

Practices are highly variable. It clearly depends on the instructional offering; some areas (such as 

business studies and accounting) are fe lt to be more suited fo r exams, whereas skills like speed 

are important in computers and secretarial courses. There was not a sense of need to conform to 

policy requirements: according to the unit standards' outcomes are assessed ;( i. e., theory and 

practical or skill) .Although, Facts and content form the basis of the practical, the practices of 

assessment is not in agreement as stated in the guidelines which consist of the practical 
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continuous assessment and theoretical final examination sharing the allotted marks of evaluation 

equally, 50% each (MOE, 2003). 

4.2.2. Traincrs' and trainees' resl,onses to the tn,es of test HClns useel in 

written tests/exaln 

Assessment is focused on six types of test items which are indicated in Table 4 below. This is 

also clearly seen in the sample test and exams papers observed by the researcher during the 

study. However, from the finding it is possible to say that most of the time trainers have less 

focus on practical work as well as less focus on attitude and values in trainees ' performance 

assessment and also do not use variety types of assessment tools or test items. And this in turn 

has its own negative influence on the validity of the test and/or exams. Brown and Pendlebury 

(1997) argued that this kind of assessment aspects are may suffer from weaknesses because the 

sample may not be representative of the student' s capabilities it may drawn to marrow of a 

domain -such as only written examination. 

Table 4 Trainers and Trainees Observation on Assessment Tools/Test items 

Number of Responses 

TRAINERS T.N.=48 TRAINEES T.N.=211 
>- >- on 

Q) Q) 

'E E 
E 

'E § 
E on Q) 

~ 
on Q) 

Q) ~ >- :l 0 ~ >- :l 0 
Types of writen test ro 0' E '0 

Q) ro 0' E '0 
Q) 

> > ;= Q) 0 a; Q) ;= ~ 0 a; Q) 

items « ~ « u. (/Jon (/J Z u. (/J (/J z 
% % % % % % % % % % 

True-False 16.7 27.1 48.5 2.1 8.3 14.2 27.5 30.3 13 0.9 

Multiple choice 20.8 18.7 50 4.2 6.3 14.2 20.4 32.7 8.1 1.9 

Matching 18.8 4.2 43.8 4.2 2.1 7.6 21 .8 45.9 17 8.1 

Fill in the blank 20.8 14.5 35.4 2.1 6.3 19.4 24.6 34.7 15 6.6 

Short answers 14.5 18.7 43.8 4.2 16.3 26.1 20.4 14 0.9 
Essay 18.8 22.9 39.6 18.8 23.7 19.4 29.9 22 4.7 

total 18 17.7 43 15.6 5.2 13.9 21 .3 36.6 20 3.9 

Trainers ' respondents who were in favor of written tests or exams gave their responses on what 

type of assessment tools that they frequently used as indicated in Table 4 above. Accordingly, 

58.6 percent of trainers and 57 percent of trainees (sometimes plus seldom) responded that true­

false, multiple choice, matching, fill-in the blank, short answer and essay type questions are used 
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either sometimes or seldom, while 43.8 percent trainers and 41.7 percent trainees, 39.5 percent 

trainers and 34.4 percent trainees, 23 percent trainers and 29.4 percent trainees, 35.3 percent 

trainers and 44.5 percent trainees, 33 .2 percent trainees and 42.4 percent trainers, and 41.7 

percent trainers and 43.1 percent trainees' respondents said that true-false, mUltiple choice, 

matching, fill in the blank, short answer and essay type questions items are used either always or 

frequently respectively. 

4.2.3. Trainers' and trainees' .'eslJOlIses to the va.,ions ... etho.ls oi 

Assesslllellt. 

Trainers' as well as trainees' respondents indicated that various assessment methods are used, as shown 

in Table 5(page 56). 

The responses of trainers' and trainees' that indicated in Table 5 show that assessment methods 

such as oral questioning (77.1 % of trainers and 82% of trainees), observations (73% of trainers), 

quizzes/tests (66.7%ftrainers and 49.3 % of trainees), class activity (64 .6%oftrainers and 83.4% 

of trainees), practical work (56.3%of trainers and 36.2% of trainees), assiglU11ents (56.2%of 

trainers and 84.8%oftrainees) presentations (45 .9% of trainers and 32.2 of trainees), are said to 

be used, willi oral questioning and observations being mentioned the most frequently. 

Trainers respondents (64.6 %) mentioned that group assessments and group work are conducted 

in the class, but did not specify the methodology used. Thirty respondents said that they wish to 

tryout different methods of assessment, but in certain subjects, the modular approach does not 

give them enough time. Those who use written tests do mainly because of time limits. But these 

kinds of practices are not supported by (Airasian, 1996; Capper, 1997; Girma, 200 1; Gronlund, 

1990; Nitko, 1996) as they recommended systematic assessment/evaluation procedures that will 

provide an overall picture of student's performance should be in place. Written tests and quizzes 

are not the only way to assess students' learning. Perhaps, they may not be appropriate means to 

assess competencies that relate to concrete, practical skills or thinking skills. This implies that 

lliere is a need to employ more comprehensive kinds of competencies that require one's 

knowledge and skill of demonstrating in actual sense. The paper-and - pencil tests are limited in 

this respect. They are not that much helpful to assess performance oriented learning objectives. 
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In Table 5 below, 64.6 percent class activity, 66.7 percent a series of quizzes/ tests (more than 

two tests), 56.3 percent of practical work, 73% of observation, 77.1 percent of oral assessment, 

56.2 percent of assignments, 43.7 percent of project work and 45.9 percent of presentation stated 

that all count continuous assessment and carried out either always or at end of tasks/topics. 

Trainers commented that assessment results throughout the courses are compiled into a course 

mark. 

Table 5 Trainers' and Trainees' observation on Evaluation /assessment methods 

Assessment 
methods/types 

class activity 
quiz! test 
practical work 
observation 

oral assessment 
assignments 
project work 
presentation 

final exam 

% 

20.8 
18.8 

23 
50 

64.6 
25 
8.3 
2.1 

Number of Responses 

TRAINERS T.NO=48 TRAINEES T.NO>=211 

~ 
'" '" " '" .... . -

.... Q. 
o 0 
'O~ 
C .. 
0/. 

43.8 
47.9 
33.3 

23 

12.5 
31.2 
35.4 
43.8 

~ .- '" ..... .... ., .. 
'0 ..... 
.... Q. 

o " ..c 
'0 '" c-.. 

% 

31.2 -
20.8 

8.3 
12.5 

20.8 -
41.7 
10.4 
31.2 

.. 
r; ., 
o 
'" .... 
o 
'0 
C .. 

% 

10.4 
25 

4.1 

2.1 
39.6 
16.6 

97.9 

.. 
'" ., 
..... 
c 
o 
'0 

% 

4.1 
2.1 

10.4 
10.4 

2.1 

6.3 
6.3 

2.1 

% % 

81 2.4 
14.2 35.1 
18.2 18 

64.5 17.1 
72 12.8 

9 
7.1 25.1 

9 

~ .- '" ..... .... ., .. 
'0 ..... 
.... Q. 

o " ..c 
'O~ c .. 

% 

1.9 
16.1 

9 

4.3 
5.2 

15.7 
20.9 

15 .7 

% 

8.5 
11.4 
30.8 

0.9 
6.2 

58.3 
24.6 

58.3 

.. 
'" ., 
.... 
c 
o 
'0 

% 

1.9 
1.4 

14.2 

12.3 
1.9 
5.2 
3.8 

5.2 

As shown in Table 5, 75 percent of project work is used at the end of duties/chapters; whi le 

97.7% responded final exan1S are given at the end of the course. 2 percent of respondents 

stressed that exams should not be the main method of assessment. No trainer commented that no 

exams were written and learners were evaluated as competent or not competent against the unit 

standard. A business subjects' respondent reported about the use of role-plays and demonstration 

for practical work. General points about the need for different forms of assessment were made. 

However, it is not clear whether this relates to what practitioners think they should be doing, or 

what they are actually doing. The colleges' deans in their interview response said that there is a 

disparity of the objective of assessment and what is happening in practices. This implies that 

56 



there is a gap between what is actually done and what expected to be done. Thus, trainers have to 

strive not to make assessment worse by not using the basic methods of assessment. 

The colleges' deans were also asked how much the participation of trainers towards improving 

the preparation of tests. Five of them responded that trainers' participation towards improving 

the preparation of tests high, whereas one dean responded very high. However, trainers' 

explained that they had scarcity of time and this in turn may affect in the construction of test 

items as well as on its validity and reliability. In this regard, Nikto (1996) point out that the most 

important thing teachers can do to improve reliability and validity of assessments is to much the 

objectives and competencies that the learners have studied and which are listed in the syllabus. 

It is true that poorly constructed tests may make our present evaluation system even worse. It is 

also true, however, that trainees must be evaluated in some manner, whether by marks or 

comments on training level of proficiency. It is only if tests are properly conceived and executed 

that they will assist in the proper verification of student progress. 

From Table 5 findings, anyone can see that trainers are continually monitoring learners and 

checked trainees' progress through out the training program. Deans were asked to list the 

assessment methods that are mostly used in the colleges. Four of the deans' respondents ranked 

them according to the following from the highest to lowest: quiz(s) and tests, assignment, 

presentation. The deans commented that the last three assessment methods namely presentation, 

project and practical work were not frequently used. The comment of the deans also suppOlied 

by AAEBO as indicated in the interview result. This implies that most of tlle time trainers focus 

on theoretical part of an assessment than practical ones. This is contrary to what Gronuland and 

Linn (2000) recommended to trainers/teachers. According to the authors in order to provide valid 

and usable infonnation, focus of assessment should be various and it needs to be given in a 

variety of ways using both traditional and continuous methods. This shows that the trainers 

assess competencies related to facts/theories than assessing skills or practical competencies. 

From the above discussion it is possible to say that the trainers gave more emphasis to 

competencies related to facts and understanding than assessing the formation of all round 

development of trainees. 
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4.2.4. \Veight given to diife.-cnt ' ·YJlcs of a""cs"mcn' is indicated in 

Tablc 6 below. 

Majority of the respondents (89.59%), as indicated in Table 6 below, seemed to equate 

continuous assessment with a breakdown of above 40%. 

Table 6 Weight given to different type of Assessment (Responses of trainers N_ =48) 

Number of responses 

1 
5 
% 20% 25% 30% 35% 40% 45% 50% 55% 60% 65% 70% 75% 80% 

Type of 
assessment % % % % % % % % % % % % % % 

Continuous 10.42 
assessment - 4.17 6.25 - 6.25 6.25 10.42 43.75 6.25 6.25 

Final exam - 6.25 - 6.25 43.75 10.42 6.25 6.25 - 10.42 6.25 4.17 

Total 10.42 
12.5 43.75 20.84 6.25 12.25 6.25 43.75 10.42 - -

From Table 6 above one can observe that continuous assessment permits a wide range of 

curriculum topics and domains to assess trainees, which cannot be adequately assessed in a one­

shot examination. It is necessary that trainers know what knowledge and skill their students have 

mastered and what attitude they have developed. Continuous observation and documentation of 

student performance and behavior are means of gaining this information. 

4.2.5. Traincrs' resl,onses to the lu-actices 01' feedbacl~ in assessment 

As shown in Table 7(page 60), the responses on items 2 and 3 show an agreement of 32(67%) 

and 33 (69 %) (i .e., strongly agree plus agree) respectively. 

Item 11 show agreement of 57 percent and items 4 and 9 show an agreement 52 percent each. 

The mean rating of all items, except items 5, 6, and 7 is more than the expected average (i.e. , 3). 

The mean rating of item 8 is more than the rating value of agrees (i.e. , 4). The mean ratings of 

items 2and 3 is closer to the rating value of agree (i.e ., 4). This shows that: 

}> trainers assessed trainees continuously for feedback and to record their marks. 

}> trainers gave only marks on assessment 

}> trainers reported marks to the record offices without delay. 
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~ trainers discuss about assessment with their trainees 

~ trainers provided support for at risk trainees. 

Items 6 and 7 are not supported to be the major feedback in assessment practices as most of the 

respondents gave more value for disagreement which is indicated by the rating scale disagree 

plus strongly disagree. This shows that trainees were not assessed each other as well as they 

were not provided with many types of feedback. 

Responses for items 1,5 and 10 (strongly agree plus agree) showed that 16(33%), 11 (23.3%) 

and 23 (47%) agreement respectively were not satisfactory to back up the expected feedbacks ' 

practices of assessment. The rating scales (disagree plus strongly disagree) of items 1, 5 and 10 

showed 16(33.4%),21 (43.8%) and 15 (31.3 %) disagreement respectively and also were not 

satisfactory to abandon the expected feedbacks' practices. Moreover, there are low variability of 

responses for all items except items2, 3 and 8. The variability of the responses of item 2,3 and 8 

is 64.52, 63.8 and 62.67 respectively. 

In the open ended questions, the deans pointed out that their view on trainees' who were low 

achievers in grade 10 joined TVET program, and this in turn had its own impact on their present 

performance of evaluation practices, i.e., it had a direct relation with item 10(r identifY weak 

trainees by early assessment) in table 7 of the next page, which states that trainers would identifY 

weak trainees by early assessment. Accordingly, they explained that it is their low entry profile 

among others that can affect the performance of trainees. 

Discussions for items 1 and 2 are grouped as they both deal with formative and summative 

assessment. What was trying to establish with item 1 in Table 7 is whether trainees are assessed 

in ways which do not count towards their term mark. A relatively low number (33 percent) of 

agree plus strongly agree choices shows that most respondents do not include assessments only 

for the pnrpose of feedback. (67 percent) (Strongly agree plus agree) of trainers claimed to 

assess continuously, and that the results of these assessments were recorded. In most cases, 

while leamers do get some sort of feedback, at least in the form of a mark, assessment results are 

recorded and accumulated toward the summative mark, as seen by the comment. Some 

respondents commented that learners also get feedback on summative assessment; in other 

words, the fact that learners got feedback was the overriding concern. 
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Table 7 Trainers' Observation of the Practices of Feedback in Assessment (N=48) 

Number of Responses 

SA(5) A(4) UO(3) OA(2) SOA(l) 
I 

No Item F % F % F % F % F % X SO CV 

I assess trainees formative ly 

(continuously) for feedback 33.3 

I only. II 23 5 10 16 3 7 14.6 9 18.8 3.04 1.51 49 .64 

I assess trainees formatively 

(continuously) for feedback 16.6 

2 and record their marks. 23 48 9 19 8 6 3 6.25 5 lOA 3.88 2.5 64.52 

[ give only marks on 

3 assessment. 22 46 11 23 4 8.33 8 16.7 3 6.25 3.85 2043 63 .05 

I discuss with my trainees 27.0 

4 about assessment. 12 25 13 27 13 8 5 lOA 5 10.4 3.46 1.76 50.89 

My trainees assess 33.3 

5 themselves. 8 17 3 6.3 16 3 7 14.6 14 29.2 2.67 1.3 1 49.13 

My traine"Z"ssess each 16.6 

6 other. I 2.1 7 15 8 7 10 27.1 19 39.6 2.00 0.9 45 

I give many types of 20 .8 

7 feedback. 5 10 5 10 10 3 9 18.8 19 39.6 2.33 0.98 42 

I help trainees to prepare for 16.6 

8 assessment. 23 48 10 21 8 7 7 14.6 4.02 2.52 62.67 

I provide support for low 20.8 

9 achievers. 14 29 11 23 10 3 8 16.7 5 l OA 3.44 1.77 51049 

I identify weak trainees by 20.8 

10 early assessment. 18 37 5 10 10 3 8 16.7 7 14.6 3.40 1.98 58.31 

[ report trainees' marks 

II without any delay. 18 38 36 19 9 6.25 7 14.6 11 22 .9 3.33 2 60 

A few other respondents claimed to assess both formatively and summative, the former for feedback 

and the later for giving promotion and use the feedback to help learners . There were also general 

statements about the importance offormative assessment for both teaching and accountability, and to 

establish whether or not lesson material has been conveyed effectively. Some respondents stated that 
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there is not always time for formative feedback; this was particularly seen as a problem throughout 

the courses. This idea of trainers also has got an agreement from the interview responses of the 

deans in that trainers had lack of adequate time to conduct an effective assessment practices, because 

trainers are busy as they are working in different colleges simultaneously. Overall there was a sense 

from the comments that assessment was integral to learning and the summative and formative 

aspects of assessment were not separate. There were general statements about practice and policy, 

such as we have to record all marks because of the system of year marks that form part of the 

qualification. There were also comments which could reflect respondents' trying to implementing 

policy, such as assessment is necessary for promotion. Some respondents keep marks only because 

they have to be submitted. In general respondents are keeping marks to use as a guideline for 

deciding whether or not competency has been achieved. 

It is interesting that there is a fairly significant difference in the numbers of (strongly agree plus 

agree) and (disagree plus strongly disagree) choices to those in item 2 of table 7. According to 

choices on item 3 of the same table, 69 percent respondents gave only marks; while according to the 

choices for item 2, 72 percent of trainers provided feedback. This indicates that for most 'of the 

trainers marks are seen as the only feedback, and questions may need to distinguish between types of 

feedback, which item 7 attempts. There were few comments on this statement, but those who did 

comment stated that feedback is given, and in some cases, followed by action. Some respondents 

stated that learners are only told whether they are competent or not competent. Marks are also 

allocated for attendance. 

Briefing sessions during which the feedback and results were discussed were mentioned by 52 

percent of respondents, as shown in Table 7 (page 60) of item 4 (i.e. I discuss with my trainees about 

assessment) Many respondents stated that learners are met in a group, not individually; class contact 

time was seen as insufficient for meeting with learners. As a result, some felt that there was no time 

for individual discussions in class. Much of this discussion was related to tests being handed back. 

Although some respondents stated that it depends on the instruments used for assessment. Some 

stated that there would be meetings with individuals only when needed, or when there is a specific 

problem. Some respondents gave reasons for meeting with trainees, such as meeting to identify 

weaknesses and strengths, or preparing learners for assessment and to discuss and agree on the work 

to be assessed. There was a feeling from a few respondents that they are constrained by time. There 
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was also a sense that there is inflexibility in the system. There was a belief expressed that in the new 

system there will be a move towards more interaction with trainees. This idea supported by the result 

of the open-ended questions given to the trainers and deans as well as in the interview responses that 

asks about the future positive expectations of these respondents. All claimed that the TVET program 

would be productive if the MOE and the Educational Bureau take some structural and qualitative 

measures. 

There were few concrete examples given to back up the 17 % and 6.3 % respondents of item 5 

in Table 7 that chose strongly agree and agree respectively. There were varying interpretations 

of what self-assessment could mean. In this regard, trainees must give their own opinion on 

assessment and they assess their work before giving it for trainers for assessment. Self­

assessment is purely non-formal. This implies that trainees are encouraged to assess themselves 

but no official structure in place. There was some sense of marking where trainees mark their 

own assignments or learners assessing class work. There was some sense that self-assessment 

would vary depending on the type of assessment with role-play seen by some as lending itself to 

self-assessment (it is not clear why). Some stated that it would depend on work content and 

teaching mode. Again, there were few concrete examples of practice given to support 2.1 % and 

15% respondents of item 6 (in Table 7) that preferred strongly agree and agree respectively. It 

would seem that peer assessment is unusual, even at an informal level. However, the following 

few were picked up from respondents' comments: there was a sense of those orals and practical 

are appropriate for peer evaluation; in language course for example with orals and practical in 

secretarial and office practices courses. Again, peer evaluation was felt to be something which 

should/will be happening part of new assessment structure; some respondents articulated values 

associated with peer assessment, such as, as peers assess each other and this helps to promote 

team work. These respondents believed that students assess each other not only subject related 

but also personality wise and attitude wise. From this comment it is possible to feel that it 

highlights some of the problems with assessing values and attitudes which was raised on table 3, 

item 7. Following from the comments on statement 9 Table 7, 52 percent (i.e., 'strongly agree ' 

and 'agree') of respondents gave their agreement and listed ways in which learners were 

supported 
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As shown in Table 7 (page 60), 69 percent of trainers' respondents indicated that they tried to assist 

learners to prepare specifically for their assessments, for example, by informing them the methods 

that are used, giving clear instructions about the content of the assessment, and making sure they 

understand exactly what to expect. Others indicated that they would assist learners to practice 

specific skills prior to being assessed, and some mentioned revision, and extra notes. Others assisted 

learners to work through old question papers to prepare fo r the final exams. Some respondents saw 

the normal process of class teaching as sufficient preparation. 57 percent of trainers' respondents 

stated that they reported trainees' marks to their superiors. The comments in this section contributed 

to a picture of colleges with well-established internal procedures and mechanisms. 

The general picture is that trainers gave trainees ' results to the Registrar Office with the approval of 

heads of departments and this also confirmed by the deans in their reply fo r the open-ended question 

related to the item which regards registrar office. Some do so after tests or test series, and others on a 

monthly basis. However, as the majority of the trainers gave their comments, most of the time they 

report at the end of the courses. Department heads are then given an analysis of each lecturer's 

examination results. A few respondents stated that analyses would also go to college academic 

deans. Some respondents indicated that department meetings are held to discuss learners' marks and 

progress. A few gave reasons for this kind of process: To endorse them and trainers discuss marks 

with course coordinators and see where trainees can be helped. 

4.2.6. Traine .. s· and Trainees' Ilesl.onses to the F.·e'lnency oi the 

P .. ovision of Feedbacl~. 

Table 8 below designed to show the frequency of provision of feedback. 

Regarding the frequency of giving feedback, some conduct tests or series of tests in two or three 

days, as responded by 29.16 percent of trainers and 18.96 percent of trainees in Table 8, 39.58 

percent of trainers and 34.12 percent trainees respectively said on weekly basis. 
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Table 8. Time Required Giving Assessment Feedback (Response of trainers 

and Trainees) 

Number ofResllonses 
Response TRAINEEST. 

TRAINERS T.N.=48 N.=211 
% % 

After tests in two or three days 29.2 20.9 

In a week 39.6 37.9 

In a month 6.2 4.7 

End of course 4.2 11 .98 

At it suit them 20.8 24.6 

A few of respondents also replied that feedback is given on monthly basis and at the end of a course. 

However, as clearly shown on Table 8, both respondents (20.8 percent trainers and 23.7 percent of 

trainees) confirmed that there are trainers who provide feedback as it suits them. 

4.2.7. 'I'ruillccs' IlcSI)OIlSCS to IllCcliullislIlS of Fccdbucl~ 1)I'o\'isioll 

Table 9 below shows mechanisms of feedback provision. 

The findings in table 9 below various practices indicated that the frequency of feedback provision is 

varied among the colleges. In relation to the usefulness of feedback, that follo ws tests, Heaton 

(I990:7) notes: If details of students ' performance are given as soon as possible after the test, the 

students should be able to learn from their weaknesses. In this way a good test can be used as a 

valuable teaching device. This implies that feedback would be given to learners as soon as possible 

so that it will give enough and adequate information about assessment to the learner. 

Comments included statements such as on the board and this responses confirmed by trainees' 

respondents as indicated in Table 9 below, in that feedback is given either on the board or by 

returning the corrected (63 percent) papers. Class feedback/oral feedback, as also responded by 

trainees (20.38 percent) and written explanations are fairly common, while the notion of providing 

learners with a memo and working out problems on the board was referred to by a few respondents. 

One respondent in the field of computers stated that ' learners go over step by step on their own 

computers. Two respondents stated that learners are assisted with problems. Some said that feedback 

is given individually as well as in groups, and trainees redo the work, after which they are given 

feedback again. As was seen above, some respondents felt that marks on formative assessment are 
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indicated on the mark list sheet or practical marks on the checklist. Five respondents also stated that 

it is necessary to hear learner voices as well. 

Table 9 Ways of Giving Feedback (Responses of Trainees) 

Number of Responses 

ATLANTA QUEENS' ROHA NATIONA CPU TOTAL 

T. N.=20 T. N.=34 T. N.=60 LT. N=42 T.N.55 T.N.=211 

Ways of giving feedback % 

Class feedback 2.84 1.9 5.21 3.32 7. 11 20.38 

On the notice board. 0.47 7. 11 9.95 5.21 - 22.74 -

Return papers after 

correction. 4.26 6.64 6.64 9.48 13.74 40.76 

Keep it secret and make 

it known at end of 

course. 1.9 0.47 6.64 1.9 5.2 1 16.12 

Total 9.47 16.12 28.44 19.91 26.06 100 

As indicated in table 9, 47% of respondents gave their agreement for item 10. These respondents 

were positive about identifying trainers at risk through early assessments and providing additional 

tutoring and support for their trainees. Support began from evaluating learners on a daily basis. For 

some, examination times appeared to be flexible, and trainees take when they feel that they are 

ready for the examination. Few of these respondents gave exanlples of how such identification 

might take place. One stated that continuous assessment allows for early detection. There were 

many more responses on what action is taken after at risk learners have been identified, although 

most of them were very general, such as they are encouraged to work harder. Some stated that they 

deal with the potential problem through weekly tutorial classes; another mentioned the provision of 

extra sessions and individual attention in class. One respondent mentioned that their institution 

provides free classes to assist learners with basic skills . A generally concerned feeling is well 

captured in the following comment: 'When we identify students with problems in class, we speak 

to them to find out what the problems are. If students need extra help, staff will assist them in class. 

We are planning to do more towards remedial support for trainees. Regarding this point the deans 
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gave their opinion in the interview that department heads as well as course coordinators are highly 

responsible for this kind of problems. Vocational counselor and trainees affairs office is also 

responsible to undertake research on the learners. However, trainers are also individually 

responsible to identify students' view of assessment, language and other factors. 

4.2.8. Trainees' ReSI)OIlSeS to tlae SUI)I)OI" or Low AclaiCl'el's 

Table 10 (next page) is designed to show how low achiever trainees are supported. 

The approaches include: weekly tutorials; guidance and counseling; trainers and peer suppOli; 

remedial classes, re-evaluation of low achievers which is supported with 47.8% of trainees' 

respondents, as indicated in table 10 below. Extra classes which is confirmed by 15.7 of trainees' 

respondents (Table 10); open periods in which learners can approach staff for support; extra 

exercises which is got 20.9% support of trainees' respondents (Table 10); more individual attention; 

and additional assessment. One respondent mentioned that they might adjust the course; i.e. did 

fewer unit standards, if learners were not coping. Another mentioned that they group trainees 

according to fast and slow learners. Some said that they could not provide additional support for 

students at risk to which 15.7% of trainees' respondents gave their support (table 10), because they 

do not have enough time to implement. Time was cited as a factor influencing support; it could only 

be provided if there was time to support. There was some sense of frustration in this regard: they 

give individual feedback to each student and try to assist them where they struggle. But they don't 

have time to repeat an assignment especially in skill development courses as the facilities are not 

adequate. 

TablelO. Ways of Supporting Low achievers (Responses of Trainees T.N= 211). 

Number of Respollses 
ATLANTA UEENS ROHA NATIONAL CPU TOTAL 

Responses 
F % F % F % F % F % F % 

Re-evaluate 
low- achievers 11 5.2 20 9.5 27 12.8 18 8.5 25 11.8 101 47.8 
Extra classes 1 0.5 6 2.8 8 3.8 9 4.3 9 4.3 33 15.7 
Extra assignments 3 1.4 5 2.4 16 7.6 9 4.3 11 5.2 44 20.9 
No action 5 2.4 3 1.4 9 4.3 6 2.8 10 4.7 33 15.6 
Total 20 9.5 34 16. 1 60 28.5 42 19.9 55 26 2 1 I 100 

Some said that they could not provide additional support for students at risk to which 15.7% of 

trainees' respondents gave their support (table 10), because they do not have enough time to 
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implement. Time was cited as a factor influencing support; it could only be provided if there was 

time to support. There was some sense of frustration in this regard: they give individual feedback to 

each student and try to assist them where they struggle. But they don' t have time to repeat an 

assignment especially in skill development courses as the facilities are not adequate. 

4.2.9. Trainees' responses' to Focuses oi Assessnlent Practices 

As shown in Table II (next page), the agreement of trainees on items I, 5, 8 and 9 are relatively 

high. 77.73 percent (strongly agreed plus agreed) that they know that assessment is mainly focused 

on facts or theories. The response of trainees regarding this item is similar with that of trainers in 

Table 3. 94.32 percent (strongly agreed plus agreed) of them believe that the assessment they did 

exactly reflect what they learn. Regarding this statement, the deans were asked to what extent they 

thought tests/exams designed for trainees at present matched the learners' level of training. Three of 

them responded average, one high and the other dean said very high. Thus, the responses of trainees ' 

on item five are supported by the responses of the deans'. 

Form the interview question which is related to quality of assessment, half of the deans reported that the 

colleges make sure through the departments that the curriculum for any given level is thoroughly 

covered and trainees have made behavioral changes and developed skills that are needed. They said that 

they did not make any reaction on learners while they are on training but we ask for feedbacks about our 

trainees employed in different organizations. 86.46 percent in decide (strongly agree and agree) stated 

that the assessments they did also accurately reflect what they can do in their field of study. And an 

equal percentage (86.46) they perceived that trainers keep secret tests/exams papers until the exact day 

of the test /exam. 

55.93 percent explained their agreement that they are assessed on skill or practical work. 57.82 percent 

of trainees also gave their agreement that they are tested on values and attitude. 54.03 percent of 

trainees had reached on an agreement that in apprenticeship training they observed that mark is given to 

trainees in accordance to their performance. 
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Table 11: Trainees' Observation on Focuses of Evaluation/Assessment Practices 

(Responses of Trainees T.N. =211). 

Number of Responses 

SA(5) N4) UD(3) DA(2) SDA(I) X' 

No Item F % F % F % F % F % 
I I am assessed on mainly on 

facts or theories 66 31.28 98 46.45 24 11.37 23 10.9 0 0 74.592 

2 I am assessed on 
skills(Practical work) 35 16.59 83 39.34 36 17.06 43 20.38 14 6.63 50.445 

3 I am assessed on values and 
attitude 29 13 .74 93 44.08 36 17.06 45 21.33 8 3.79 94.095 

4 I am assessed both on skills 
and theories 49 23.22 95 45.02 34 16.1 1 32 15. 17 1 0.48 111.44 

5 [ believe that the assessment 
I do reflect what [ learn. III 52.61 88 41.71 6 2.84 6 2.84 0 0 170.74 

6 [n my observation, during 
apprenticeship trainees get 
marks according to their 
performance. 53 25.12 6 1 28.91 33 15.64 42 19.9 22 10.4 22.815 

7 [ know what could be the 
wrong practices during 
assessment. 53 25.12 70 33. 18 39 18.48 36 17.06 13 6. 16 42.436 

8 [ believe that the assessment 
I do accurately reflect what 
[ can do in my field . 72 34. 12 102 48.34 17 8.06 20 9.48 0 0 97.569 

9 In my view, trainers keep 
secret tests/exams until they 
are given to trainees. 72 34.12 102 48.34 17 8.06 20 9.48 0 0 97.569 

· P<O.05 

58.3 percent of trainees also stated that they knew what could be wrong practices (breaches of ethics) 

during assessment. However, as found from the open- ended questions as well as in the interview results 

that cheating in tests and/or exams is recognized as a problem and this in turn leads trainees gelling high 

marks irrespective of their performance. 

The degree of freedom for each item is 4. The chi-square critical value of each item at 0.05 level of 

significance is 9.49. The chi-square observed value of each item exceeds the chi-square critical value 

of each item. Therefore, the trainees' observations about the practices of assessment are significant. 

This indicates that the assessments practiced in private business colleges reflect the contents trainees 

learn and exactly related to the fields under study and also shows the more need of increasing effort 

on various focuses of assessment to maintain the interests of trainees . 
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4.2.10. Trainees' resl.onses 011 Practi.,es of Feedbad~ ill AsseSSlllCllt 

As shown in Table 12 of the next page responses of item I shows agreement of 85.36 percent (i.e., 

strongly agree plus agree). Item 2 shows agreement of 74.41 percent. Item 3 indicates 64.93 percent 

of agreement. Responses to item 4 are showed agreement of 76.78 percent. Agreements of 60.67 

percent and 59.24 percent represent item 5 and item 6 respectively. The mean rating of all items is 

more than the expected average (i.e., 3). 

The mean rating of item 1 is more than the rating value of agrees (i.e. 4). The mean rating of items 

2, 3, 4, 5 and 6 is below the rating value of agree (i.e., 4). But, all are closer to the rating value of 

agree (i.e., 4). This indicates that there is low variability of responses across all items shown on 

Table 12. 

This implies that: 

~ trainers make their trainees clear about on what tasksltopics assessment will focus. 

~ before a test is conducted trainees know that how much mark each test item has. 

~ trainees get sufficient feedback about assessment from their trainers. 

~ trainees have an opportunity to get information from their trainers about assessment. 

~ trainers helped trainees know how to be assessed. 

~ trainees have a chance to discuss with their trainers about evaluation results or marks. 

The mean value of all items by far exceeds the expected average (i.e. , 3); but, the mean value of the 

three items is about 4. For item 1, the mean value is 4.2, for item 4, the mean value is 3.97 and for 

item 2 the mean value is 3.81. This shows that there is a low variability response in all items. This 

shows that: 

~ trainers make clear about the content of tests or exams. 

~ trainees have a chance to ask information about assessments. 

~ trainers give feedback ahead of time how much mark for each test item is assigned. 
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Table 12 Trainees' Observation on Practices of Feedback in Assessment (N=211) 

Number of Responses 

SACS) A(4) UD(3) DA(2) 

No Items F % F % F % F % 

My trainers make clear 

to me about the 

tasks/units that the 

I questions focus on. 86 40.76 92 44.6 23 10.9 9 4.27 

In my understanding, 

trainers tell us ahead of 

time the marks assigned 

2 to each test item. 89 42.18 68 32.23 7 3.32 18 8.53 

I get adequate feedback 

from my trainers about 

3 assessment. 60 28.44 77 36.49 27 12.8 26 12.3 

I am asking my trainers 

information about 

4 assessment. 81 38.39 81 38.39 17 8.06 26 12.3 

My trainers help me to 

know how I will be 

5 assessed. 33 15.64 95 45 .03 38 18 39 18.5 

I have favorable 

conditions to discuss on 

assessment results with 

6 most of my trainers. 58 27.49 67 31.75 38 18 34 16.1 

4.2.11. Trainers' responses to the Vali(lity and lleliability oi 

Assessnlent Practices 

SDA(\) 

F % 

1 0.47 

29 13.5 

21 9.95 

6 2.84 

6 2.84 

14 6.64 

X SD CY 

4.2 2.69 64.05 

3.81 2.47 64.83 

3.61 2.07 57.34 

3.97 2.46 61.96 

3.52 2.05 58.24 

3.57 1.95 54.62 

As shown in Table 13 below, 66.67 percent (always plus frequently) of the responses for item 1. 85 

percent (always plus frequently) of the responses are for item 3. The mean rating of all items is more 

than the expected average (i.e., 3). The mean rating of items 1 and 3 are closer to the rating value of 

always (i .e., 4). This shows that there is a consultation among trainers to know whether the tests/exams 

serve its purpose 

70 



These respondents commented that there was a normal part of subject and department meetings; they 

said that discussions take place with course coordinators, as well as with trainees and colleagues. There 

was a sense expressed by these respondents of continuous aliglUllent of assessments with new 

requirements. Some of them stated that they work according to assessment criteria; besides they 

mentioned that unit standards are the base for assessment. It appears as if the perception here is that 

because assessment criteria are stipulated, there is no need for professional discussion about 

assessment. But, unlike this, in the interview, the majority of the deans were responding that there 

should be made a discussion and an awareness of the purposes/results of the assessment and assisted to 

improve the assessment as well as the assessor. 

Others however, claimed a concern with authenticity, in the workshops there is every effort made to 

make assessment relevant. One respondent indicated that discussion does not take place, due to the 

informal nature of assessments, and another shown that because there is no official structure in the 

college. 

Trainers thought language could make written examinations less reliable. 85 percent of trainers 

(always plus frequently) supported this statement of item 3 in Table 13. Some of the strongest 

comments were made in this area, and many respondents made comments indicating problems with 

language. Nearly all comments were to the effect that the majority of their trainees struggle with the 

medium of instruction. There were many general comments in this regard, such as language is a 

barrier to second language learners and trainers not proficient in English as it is their second 

language. Respondents pointed out, that for many of the students; English is their third or fourth 

language. Language was particularly felt to be a problem in written examinations. Trainees have 

serious problem in interpreting questions. This must be a barrier fo r learners. Respondents noted 

problems both with understanding questions and expressing themselves. In skills areas, however, 

there was also a feeling that learners often don't understand the instructions during observations. 

There was some feeling that trainees might be competent in the required skills, and disadvantaged by 

their weak English. Trainees often don 't understand the questions but would be able to demonstrate 

their skills. Similarly, another respondent stated that language barriers definitely have an impact on 

the reliability of written exams. Some trainers reach the outcomes of the practical work but really 

struggle with the theory because of language, as these respondents commented. 
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Most of trainees' first language is not English and assessments are normally undertaken in English. 

Where English is not the learner's native language, understanding may be hampered and may not 

allow learner to perform at his/her optimum, and that where many of the learners are 2nd language 

English speakers, they are at a disadvantage when it comes to written assessments. In their open­

ended questions item the deans also stated language is one of the problem that affects trainees ' 

performance assessment. 

Table 13 Trainers' Observation of the Validity and Reliabili ty of Assessment Practices (N=48) 

Number of Responses 
~ 

~ ... ~ 
~ ~ ~ :2 ~ II) .?;> N 

~ ~ -'" " 
.. E ~ 

>. " 
~ .. " .s 0 " s ~ "" 
;> .,. '" -;; " :;;: .. Z " " en ~ 

" No Item "" 0 

F % F % F % F % F % X SD 
I discuss about 
whether my 
assessment tests 
what I want to 

CY 

1 test. 17 35.42 15 31.25 4 8.33 7 14.58 5 10.42 3.67 2.12 57.82 
I discuss the 
assessment I 
prepare with 
colleagues 
before it is 

2 administered. 12 25 9 18.75 7 14.58 9 18.75 II 22 .9 3.04 1.50 49. 17 
I think language 
makes written 
exams less 

3 reliable. 16 33.33 20 51.67 3 6.25 7 14.58 2 4.17 3.85 2.30 59.79 
In my college 
trainers discuss 
about tests and 
the way they are 

4 marking. 15 31.25 2 4.17 10 20.83 II 22 .92 10 10.83 3.02 1.69 56.09 

But the view was also expressed that some examinations were largely practical or short answers and 

hence language was not a major problem. There were some suggestions as to how to address 

language problems. A few respondents suggested oral exams for learners with language problems, 

and similarly, one commented that people sometimes verbalize better in a structured interview than 

in a written test. 
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As indicated in Table 13, responses to items 2 and 4 (always plus frequently) that showed 43.75 

percent and 35.42 percent respectively were not satisfactory to support the statements in the items. 

On the other hand, the rating scales (always plus frequently) of items 2 and 4 are 25% and 33.75% 

respectively and were not satisfactory to reject the statements in the items. There is a low variability 

response shown in all items. Comments were given on items 2 and 4. Accordingly there was a sense 

of importance of building shared practice. Respondents stated that they discuss assessments to 

clarify one another on certain issues. Basically, there seemed to be a practice of working with 

course coordinators and through heads of department. However, course coordinators' control all 

assessments per subject is very specific/limited, as some commented. The specificity here seemed to 

be describing real practice; on the other hand a comment such as staff meetings could imply that 

little meaningful discussion takes place. There was also a sense of discussion during marking. Three 

respondents referred to the fact that there is sometimes a sort of moderation/balancing of 

assessments. Few thought to give reasons for discussing assessment with each other; one stated to 

be able to give trainees uniform assessment, indicating a concern with standardization. 

Colleges' deans were asked how much the participation of trainers towards improving the 

preparation of tests. Five of them responded that trainers' participation towards improving the 

preparation oftest is high, whereas one dean responded very high. 

There was a clear sense from some of respondents discussing prior to and during marking, and a 

sense of shared practice. Some respondents stated that this took place informally, such as during 

subject meetings. Some respondents felt that regular moderation and clear guidelines were 

insufficient and would not possible to standardize practice. They tried to keep memorandums when 

they mark. The purpose of discussing marking was seen by the respondents to be to set a uniform 

standard in college; another simply stated that it was part of quality system. A few respondents 

mentioned that they discuss promotion marks before compiling a year mark informally. All 

respondents felt that discussion cannot take place formally because there is no official structure in 

place. 
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4.2.12. Trainers Iles).onses to trainers Training ~Ietltocls 

As reflected in Table 14 of next page, the general trend revealed in the responses to item I is that 

54.17 percent of trainers agreed that they have been participated in trainers' of training program. 

These respondents commented that they regarded academic qualifications or prior learning as 

training. In this regard, respondents felt that rather than more assessors training, they required more 

training in their area of specialization, as well as training specific to assessment of their area of 

specialization. Among these respondents there was who thought that they were adequately trained 

Table 14 Trainers' Observation on Practices of Trainers/Assessor Training (N. =48). 

SACS) A(4) UD(3) DA(2) SDA(J) 
NO ITEM F % F % F % F % F % X SD CV 

I have Participated 
in Trainers 1.8 

1 Trainin. Prooram - - 26 54.17 - - 22 45.83 - - 3.08 1 58.55 

I have been trained 0.1 
2 as an assessor - - 17 35.42 - - 31 64.58 - - 2.71 8 6.67 

I would Welcome 
more training as 2.3 

3 assessor 14 29.17 21 43.75 13 27.08 - - 4.02 3 57.92 

Although, as indicated in Table 14 above, 26(54.17% )trainers have been trained, there is a clear 

sense that more training is desirable as observed from item 3 on which 35(72.92 %) of respondents 

made an agreement (i.e., strongly plus agree) and commented that they all need training. This could 

be lack of confidence, particularly in the new requirements, or it could be a sense of on-going 

professional development; the latter could be taken as positive by trainers and is always welcome. It 

is interesting that the general response to assessor training does not seem to be specifically tied to the 

(current) policy requirement of obtaining the assessor standards; most respondents seemed to be 

thinking more of improving their practice, and hence desired more training. 

Responses to item 2, (strongly agree plus agree) showed that 17(35.42 %) agreement was not enough 

to support the statement in the item. However, the rating scale of item 2 which showed 64.58 percent 

of disagree was satisfactory to reject the statement of this item. This shows that trainers were not 

trained as an assessor evaluator. This finding also supported by four of the deans who were against 

the statement that describes trainers got in service training on implementing assessment. Items I and 
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2 are discussed together, as the issues are intertwined. It is perhaps worth noting that there was a 

definite sense that training was a requirement; many answers were in the negative, such as not at all. 

The mean value of item I and 3 is 3.08 and 4.02 respectively. The mean rating values of these items 

are more than the expected average (i.e., 3). There are low variability of responses of items I and 3 

except item 2. The variability of responses of item 2 is 6.67 

4.3 Uesponses on conditions that affect the I·.·actices 01 

evaluation 

4.3.1. Trainers' resl,onses on .,ollditiolls tbut uUed Assess.lIcllt 

I·ractices. 

As indicated in Table 15 of next page, items 3 and 4 are supported to be the major problems of 

evaluation/assessment. Most of the respondents were on agreement on these items fo r the existence 

of problems. 66.67percent showed an agreement (strongly agree plus agree). For item 4, 85.41 

percent showed an agreement (i .e., strongly agree plus agree). It is possible to understand that there 

was a strong sense from item 3 responses of the trainers said that assessments would be different if 

there was more time partly because assessments could occur continuously throughout the training 

and learners could be assessed when ready. These respondents commented that the development of 

professional judgment of competency was expressed as desirable, and recognized as complex. They 

stated that they still use a mark system, but it is tied up with a competency system as well so that 

trainers are able to develop their own judgment skills over time. Some respondents stipulated 

observation, presentations, coaching, and working with smaller groups more on one-to-one basis as 

assessment methods that they would prefer to use. However, this is contradicted by many comments 

in the item 3 which say that there is insufficient time. On the other hand, trainers agreed that there is 

too much cheating during tests/exams. Cheating in exams and coping while individual assignments 

are given also recognized by the deans as problems of trainees assessment as they replied in the 

open-ended question 
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Table 15 Trainers' Observation of Problems of Evaluation/Assessment (N. = 48) 

Responses 

N SACS) A(4) UD(3) DA(2) SDA (I) 
0 

Items F % F % F % F % F % X SD CV 

There are no adequate 

facilities for assessing 

I trainees. 6 12.5 " 31.25 2 4 .17 19 39.58 6 12.5 2.92 1.37 23.33 

I would assess differently 

if! had more freedom to 

2 make my own choices 5 10.42 18 37.5 13 27.08 8 16.67 4 8.33 3.25 1.55 39.02 

I would assess differently 

3 if! had more time I I 22.92 2 1 43.75 5 10.42 7 14.5 8 4 8.33 3.58 2.03 H02 

I observe there is too 

much cheating during 

4 tests and exams 22 45.83 19 39.58 5 10.42 2 4.17 . 4.27 2.78 65.15 - -

In my observation, most 

of trainees marks do not 

5 show there competencies 10 20.83 " 22.92 , 16.67 16 33.33 3 6.26 3.19 1.38 50.92 

Trainees do not know the 

wrong (breach of ethics) 

6 practices in assessment 12 25 12 25 10 20.83 " 22.92 3 6.25 3.40 1.85 54 .33 

I don't analyze Marks. I 

7 record them 6 6 13 27.08 4 4 26 54 .17 5 5 3.1 5 1.1 9 37 .74 

The mean value of item 2 is 3.25. The mean value of item 3 is 3.58. The mean value of item 4 is 

4.27. The mean value of item 5 is 3.19. The mean value of item 6 is 3.4, and the mean value of item 

7 is 3.15. The mean rating values of these items are more than the expected average (i.e. , 3). Item 1 

is not supported to be the major problem to imp~essment practices as 52.08 percent of the 

respondents showed high value for their di sagreement which is indicated by the rating scale of 

disagree plus strongly disagree. This shows that there were adequate facilities for assessing trainees. 

However, in the open- ended trainers reported that questions problem in arrangement of facilities 

especially on practical exams, and also improper allocation of trainees in the exam hall. 
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50 percent of the respondents gave their agreement (strongly agree plus agree) for item 7. There 

were few comments on this statement, but clearly half of the trainers feel that they do analyze marks. 

Some elaborated with statements such as class attendance as a reason for poor performance is 

reported and followed up by management. A few stated that marks are not altered once they are 

obtained and recorded, as these are perceived as true reflection of trainers' performance. For some, 

analysis of marks carried out only when problem areas were identified and passes and failures was 

provided. A few respondents gave reasons, for analyzing learners' marks as a group, such as to 

identifY and help weak learners' and for record purposes and final decisions. Another indicated 

action that would follow analysis, that if a whole group has performed badly extra practice sessions 

are organized and the test is repeated. All respondents stated that although there was no official 

structure in place, marks was analyzed in attempts to improve students' performance and/or 

assessment method. From the findings and the comments given, it can be said that trainers are 

differed in the analysis of learners' marks. In this regard colleges' deans were asked how much is 

trainers' marking and recording reliable and free from partiality. Two of them responded that 

trainers' marking and recording is reliable and free from partiality is high, while average got four 

respondents. 

Responses on items 1 and 2 each 43.75 %, and item 5 showed that 47.92% (strongly agree plus 

agree) agreement respectively were not satisfactory to support the expected problems. The rating 

scales (disagree plus strongly disagree) of item 1 that showed 52. 08 percent was nearly enough to 

reject the expected problem. This statement referred to infer that there are adequate facilities for 

assessing trainees. However, the rating scales (disagree plus strongly disagree) of items 2and 5 

which showed 25% and 39.59% disagreement respectively were not satisfactory to reject the 

expected problems. Moreover, there is low variability of responses for all items except item 4. The 

variability of the responses of item 4 is 65.15. 

These finding reveal that trainers' observations on the problems stated on items 2 and 5 were split up 

(Table 15 above). As seen from Table 15, respondents of item 2 were evenly split on the matter 

stated. Some of these respondents commented that they have a desire to have better links with 

industry; if they had access to assess trainees in a practical situation or if they could form 

partnerships with industries to assess trainees in the workplace. From this comment one can 

understand that there was a feeling that theory and practice needed to be better integrated than it was 
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currently in the exams, and also there should be a move to more practically oriented assessment. 

Regarding item 5(table 15) respondents commented that there was a sense of frustration at the 

system of evaluating trainees to be competent or not competent. Some respondents felt that even if 

they had to do that in the final results, they would use marks as indicators of trainers' potential 

during the course of training. Therefore, it is not difficult to suggest that the problem stated in item 

5 could be caused by the problem indicated in item 4(table 15 above). 

4.3.2 Traincrs' Ilcsl.onscs Oil nurricrs of Illll.IClllClltillg ASsCsslllCnt 

As indicated in Table 16, n.2%of trainers ranked lack of adequate time as the number one problem 

to implement assessment. This finding also supported by responses given in the open- ended and 

interviews. 

Table 16 Trainers' Observation on Barriers of implementing Assessment 

Number of Responses 

1" 2nd 3,d 4'" 5th 6th 

Response F % F % F % F % F % F % 

Large class size 2 4.17 4 8.3 12 25 26 54.2 I 2.1 3 6.25 

Lack of awareness 6 12.5 4 8.3 3 6.25 4 8.3 25 52. 1 6 12.5 

Lack of adequate time 35 72.9 4 8.3 3 6.25 3 6.25 3 6.25 1 2. 1 

Due to problems related to 

trainees 4 8.3 30 62.5 6 12.5 3 6.25 1 2. 1 2 4. 17 

Nonexistent criteria I 2.1 6 12.5 4 8.3 7 14.6 6 12.5 24 50 

Overload of work 3 6.25 3 6.25 28 58.3 6 12.5 5 l OA 3 4.1 7 
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4.3.3 Traulcl's' IlcSl.ollsCS 011 0l.cn.cndcd Itelns 

There were four open-ended items in the questionnaire that were distributed to the trainers. 30 

(62.5%) of them completed the open- ended questions. 

For the item stated "What are the major problems encountered (faced) in implementing trainees' 

performance evaluation?" 
, 
A. The trainers reported problems on the part of the trainees were: 

» lack of commitment their training 

» Lack of interest 

» Language problem 

» Cheating in exams and coping while individual assignments are given. 

» Lack of awareness about assessment. 

» Irrespective oftheir capacity, they expect to get at least pass marks. 

» Failure to submit assignments on the fixed time. 

» Unwillingness to identify their weaknesses on which area they are weak. 

» Poor background 

» Making absent themselves on exam dates 

B. On the part of trainers: 

» being too busy to improve trainers by a thorough follow-up. 

» large class size and time scarcity. 

» lack of willingness and carelessness to strictly assess trainees' performance 

» large class size, narrow classrooms and other facilities are insufficient, like secretarial 

servICes. 

» making classes' trainers- centered. 

» teaching aids and references. 

» trainers treat their trainees like that of university students. 

» too much work load 

» some trainers work below their potential because they are busy. 

» unable to fully employ continuous assessment and less strictness on invigilation. 

» lack of awareness about assessment practices. 

» absence of preparing evaluative test items. 
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» absence during assessment when assigned as invigilator. 

» trainers do not attach a good value to the assessment practices as well as its importance. 

C. On the part of the management 

» failure to stabilize a unit of counseling service for trainees with lack of interest and 

motivation. 

» the management focuses on profit rather than quality training. 

» unable to check and control the assessment process. 

» absence of motivation of trainers. 

» unable to hear the problems of the trainers. 

» unable to take job security. 

» problem in arrangement of facilities especially on practical exams, and also improper 

allocation of trainees in the exam hall. 

D. On the part of the college record office: 

» problems on recording of information and misplacements 

» giving make-up exam for trainees with no grade due to high absenteeism. 

» no action on low achievers. 

» Poor system 

E. On the part of the government: 

» unable to set a sound relationship between the worlds of work with that of education. 

» lack of cooperation 

» close supervision is inadequate. 

» no clear admission and evaluation policy, if any, not stable. 

» absence standard learning outcomes. 

For the item stated, "Could you suggest possible solution, if any?" The trainers said (60%) that the 

government and the private colleges should work jointly for the quality assurance rather than 

complaining each other. The private colleges also should focus on quality and trainers' motivation 

rather than profit only. These respondents' of the trainers reported that private colleges should: 

» increase payment to trainers so that trainers can have suffic ient time for assessment and 

follow up ofthe trainees. 
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:» enhance the awareness of trainers and trainees towards the value of 

evaluation/assessment. 

:» create a link between educational institutions and the business world. 

:» give counseling service to those trainers with poor performance. 

40 percent of trainer said that trainers should be strict when they are assigned as invigilator, should 

prepare questions items with equal difficulty level and variety of test items as well as facilities for 

practical exams and workshops. 

For the item stated," Do you think students who are low achievers in grade 10 join TVET? If so, 

what is the impact on their performances? All trainers said "yes", while 63.3% of them reported 

that it had impact on trainees ' language proficiency, impact on their motivation, impact on their 

attitudes, and also it demands much effort as well as time of trainer to strictly follow-up them. 

For the item said," If you were to change one thing about assessment in your college, what would 

that be?" 6.7 percent of trainers reported that they would have been made the assessment more of 

practical. Some also said they would have been changed the grading system from number to letter 

(but they did not say why?) 

For the item stated," What are the prospects (future positive expectations?) of trainees' performance 

evaluation in TVET? 30% respondents said that trainees' performance evaluation should be outcome 

or competency based; matching it with the world of work. 

4.3.4 'Irainers' Attitude towOI'ds the IlI'actices of AssesslIlellt 

As indicated in Table 17 of next page, 69.05 percent (strongly agree plus agree) stated that most of 

the trainees' assessment results are exaggerated. 58 .3 3 percent (strongly agree plus agree) believed 

that the present evaluation practice is weak. For item 6, 85.42 percent showed an agreement 

(strongly agree plus agree). For item 8, 93 .75 percent showed an agreement (strongly agree plus 

agree). For item 9, 60.42 percent (strongly agree plus agree) showed an agreement. 50 percent 

(strongly agree plus agree) showed their agreement for item 3. Item 7 is not supported by 50.03 

percent of respondents which is indicated by the rating scales disagree plus strongly disagrees. This 

implies that trainers were not recognized assessment as an extra staff time. Responses to item 4 

(strongly agree plus agree) that showed 25 percent agreement was not satisfactory to support the 

expected observation of the trainers. 
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Table 17 Trainers Attitude towards the Practices of Evaluation/Assessment (N. =48) 

Number of Responses 

No Item SA(5) A(4) UNO(3) OA(2) SOA(l ) X SO CY 

F % F % F % F % F % 

I believe that most of the 

I trainees' marks are 14 29.17 19 39.88 3 6.25 10 20.83 2 4.17 3.69 2. 12 57 .48 

exaggerated 

I believe that current 
2 6 12.50 22 45.83 7 14.6 9 18.75 4 8.33 3.35 1.95 58.14 

evaluation practice is weak. 

I am satisfied with current 
3 5 10.42 19 39.58 9 18.8 II 22.92 4 8.33 3.21 1.74 54.26 

evaluation practices 

4 
My trainees do not like the 

5 10.42 7 14.58 13 27 20 41.57 3 6.25 2.81 1.31 46.75 
evaluation methods. 

5 
I do prefer assessment if set 

14 29. 17 8 16.67 6 12.5 13 27.08 7 14.6 3.19 1.65 5 1.91 
by an out side body. 

I think it is important to 

6 
compare assessment 

23 47.92 18 37.5 6 12.5 1 2.08 4.17 2.77 66.53 
practices across the 

colleges. 

7 
In my view assessment is 

4 8.33 13 27.08 7 14.6 16 33.33 8 16.7 2.77 1.33 48. 16 
not a recognized staff time. 

I am strict when I am 
8 34 70 .83 II 22.92 3 6.25 4.65 3.62 77.93 

assigned as invigilator 

I have sufficient time to 
9 18 37.5 II 22.92 6 12.5 7 14.58 6 12.5 3.58 2.07 57 .64 

mark assignments/projects. 

The rating scales (disagree plus strongly disagree) of item 4 in Table 17 showed 47.82 percent 

disagreement also was not satisfactory to reject the expected attitude. Moreover, there are low 

variability of responses for all items except items 6 and 8. The variability of the responses of items 6 

and 8 is 66.53 and 77.93 respectively. The findings also indicate that trainers viewed assessment as 

their regular duty. Trainers agreed that the existence of adequate time for marking trainees ' 

assignmentsl projects and they also greed that they were strict when they are assigned as an 

examiners. This finding indicates that the views of trainers' on these items were almost similar. 
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Trainers believed that most of the trainees' marks are exaggerated and they believed also the present 

evaluation practices were weak. In the open-ended questions, four deans' respondents said that 

trainees only need to have high scores, without any effort so lack of commitment, lack of knowledge 

about the subject and low readiness are also some of the observed problems 

Half of the respondents were satisfied with the current evaluation/assessment practices. Regarding 

item 5, nearly equal number of respondents were given a response either an agreement or 

disagreement. The comments given by trainers on item 5 indicate that some of them interpreted the 

statement as they were happy with the process of internal/institutional assessment practices because 

they felt that they had sufficient freedom to decide over assessment. The high number of strongly 

agree plus agree choices was backed up by various comments to the effect of the external evaluation is 

fair and valid. Besides they argued that external assessment bodies will improve the internal 

processes and helps keep the standard. 

4.3.5. Trainees' responses to tbe ."ractice of Assesslliellt 

As shown in Table 18 of next page, most of the respondents were in agreement with items I ,4, 5 and 

6. 152(72.04 %) showed an agreement (i.e., strongly agree plus agree) for item I. For item 4, 

154(72.98 %) showed an agreement (i .e., strongly agree plus agree). For item 5, 158(74.88 %) 

showed an agreement (i.e., strongly agree plus agree) and for item 6,167(79.15 %) showed an 

agreement (i.e., strongly agree plus agree). 147(69.67 %) reported that trainers had manifested 

interests and motivations in the current assessment practices. 118(55.92 %) stated that they are 

satisfied with the present assessment methods. 130(61.61 %) believed that they had given sufficient 

time for assignments/projects. This shows that: 

» trainees consider that the assessment practices are fair. 

» trainees like the assessment methods which are practiced. 

» trainees believe that the assessment practices help them improve competency. 

» trainees also believe that the present assessment practice should be improved 

The mean value of items 1,2,4,5,6, and 7 is about 4. The mean value for item I is 3.97. The mean 

value for item 2 is 3.82. The mean value for item 4 is 3.99. The mean value of item 5 is 3.89. The 

mean value of item 6 is 4.15. And the mean value of item 7 is 3.63. The mean rating of all items is 
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more than the expected average (i.e., 3). The mean rating of item 6 is more than the rating value of 

'agree' (i.e., 4). The mean rating of items I , 2, 4, 5, and 7is below the rating value of agree. There 

is low variability of responses shown in all items. This shows that: 

~ the trainees had a positive atti tude towards the practices of assessment 

~ the trainees believed that the assessment help them improve their competency 

~ However, the trainees also believed that the assessment practice should be improved 

Table 18 Trainees' Attitude towards the Practices of Evaluation/Assessment (N. =211) 

Number of Responses 

Item SA(5) A(4) UD(3) DA(2) SDA( I) X SD 

F % F % F % F % F % 

I consider the assessment practice 

that we have in our college is fair 89 42.18 63 29.86 31 14.69 19 9 9 4.27 3.97 2.45 

I believe my trainers have interest 

and motivation on the current 

assessment practices 59 27.96 88 41.71 35 16.59 24 11.37 5 237 3.82 2.22 

I am satisfied with the college 

evaluation work 41 19.43 77 36.49 23 10.9 38 18.0 1 32 15.2 3.27 1.81 

I believe the evaluation practices 

of tbe college should be improved 90 42.65 64 30.33 23 10.9 32 15 .18 2 0.94 3.99 2.48 

1 like all the assessment types 1 do 

in the college 67 31.75 91 43.13 24 11.3 20 9.48 9 4.27 3.89 2.36 

I believe that evaluation I 

assessment help improve my 

competency 97 45.97 70 33.18 27 12.8 12 5.68 5 2.37 4. 15 2.67 

I believe that adequate time is 

given to me for assignments 

Iprojects 59 27.96 71 33.65 34 16.1 37 17.54 10 4.74 3.63 2.01 

The results indicate that trainees agreed that the assessment practices were fair. They were satisfied 

with the present evaluation/assessment practices; and also appreciate the motivation and interest of 

their trainers towards assessment. However, they feel that the current assessment practice needs to be 

improved. 
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Regarding the practicality of assessment, three of the deans believed that assessment is partially 

practical; two confirmed that assessment is fully employed and one respondent gave his opinion that 

assessment is not practical. And this in turn consolidates the belief of the trainees' idea of 

improvement of the assessment. The deans also provided their reply for the question that asks to 

what extent the effort is made by the college management to help trainees understand the methods of 

assessment. Accordingly, five of them gave their responses either very high or high. They also 

forwarded some ways or means as to how they exerted their effort. They put comments such as 

training, impartations, meetings, seminars; group discussion and orientation prior to assessment 

sessions are some of the ways used by the colleges .. 

4.3.6. Trainees' Ilesponses to TyJ,es of Assessment 

T bl 19 T . a e . ramees 'Ob f T serva IOn on l ypes 0 fA ssessmen t 
Number of Responses 

Types of ATLANTA OUEENS ROHA NATIONAL CPU Total 

assessment F % F % F % F % F % F % 
continuous 
assessment 9 4.27 26 12.3 37 17.5 22 10.4 22 10.4 116 54.976 
Project work 3 1.42 3 1.42 10 4.74 8 19.1 10 4.74 34 31.422 
Final exam 6 2.84 2 0.95 3 1.42 9.5 12 5.69 23 20.4 
Apprenticeship 2 0.95 3 1.42 10 4.74 8 19 11 S.21 34 31.322 
Total 20 9.48 34 16.1 60 28.4 42 10.4 55 26.1 211 90.521 

Evidently, most of the trainees' respondents have a positive attitude towards assessment specifically 

on continuous assessment as indicated in Table 19. As shown in Table 19, 55% the respondents said 

that continuous assessment is the most widely used assessment type for getting a complete picture of 

the trainees' behavior and for providing more accurate information about the day -to day progress of 

the learners. However, the deans believed that it was not fully employed, as indicated in open- ended 

questions result. 

4.3.7. Trainees' Ilesl,onses to the 0J,en"ended items 

The trainees tried to respond to the items as follows: For the item stated, "What are the major 

problems in trainees' performance evaluation at your college?" 56.87 percent were reported that the 

trainers could not provide assessment results. 24.6 percent of trainers considered trainees' as weak 

performer. 16.7 percent reported that some trainers were making absent or coming late on the exam 
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day. 1.83 % of trainees did not give answer to this item. This indicates that trainers did not provide 

feedback or if they provide, it was late. For the item stated, "What mechanisms do you suggest for 

proper implementation of assessment practices at 10+3?" 

A. On the part of trainees: 58.76 percent stated trainees should know and respect the rules and 

avoid wrong practices in assessment. 35.24 percent stated that trainees should work hard to improve 

hislher performance on assessment. But eight percent did not answer on the item. 

B. On the parts of trainers: 53.08 percent of trainees claimed that trainers could prepare variety of 

questions items during tests or exams. 34.1 percent of trainees reported that their trainers should 

keep their marks without any change or modification. 12.82 were not responded to this sub item. 

C. On the part of the college: 56.87 percent of trainees said that the college could work to improve 

the relationship between trainers and trainees and should provide trainers' performance assessment 

sheets. 38.38 percent reported that colleges could take measure on those trainers who either late or 

absent on exams day. 5.21 percent were not answered the items. 

4.3.8 Traincrs' IlcSI)OnSCS to SUblllissioll ancl Failu.·c oi Submission 

oi AssiglUncllts 

Table 20. Trainers' observation about Submission of Assignments and Reasons to 

Failure of Submission 

TRAINERS 
Item Respollses T.NO=48 

% 
Time of submission With in the fixed time 12.5 

After the dead line 64.5 
Don't submit 23 

Reasons of failure of Lack of time 10.6 
submission Lack of interest 58 

Lack of awareness 12.6 
Lack of commitment 18.8 

As shown in Table 20 most of the trainees did not submit assigrunents/projects on time. There were 

also trainees who did not submit their assigrunents or projects on a fixed time. 64.5 percent of 

trainers' respondents proved that trainees submit their assigrunents not on time at all. Attempt was 

made to find out why trainees did not submit assignments on time. Again, in table 20, it can be seen, 

according to trainers' respondents, that lack of interest is the major reason for failure to submit 

assigrunents on time. 
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4.3.9 Deans' Ilesl.onses to Conditions 'l'bat Airect AssesslI.ent .).·nctices 

Table 21 shows that the responses given by the deans' respondents that whether 

evaluation/assessment guide-lines and manuals are provided to trainers. 83.3 percent of respondents 

said those trainers are provided are given these materials. Deans were also asked why trainers did 

not use the guide-lines and the manuals and directives properly. 

Table21. Deans' Observation on Conditions that Affect Assessment Practices 

Responses 

Yes NO 
Item F % F % 

Do Trainers get Evaluation guide-lines & manuals 5 83.33 I 16.70 

Do Trainers get in-service trainers on implementing of 
evaluation I Assessment 2 33.33 4 66.67 

Do most of the trainers viewed assessment as recognized 
use of staff time rather than an extra 4 66.67 2 33.33 

Is there a precision and specify criteria for evaluation? 2 33.33 4 66.67 

Do you think trainers are over-loaded? 5 83.33 1 16.67 

According to their response, among six deans, five indicated that because trainers are engaged in too 

much work (busy) unable to use these materials. Three of them also gave their comments in that 

some instructors were not ready for change. Equal number of deans was in favor or against the 

statement that describes whether trainers got in service training on implementing assessment, as 

shown in table 21. Regarding the statement that says, do most of the trainers viewed assessment as 

recognized use of staff time rather than an extra which is also stated on item 7in table 17, 66.7 

percent of the deans agreed that trainers considered that assessment is prut of their regular working 

time. 

Similarly, four of the deans also admitted that there were not a precised and specific criteria for 

assessment. The majority (83.3%) of the deans thought that trainers are over-loaded. On this 

statement some commented that since trainers are working in different colleges, they are over­

loaded. One respondent commented that trainers are occupied with the routine duties of the college, 

while the other reported in adequacy of skilled trainers for each field of study and inability of 

trainers make them over-loaded. 
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4.3.10. Traincrs' Rcsl.onscs to tlac Extcnt of lUanagclllcnt lIell' 

What level of support do trainers get from the college management to the practices of assessment? 

Regarding this questions the findings are given below in Table 22. 

As indicated in table 22, 75 %( Atlanta), 56.25 %( Queens'), and 38.8 % (Roha) and 50% (National) 

of the trainers respondents said no relevant and adequate help is provided to them by the college 

management in implementing assessment, while 56 percent and 44 percent (CPU) of the respondents 

said that the help is given by the management was very high and high respectively. And also 25 % 

(Atlanta), 30.8 % (Roha) and 33 .3 %( National) of trainers responded that the help provided by the 

management was moderate. 

Table22. The extent to which the College Management Helps Trainers in implementing 
assessment practices 

Response Number of Responses 

ATLANTA QUEENS' ROHA NATIONAL CPU 

F % F % F % F % F % 

Very High - - 3 18.75 4 30.8 5 56 

High - - 2 12.5 - - I 16.7 4 ·44 

Average I 25 2 12.5 4 30.8 2 33.3 - -

Below 3 75 9 56.25 5 38.8 3 50 - -
Average 

Total 4 100 16 100 13 100 100 100 9 100 

As indicated in table 22, 75 %( Atlanta), 56.25 %( Queens'), and 38.8 % (Roha) and 50% (National) 

of the trainers respondents said no relevant and adequate help is provided to them by the college 

management in implementing assessment, while 56 percent and 44 percent (CPU) of the respondents 

said that the help is given by the management was very high and high respectively. And also 25 %( 

Atlanta), 30.8 % (Roha) and 33.3 %( National) of trainers responded that the help provided by the 

management was moderate. 
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4.3.11. Results of O).enoended Questionnaires Distributed to Dean 

There were three open-ended (item 2 has four sub-items) items distributed to the deans. They reacted 

to the questionnaires as follows: 

For the item stated," Do you think students who are low achievers in grade 10 join TVET? If so, 

what is its impact on their performance evaluation?" 

The deans (100%) said "yes" and reported the following points on this item: 

~ One dean said that among the factor that affects quality in higher institutions is the entry 

profile, low profile means low performance. 

~ The impact is psychological. They fill that they are the weak. Therefore they are the 

lower in their performance, as the other dean reported. 

~ two deans reported that the impact is particularly in the areas of their attitude, knowledge 

and their interest will be reduced. 

~ Mostly yes, but sometimes high scores also join and their performance is better, as one 

dean responded. 

For the item stated," What are the problems to be encountered III implementing trainees' 

performance evaluation?" 

A. On the part of trainees: the following problems are reported by the deans: 

~ Language problem, bad habit of passing from one level to the next with out merit, no 

vision of knowledge, and low regard to their studies and no one culture of reading, as 

tone dean reported. 

~ One respondent reported that resource problem and trainees are not accustomed the 

practices of continuous assessment. 

~ Four deans' respondents said that trainees only need to have high scores, lack of 

commitment, lack of knowledge about the subject and low readiness are some of the 

problems. All deans reported problems like low payment, lack of training, lack of 

time andstick to theoldpractioes, 

B. On the part of the trainers: problems are reported like indifference of education, low social 

regard, working in different places and overload, lack of reading habit, carelessness and cheap 

popularity are mentioned by one respondent. 
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C. On the part ofthe college management: insufficient human and material recourse, not creating 

awareness to the trainers and the trainees about the practices assessment were the problems 

mentioned by a respondent were reported by all deans except one who reported that lack of 

motivation also considered as problem. 

D. On the part of the college record office: on this sub item the responses of the deans highly 

splinted up. Thus, one respondent reported that there is inefficiency of notifying trainers' grades 

and not following academic calendar. One said that there was no problem, the other reported that 

the record officer never follow up the whole assessments regularly. Two deans not responded, 

while said no problem. 

E. On the part of the government: on this item the deans' reports were similar except the two 

who did not answer. Among the problems mentioned by the deans were: low assistance from the 

government, ambitious policy without the tangible facts, and no work for graduating, the 

government does not treat public and private institutions equally were some of the problems. 

For the stated item, "Could you please suggest possible solutions, if any?" 

Regarding this item two respondents said that government should give due attention to the training 

of trainers and also need to give incentives for training provider institutions. The other one reported 

that the government should be committed for quality assurance and provide the necessary support fo r 

private institutions. The curriculum must be revised and the assessment method also must be revised 

by concerned body like COC immediately, as claimed a respondent. The other respondent claimed 

that the government needs to allocate land for colleges and schools; graduates should have equal 

opportunity of employment. One dean reported that trainees should have a clear understanding on 

the use of education. 

4.3.12. The Ilesult of Interview Ilcsl.onscs 

4.3.12.1. Deans' Interview Ilesl.onses . 

The interview guidelines were thirteen items designed for the deans. Hundred percent of them 

reacted to the item as follows: 

For the item stated," What does the college understand of the practices of trainees' performance 

assessment?" 
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Hundred percent of the deans stated that they understand the practices of trainees' performance 

assessment in the following ways: 

~ As it is one means of quality assurance. 

~ It is one way of testing of the competency of the trainees. 

~ It gives confirmation whether or not the trainees maintain the qualification to the standard 

of the level and knowledge of the subject matter taught. 

~ It helps to identify the changes takes place in the psychomotor, cognitive and affective 

domain. 

~ It must be purpose oriented. 

For the item stated," What sort of communication do you have with people at the different parts of 

the assessment process (learners, trainers, invigilators, course coordinators etc.,) and what is the 

nature of these communications?" 

One dean responded that the communication was weak, while the other five (83.3%) of the deans 

confirmed that the nature of their communication was direct and clear. These respondents further 

explained that the communication happened according to the conditions. The sort of communication 

may be orally/written/report. However, the sort of communication is determined by message from 

the sender. Besides, they reported that trainers and coordinators were well oriented that assessment 

is not an end by itself but a means. Therefore, similarly, should be made an aware of the results of 

the assessment and assisted to improve the assessment as well as the assessor. 

For the item stated," What are the major challenges of good assessment practice?" 

Hundred percent of the deans stated that the major challenges of he practices of good assessments 

are: 

~ 

~ 

~ 

~ 

~ 

~ 

~ 

~ 

lack of awareness. of the objectives and practices of assessment 

carelessness, negligence and frustratiol] among the trainees and trainers. 

lack of knowledge about the methods of assessment. 

lack preparing a variety of test items, particularly project assessment. 

time management. 

resource including electricity. 

trainers' personal barriers. 

lack of interest both trainers and trainees. 
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For the item stated," What kind of practices would count as a wrong! (breach of ethics) 111 

assessment?" 

All of the respondents reported that the following practices as wrong practices in assessment: 

~ cheating, helping others to cheat, coping from books (texts), plagiarism, oral discussion, 

any other sorts like mobile phone use, electronic message and laissez-faire invigilation. 

~ continuous assessment was not fully employed. 

~ disparity between the objective of assessment and real practices. 

~ disregarding the worth trainers' efforts. 

~ there is no schedule (except final exams) for assessment. 

For the item stated, "What counts as good assessment in your college? How do you quality assure 

your own evaluation/assessment?" 

. The deans' respondents reported that the following could be counted as points of good assessment 

~ designing or preparing variety of test items. 

~ strict control during test/exam sessions 

~ academic freedom. 

~ full employment of continuous assessment. 

~ close supervision by course coordinators and department heads. 

For the item stated," If the purpose is to keep a focus on learning, in what way does your college 

keep an eye on the learning context, relationships, etc? Whose responsibility would it be to 

undertake research on learners, both their view of assessment, as well as issues such as language?" 

~ On this item half of the deans reported that the colleges make sure through the 

departments that the curriculum for any given level is thoroughly covered and trainees 

have made behavioral changes and developed skills that are needed. They said that they 

did not make any reaction on learners while they are on training but we ask for feedbacks 

about our trainees employed in different organizations. 

~ Department heads as well as course coordinators are highly responsible for this. 

Vocational counselor and trainees affairs office is responsible to undertake research on 

the learners. However, trainers are also individually responsible to identify students' view 

of assessment, language and other factors. 
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For the item stated, "How do you and your colleagues aim to ensure quality in evaluation/assessment 

at your college?" 

Regarding this item respondents stated different ideas. One respondent reported that the colleges 

had got its own rules and regulations concerning evaluation, examiners and invigilators. No breach 

of ethics shall be committed. If someone is found guilty he/she will be punished according to the set 

rules. Another respondent reported that certain clearly defined parameters were placed against 

which each assessment is controlled. Still another respondent explained that first of all the process 

should be planned, it should included in the course outline preparation, and its quality should be 

seen. We have a quality assurance department to promote this issue, as reported by the other 

respondent. One respondent did not provide his opinion. 

For the item stated, "In what way do you think continuous and institution -based assessment should 

be used?" 

All the deans had similar opinion on this item. They reported that each duty /chapter should have an 

assessment. Trainees learn about their mistakes /short comings. Trainers shall also at least give 

continuous assessments before the final exam for each course. They further discussed that for every 

practical as well as theoretical courses their trainers used continuous assessment, but up to a given 

percentage weight because it greatly assists in identification of the degree of improvement and 

progress of the trainees. 

For the item stated, "Do you ever talk to the concerned bodies (Bureau &MOE) about assessment?" 

If so, what sorts' of issues are discussed and what has been their response?" 

For this item two deans are reported that they were participated whereas the other four reported they 

did not. Those who said 'yes' reported that they discussed about a standardized evaluation at the 

region level. They further reported that what kind of assessment method is to be employed 

enshrined in the modules. But when it came to the percentage weight attached to each major course 

they could not find any logic why it happened so from the discussion. 

For the item stated, "What is your opinion about apprenticeship training and its evaluation of 

trainees?" 

Regarding this item all respondents had given their dissatisfaction. They reported that the beauty of 

apprenticeship is that the trainees were exposed to the world of work, gain practical experiences, 

develop social skills and strengthen their skills. If the trainees got a true practical, it could be 
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appreciable. But in most cases the organizations accepted because of the proclamation which forces 

them to act. The results they saw were given carelessly. The colleges measured the marks from 

apprenticeship training with that of results the trainees had in colleges' training. 

For the item stated, "If a teacher or assessor is keen to comply with policies but does not appear to 

have current capacity to do so, what would you do?" 

Four of the deans reported that all trainers were given orientations and they believed each trainer 

knew it. However, if anyone of the trainers failed to act, they may be tried other means like 

mentoring or training by the representative departments heads, providing short term training which 

focuses on trainers' problem areas or advised to share experiences from other trainers. Two of the 

deans were not responded to the item. 

For the item stated, "What could/would you do if you found problems with assessment from 

trainers or invigilators?" 

On this item all deans had similar opinion except one dean who said that if he found evidences that a 

certain trainer committed a mistake or created a problem with evidence he would gave him/her 

automatically "F"(it is not clear why "F"). One reported that there were rule and regulations 

concerning exams invigilation, and other sorts of assessments. Any trainer is accountable to any 

problem he/she creates. He/she might be fined or given a warning letter. The other two said that first 

he identified the kind of assessment problem that is prevailing. Then they discussed it with the 

trainer and finally a correct path of assessment or solution was reached for implementation. Another 

dean reported the case could be reported to the academic commission of the college. 

For the item stated, "How would problems with assessment be picked up in your institution?" 

Hundred percent of the deans had identical responses on this item. They reported that the following 

were the ways that would be used to pick up assessment problems in their respective colleges. 

» Trainers could raised questions on the problems 

» Trainees may complained 

» From invigilators' reports. 

» From department evaluation. 

» From trainers' performance assessment. 

For the item stated, "What are the prospects (future positive expectations) of trainees' performance 

evaluation in TVET?" 
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The response of each dean regarding the prospects of trainees' performance assessment was stated 

below: 

~ One dean reported that he hoped most problems observed in TVET in connection with 

policy, directives, curriculum implementation will be soberly dealt with and a better 

approach will be followed. Thus, it would have a better opportunity to contribute to 

national development endeavors provided that the government and other concerned 

organs are willing and put into practice. Otherwise, lots of confusions and inexplicable 

problems would arise so that the end will be far from being achieved. 

~ The other one said that the TVET program would be productive if some structural and 

qualitative measures are taken by the MOE and Educational Bureau's. 

~ Continuous assessment will be remained to be key method of assessment. Trainees who 

will be failed or scored below standard may sit for a make-up or if he/she could not cope, 

then he/she will repeat the course and he also will make sure rules and regulations are 

respected. 

~ Another dean explained that the center of excellence will play an important role in the 

future, and this in turn will change the attitude of both trainers and trainees. 

~ It will be negative because trainees are not confident with what they have learned 

~ One dean fails to respond. 

4.3.12.2. AAEDO Interview lleSI)OIlSeS 

The interview guidelines were twelve unstructured items designed for the Bureau's officials and the 

interview was conducted on May 07/2008. 

They were two respondents and both of them reacted to the item as follows: 

For the item stated, "Is there been any orientation (seminar, workshop, etc) for private TVET 

providers in the city on the procedures /ways of implementing evaluation/assessment of trainees' 

performance? If so, can you describe them in terms of objective, participating colleges, content, 

duration, etc?" 

Both reported that there was no any orientation particularly conducted for private TVET colleges. 

However, one official said that MOE had conducted such workshops or seminar even though only 

few TVET providers were participated. 
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For the item stated, "What kinds of techniques or mechanism do you expect from trainers to improve 

the quality and effectiveness of trainees' assessment in TVET private colleges?" The officials gave 

their opinions that trainers who had a method, idea of evaluation not only be theoretical but also 

practical assessor, so that every trainer needs to take training on assessment 

For the item stated, "What mechanism do you follow to check whether private TVET colleges' 

implement evaluation/assessment?" 

The responses given for this item that they didn't have any mechanism, but supervisors' went to 

colleges and checked transcripts and grades of the trainees and could be checked the test items 

prepared by the trainers. Otherwise no other checking mechanisms were employed. 

For the item stated, "Do you supply relevant materials on assessment?" 

One of them said it was done by MOE. The other responded that he thought not. 

For the item stated, "What is/are the strengths and weakness of private business TVET colleges in 

implementing trainees' performance evaluation/assessment? 

A. Strength: they evaluate the trainees and keep records. They tried to follow the rules and 

regulations based on the occupational standards. 

B. Weakness: Some may not do continuous assessment. Not used different methods of 

assessment i.e., more oftheoretical than practical. 

For the item stated, "What do you think should be done to Improve the present system of 

evaluation/assessment in private business colleges?" 

One responded that support with the necessary training especially on evaluation/assessment, follow­

up/controlling mechanisms should be designed. The other said the workshop that conducted in 

Adama has to be given to all private TVET colleges. 

For the item stated, "In what way do you think continuous and college-based assessment should be 

used? 

One reported that it would as per-unit of competence and related to module. The other said 

assessment should be conducted in three ways namely in school [college], company and COC 

(center of competence). 

For the item stated, "What kind of practices would count as a wrong (breach of ethics) 111 

assessment? 
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One respondents said that giving grades that were not relevant to the trainees' skills and Knowledge. 

The other said lacking authenticity. 

For the item stated, "Do you ever talk to the colleges about assessment? If so, what sorts' of issues 

are discussed and what has been their response?" 

One said "no". The other said that they did, but most of the time the colleges thought they were 

autonomous and did not want to be checked by AAEB. 

For the item stated, "What are the prospects (future positive expectations) of trainees' performance 

evaluation in TVETT' 

One respondent stated that more practice and assessment in company [apprenticeship land 

theoretical knowledge is expected. The last license would be given if they pass the 

examination/assessment conducted by MOE. The response of the second respondent was also 

similar with that of the first. He said the establislunent of COC may reflect the performance of 

trainees and that could make the evaluation better reliable. 

4.3.12.3. The Ilesult of Observution Chedilist 

As shown in Table 23, higher proportion of facilities/materials like lab room, annual colleges' 

schedule indicating exam program, guidelines and manuals, classrooms and furniture for trainees, 

and grade report sheet were available in five colleges, while library facilities (except three 

colleges) and room and furniture for trainers including boxes/cabinets (except two colleges) were 

less proportional. 

Regarding the resource adequacy of the colleges it is possible to comment that there were a lot of 

computers and typewriters which had technical problems in each college which impede the training 

as well as the assessment practices. Furthermore, even if, guidelines and manuals were hundred 

percent available, they were not precise and specific. Classrooms and furniture for trainees were not 

adequate in terms of size and convenes. 
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6. For the quality of assessment, educators are required to show their competence to assess. This we 

have argued can be done through management functions. But the understanding of what 

needs to be put in place, can be externally required and internally driven. This would require 

support and accountability at the highest level. Educators will need more than information. 

AAEBIMOE could continue to provide colleges with information pertinent to assessment 

practices, information that reaches the trainers. 

7. Among all, to follow good evaluation procedure, there must be a change of attitude by trainers as 

well as trainees. The change of attitude will help them to identity the wrong practices and 

procedures followed. This could help trainers and trainees correct their errors to facilitate the 

creation of a good teaching-learning environment. The present study points out that there are 

a significant problems and lack of uniformity among the colleges' practitioners of the city. 

Particularly in terms of their awareness of the procedures and implementation of assessment 

and of general principles of evaluation and the need to employing a variety of assessment 

techniques, trainees' breach of ethics during tests/exams sessions, and highly exaggerated 

rnarks of trainees' from apprenticeship program. On-going professional development of 

educators is required, which should include on-going development of assessment capacity. 

::P assessor training experience has been a mixed one. 

9. A large number of college trainers have not been sent on assessor training; few have been declared 

competent. But, generally there is a positive attitude towards such training; this could be for a 

range of reasons, but does seem to include an increased reflection on assessment, a 

willingness to share ideas with colleagues, and an injection of energy into institutions. 

10. Internal assessment is crucial to provide feedback for the learner, to contribute to judging the 

learners' competence, and to ensure that the learner is not judged on one performance only. 

In addition internal assessment guides the educator in teaching, and provides a measure of 

accountability for both learner and educators. It is impractical to attempt to verify internal 

assessment, as different procedures would be in place in each institution. However, 

institutions should have moderation processes in place where appropriate. Support put in 

place for internal assessment could assist both with college-based assessment which 

contributes to the final mark and assessment conducted purely for formative purposes. 
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11. The respondents indicated a willingness and intention to align practices with new policies. 

However, there is confusion and insecurity in the system in terms of what will be allowed, 

when policy will change, which structures colleges should be dealing with, etc. Much of this 

problem stems from both AAEB/MOE and PBTVETC, and while it is not always related to 

assessment, there is clearly a sense of confusion and lack of clear information and guidelines 

in the sector, which can contribute to a high degree of demoralization. Colleges' staffs do 

seem to feel cut off from information about assessment; for exanlple, there was some 

confusion about the compilation of the final mark, and how the year mark was weighted 

across various subjects in this regard. 

12. It is clear that the policy environment is unstable and volatile. The key issue of the certification 

of the TVET is still unresolved. Various key issues which influence the policies and 

procedures which colleges will need to develop are unresolved, such as the certification and 

curriculum framework for TVET. The amount of moderation, for example, which will be 

required for qualifications without national assessment strategies, is likely to be greater, and 

probably unsustainable. In addition, external moderation might become necessary, if only 

internal assessment is used 

5.3 RECOMMENDATIONS 

Based on the findings of the study and the conclusions drawn, the following recommendations are 

suggested . 

• The proposed strategy for orienting trainers in assessment has a capacity to improve training and it 

helps stakeholders in providing appropriate information about the progress and competency 

of trainees on the basis of the discussions made. In this connection, it is important to organize 

training in assessment and evaluation because a large number of trainers do not have a good 

deal of awareness. The respondents indicated a willingness and intention to align practices 

with new policies. However, there is confusion and insecurity in the system in terms of what 

will be allowed, when policy will change, which structures colleges should be dealing with, 

etc. AAEB/MOE and PBTVETC need to encourage the flow of information. Since much of 

this problem stems from both sides, and as a result confusion and lack of clear information 

and guidelines in the sector exist which can contribute to a high degree of dissatisfaction. 
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colleges should provide directives/guidelines on procedures and implementation of 

assessment, test construction and administration. It can be also better to colleges that 

assigning a sizeable number and duty-minded of invigilators to minimize the incidence of 

cheating. 

• Standardization IS an Issue that is addressed by this study. Freedom is desired but within 

parameters. First, minimum standards must be in place and guidelines for good practice 

should be given. Minimum standards need not be onerous, and should aim to minimize 

technical abuse through meeting with the colleges. Through communication, this can be 

continually emphasized. This is a possible approach for AAEB/ MOE to take. It could 

consider, for example, setting a margin for error, to allow for minor differences in evaluation 

and at the same time, fostering discussion where discrepancies arise. The call for some 

standardization of quality guidelines could be addressed by the identification and prioritizing 

of key areas for assessment, using guides to good practice AAEB/MOE Officials should 

arrange for trainers of different PBTVETC within the same city to share their experiences. 

What is clear is that trainers need to work together, and discussions need to be built into their 

work in various ways as shared practice is a crucial part of standardization . 

• Further studies should be done to get clearer picture of the state of trainers' assessment. It appears 

that many of the assessment practices associated with the new qualifications involved the 

development of detailed assessment instruments. These are motivated by a desire for good 

assessment practice, but are often very time consuming. Role-plays and practical work with 

learners, for example, take about half an hour per learner. In addition, the procedures and 

requirements for recording such assessments are seen as time consuming, bureaucratic at 

times, and unsustainable except for very small learner numbers. While such decisions will 

rest with the trainer, colleges could encourage trainers to modify practices where appropriate. 

It would be clear that colleges would have difficulty in moderating them. Information should 

be more clearly available to colleges in terms of the use of internal assessment marks. There 

is some lack of clarity in terms of how the term mark counts towards the final mark in 

various subjects. In the interests of transparency, clear information should be made available 

in this regard. 
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• On-going professional development of educators is required, which should include on-going 

development of assessment capacity. A large number of college trainers have not got assessor 

training; few have been declared competent. However, there is a strong feeling that 

assessment cannot be generic, and that more subject specific training is required. In addition, 

competence was seen to be increasingly dependent on the idea of training. Guidelines and 

instruments for internal assessment should be developed and shared within the sector. Some 

kind of benclunarking would be useful, and could be necessary to ensure some degree of 

equivalence between the same qualifications offered by different colleges and this in turn 

will decrease the insecurity which is felt by trainers. In this regard, AAEB could consider 

suggesting that the colleges develop some kind of common assessment tasks; or conduct 

moderation of a sample of assessments. This could include a consideration of having a 

common assessment task for the college-based assessment that is marked within the college. 

Assessment instruments and approaches need to be developed which are sustainable and 

practical in terms of numbers and time 

• There is a feeling that there are conflicting processes and requirements in terms of quality 

assurance done by the AAEB and colleges. Whether or not this is the case, and whether or 

not the new recommendations of the COC report will resolve some of the real problems, it is 

important that colleges should be given clear information. It is also impOliant that 

consideration is given by all role players to what happens to learners cUlTently in the system. 

This issue is of particular concern to colleges because of their view that learners need to be 

employable, and their assumption that industry wants specific skills which are embodied in 

the new qualifications. Colleges might encourage/push the Bureau of Education to be flexible 

to enable colleges to respond to specific requests. Respondents from colleges urged AAEB to 

put pressure on this regard. There is also a need to clarify private providers about the 

processes and requirements, particularly in relation to the external assessments' registration 

processes . 

• There is a call from some colleges for standardization at entry leve l. Perhaps tests should be availab le on 

request where school reports are not adequate. And the colleges should investi gate the possibilities of 

international benchmarking for standardization. As we point out in the brief section on international 

approaches, one of the problems in this regard is the fact that vocational education is organ ized very 
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differently in different countries. The AAEB, however, when defining learning programmes, could 

investigate where there are appropriate international comparisons; it was felt by many in the private 

sector that there needs to be some mechanisms developed for keeping abreast of international trends. 

Concern was expressed that assessment seems to increasingly be seen as more important than 

teaching and learning. Quality assurance of assessment, and assessment itself, should not take over. 

• Responses referred to the main languages of learners differing from the language in assessments. Most of 

our student's first language is not English and assessments are normally undertaken in English. 

Where English is not the learner's native language, understanding may be hampered and may not 

allow learner to perform at his/her optimum, and that where many of the learners are 2nd language 

English speakers, they are at a disadvantage when it comes to written assessments. But the view was 

also expressed that some examinations were largely practical or short answers . 

• The government has attempted to orient and give awareness to some of the college practitioners on the 

essence and procedures of assessment. However, in the colleges considered, what is being done 

practically is not different from its non-existence. This impels that the government is still expected to 

do a lot in addition to what has already been done. The desired and expected change of behavioral 

outcomes could not be practically achieved in the context of the present day TVET assessment system 

perhaps because of the inadequate assessor training. It may also be because of the fact that the 

training, orientation, or awareness creation was not there. Or it may be because of lack of proper 

follow up and supervision on the part of the policy makers and curriculum experts in order to appraise 

whether or not what is being done in PBTVETC in accordance to what is intended to be achieved. 

Obviously, it is believed that, based on a follow-up, study, it is quite possible to take immediate 

corrective measures. However, this is what is lacking in the context of ollr TVET training system. 

Finally, equipment and Materials as well as service giving rooms to facilitate assessment should be 

available in the colleges. 
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Appendix I 

Addis Ababa University 

School of Graduate Studies 

Department of Business Education 

Questionnaire to be filled by 10 + 3 Trainees 

Objective: - The main purpose of this questionnaire is to conduct a research study on the practice 

of trainees' performance evaluation/assessment in Private Business TVET Colleges. The fo llowing 

questions are not meant for testing your knowledge. They are presented to understand what trainees 

view and feel about the practices of trainees' performance evaluation in TVET. There is no right 

and wrong answer. Please answer as you really think and feel. Your answer will be kept 

confidential. I thank you very much in advance for your cooperation. 

Part One: Personal Data 

Note: It is not necessary to write your name 

Instruction I: Put a ">",, in the given boxes or write short answers in the space provided. 

I. Name of College 

2. Filed of study 

3. Age A. <18 0 B.18-20 D C.>20 0 

4. Sex A.Male 0 B. Female 0 
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No 

I 

2 

3 

4 

5 

5 

6 

Part Two: Evaluation/Assessment methods 

Instruction II: In the table below, please put a "1''' sign In the column on the 

evaluation/assessment methods which are mostly used. 

I. Methods 

End of 
Evalua lion/assessment Daily(each End of each At mid- End of 

each 
methods period) task/tasks course Course 

duty 

Class activity 

Quizzes/tests 

Assignment (individual 

andlor group work) 

Observation 

Oral questions 

Practical work 

Presentation(individual 

andlor group work) 

Final exams 

Instruction III: Put a "I' '' sign in the column that best describes the evaluation tools/ 

types used by trainers . 

2. ToolslItems type 

Frequency used (scales) 

Not 

Used 

No Evaluatioll tools/item types always Frequelltly occ!lsiollltlly Seldom Never 

I True -False 

2 Multiple -choice 

3 Matching 

4 Fill in the blank 

5 Short answers 

6 Essay type questions 
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Part Three: Evaluation /assessment practices 

Instruction I: Give your answers by making a (~) sign in the given boxes or write short answers on 
the space provided. 

3.1 Which one of the following is the best method to evaluate trainee's competence and help 
improve his/her learning effort? 

A. Continuous assessment D 
B. project work D 
C. Final exam D 
D. Apprenticeship D 
E. Other ifany 

3.2 Do most of the trainers tell their trainees about tests and final exam results and how the 
results are recorded? A. Yes D B. No D 

3.3 How do most trainers tell trainees about their evaluation results? 
A. Read the answer in class after correction 

B. Put the results on notice board 

C. Return papers to students after correction 

D. Keep it secret and make it known with final exam result 

3.4 What do most of the trainers do for trainees who score low marks? 
[You can indicate more than one answer 1 
A. The trainers teach (help) them during their spare time 

D 

D 

D 
D 

B. The trainers simply change the low marks and provide higher marks 
C. Trainers made known the issue to the college's management 
D. Other ifany ______________ _ 

3.5 With in how many days do most of the trainers return evaluation results to trainees? 
A. In two or three days D 
B. In a week D 
C. In a month D 
D. At the end of the course D 
E. Other if any 

D 
D 

D 

D 

D 
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Instruction II: Please put a ""'''sign in the column Strongly agree ISO) , Agree, fA) Undecided 

IUD), Disagree (0) Strongly Disagree ISO) that best describes the given statement. 

No Items SA(S) A(4) UD(3) D(2) 

I My trainers make clear to me about the duties/chapters and 

tasks or units that the questions focus on? 

2 I have favorable conditions to discuss on results of tests 

and final exams with my trainers 

3 In my view, trainers keep tests and/or exams secret until 

they are given to trainees. 

4 In my understanding, trainers tell trainees ahead of time 

the marks assigned to each item in test or exam. 

5 Trainers evaluate me according to the college schedule. 

6 My trainers evaluate me as it suits them. 

7 am assessed on mainly facts or theory 

8 am assessed on skills/ practical work 

9 I am assessed on values and attitudes 

10 I am assessed on theory and skills 

II I believe that the assessments I do accurately reflect what I 

have learned 

12 I believe that the assessment I do accurately reflect what I 

can do in my chosen field. 

13 I consider the assessment practices that we have in the 

college to be fair? 

14 I like the type of tests, projects, assignments and works, 

exams, I do on training 

IS I believe that my trainers have interest and motivation in 

the current trainees' performance evaluation methods 

SD 

(1) 
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No Items SA A UD D SD 

16 I am satisfied with my college evaluation practices. 

I believe that the practices of the college evaluation should be 

17 improved. 

18 My trainers help me to know about how I will be assessed? 

I am asking my trainers information about evaluation)? (Like 

19 information on criteria, dates and times and methods) 

I get sufficient feedback (marks, comments) from my trainers/ 

20 evaluators 

In my observation, evaluation in apprenticeship training is fair and 

21 trainees get marks according to their performance 

Marking in apprenticeship training is too much inflated or 

22 exaggerated. 

23 There is strict control during tests and exams. 

I observe that many trainees score high marks by cheating in the 

24 tests and exams. 

2S I have a language problem in written examinations and tests 

26 Too many assignments with the same deadline are given to me 

27 I know what counts as wrong practices in the process of assessment. 

I Believe that evaluation/assessment can help me to improve my 

28 competence. 

29 Sufficient time is given to me to complete any assessment tasks. 
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Part "IV" Open-ended Questions 

4.1 Are there problems in trainees' performance evaluation process in your college? Please 
specify it? 

4.2 What mechanisms do you suggest for proper implementation of evaluation/assessment 
practices at 10+3? 

4.2.1 On the part of trainees: 

4.2.2 On the part of trainers: 

4.2.3 On the part oflhe college: 

Thank you very much for your cooperation 
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Appendix II 

Addis Ababa University 

School of Graduate Studies 

Department of Business Education 

Questionnaire to be filled in by Trainers of Private Business TVET Colleges 

Objective: The main purpose of this questionnaire is to gather relevant information about the 

current practices of trainees' performance evaluation in private business TVET colleges. 

Therefore, your response to this questionnaire is very important to the success of the study. The 

information you give will be kept confidential. The researcher forwards his gratitude for your 

willingness and devotion in filling this questionnaire. 

Thank you 

Part-One: Background Information 

Note: Writing your name is not necessary. 

Instruction: Put a "';"sign to your choice to questions with alternative answers or write short ' 

answers in the space provided. 

I. Name of 

2. Sex: Male D Female 

.. 3. Level of Education 

A. College diploma 

B. B.AIB.SC 

C M.AlMSc. 

D PH.D 

D 

D 

D 

D 

the 
D 

college 

F.Other _ ____________ __ _ 

4 Qualifications 

A. Major ____ _ 

B. Minor __ _ 
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5 Your academic rank 

A Professor 

D. Lecturer 

D B. Associate professorD 

D E. Assistant lecturer D 

C .Assistant professor D 

F. Graduate lecturer D 
G. Oilicr ________________________________ ___ 

6 Service years 

A Below one year D B.I-5 D C. Above 5 years D 

7 Your teaching load (hours per week) _________ _ 

8 The number of trainees you train in the classroom. 

A <50 B.50 .c. >50 

Part Two: Frequency of evaluation/assessment methods and tools, and its focus. 

Instruction I: Put a "v'''sign in the column that best describes the assessment method and 

tool/type used frequently. 

1. Methods 

Freqllellcy IIsed (scilles) 

Evaluatiolll assessmelltmet/zods. 

No Ellliof Elld of Ellliof DOll't 

always task/topic dllty/cllU course use 

I Class work (Individual and/or 

group) 

2 Quizzes and tests 

3 Practical work 

4 Observation 

5 Oral questioning 

6 Assignment 

7 Project work 

8 Presentation (individual and/ or 

group) 

Final exam 
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Part Three: Effectiveness in evaluation/assessment practices. 

Instruction I: Put a u.f"sign to your choice to questions with alternative answers or write short 

answers in the space provided. 

Did you participate in workshop or seminar prepared for promoting awareness of the 

procedures/ways of implementing evaluation/ assessment? 

A, Yes o B No 0 

2 When fyour trainees submit assignment and project works? 

A. On the fixed time 0 B. After the dead line 0 C. they don ' t submit 0 

3 If your answer to question No.5 is "D" or "C", what is the reason? (Rank orders your reasons.) 

A. Lacks oftime __ _ 

B. Lack of awareness about assignment ___ _ 

C. Lack of interest __ 

D. If any please specify __________________ _ 
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Part Four: Conditions that affect evaluation /assessment Practices. 

Instruction I: Put a "v'''sign to your choice to questions with alternative answers or write short 

answers in the space provided. 

I. In assessing trainees' perfonnance, is there any guiding principle supplied by the college? A. 
Yes D B.NoD 

2. If your answer to question No.1 above is "yes", then what weight the following? 
A. Test(s)/quiz(s) % 

B. project work ______ % 

C. Final-exam _____ % 

D. If any specify ____ % 

3. What do you do if the trainees get below an average result? 

A. I teach again D 

B. I simply give an average mark D 

C. I infonri the college. D 

D. I give warning D 

E. Ifany specify ___________________ _ 

4. To what extent, the college administration helps the trainers m implementing 

evaluation/assessment? 

A. Very high D 

B. High D 

C. Average 

D. Below average 

D 
D 

5 Give numbers (1-8) to show the rank orders from the most barriers to least to the following 

statements that you think the major barriers in implementing evaluation practices and put an 

"X" mark for barriers that you don't think at all in your college? 

A. Large class size (above 50 students in the class), _____ _ 

B. Lack of trainers and trainees awareness on evaluation/assessment procedures? __ 

C. Lack of adequate time ___ _ 

D. Problems related to trainees, ____ _ 

E. Non-existent criteria for evaluation, ____ _ 

F. Overload of work ______ _ 

6 Please specify if there are other barriers you think ______________ _ 
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No 

I 

2 

3 

4 

5 

6 

7 

-

8 . 
9 

10 

Instruction II: Put a "v'''sign in the column that best describes the given statement. For the open 

ended question you are expected to write your response in the space provided 

7. Practices 

Statements Always Frequently Occasionally Seldom Nevel' Comment or reason 
for response 

I give only marks on 
assessment 
I help trainees to prepare for 
their assessments 

I provide support for 'at risk' 
students 
I identifY trainees who may 
fail through an early 
assessment 
I talk about whether my 
assessments test what I want 
them to test. 
I discuss the assessments I 
set with my colleagues 
before it is administered. 

In my department trainers 
discuss about the tests and 
the way they are marking 
with each other. 

I report to a superior about 
my trainees' marks . 

I am strict when I am assigned 
as an invigilator. 
I have sufficient time to mark 
assignments and lor project 
works. 
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3. Do you think students who are low achievers in grade 10 join TVET? If so, what is its impact on 

their performance evaluation results? 

4. If you were to change one thing about assessment in your college, what would that be? 

5. What are the prospects (future pos itive expectations) of trainees' performance evaluation in TV ET? 

Thank you very much for your cooperation 
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2.4. On the part of the college record officer: ________________ _ 

2.5. On the part of the government: ____________________ _ 

2.6. Could you please suggest possible solutions, if any? _____________ _ 

r Thank you very much for yo u cooperation 

lIl-S 



( 

3. What mechanism do you follow to check whether private TVET colleges' trainers implement 

evaluation/assessment practices properly? _________________ _ 

4. Do you supply relevant materials on assessment? _______ _______ _ 

5. What is/are the strengths and weakness of private business TVET colleges in implementing 

trainees' performance evaluation/assessment? 

A. Strength _______ ---, ________________ _ 

B. Weakness ________________________ _ _ 

6. What do you think should be done to improve the present practices of evaluation/assessment in 

private business TVET colleges? ___________________ _ 

8 In what way do you think continuous and college-based assessment should be used? ___ _ 
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Appcndix V 

Addis Ababa Univcrsity 

School ofGraduatc Studics 

Department of Business Education 
Unstructured Intcrview Format on Trainccs' Pcrformancc Evaluation/Asscssmcnt 

This interview is designed to collect information about the present Eva luation/assessmem practices in 
private business T VET colleges and it is to be filled by the colleges' deans. You have been selected fo r 
the interview, and I would like to thank you for your wi llingness to give the interview. 

Yonr response will be kcpt confidcntial 

Thank yo u. 
Gcneral Questions 

I .. What is the college understands of the nature of judgment in assessment? ________ _ 

2 . . What sort of communication do you have with people at the different parts of the assessment 
process (learners, teachers, invigilators, moderators/course coordinators) and what is the nature of 
these communications? _________________________ _ 

3 . . What are the major challenges concerning good assessment practice? __________ _ 

4. What kind of practices would count as a wrong/ (breach of ethics) in assessment? _____ _ 
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5. What counts as good assessment in your college? How do you quality assure your own 
evaluationlassessment? _________________________ _ 

6. If the purpose is to keep a focus on learning, in what way does your college keep an eye on the 
learning context, relationships, etc? Whose respons ibility would it be to undertake research on 
learners, both their view of assessment, as well as issues such as language? ________ _ 

7. How do you and your colleagues aim to ensure quality in evaluation/assessment at your college?_ 

8. In what way do you think continuous and institution/site-based assessment should be used? __ _ 

9. Do you ever talk to the concerned bodies (Bureau &MOE) about assessment? If so, what sorts' of 
issues are discussed and what has been their response? ______________ _ 
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10. What is your opinion about apprenticeship training and its evaluation of trainees? _____ _ 

11. If a teacher or assessor is keen to comply with policies but does not appear to have current capacity 

to do so, what would you do? _______________________ __ 

12. What could/would you do if you found problems with assessment from trainers or invigilators?_ 

13. How would problems with assessment be picked up in your institution? ________ _ __ 

1. What are the prospects (future positive expectations) of trainees' performance evaluation III 

TVET? 

Thank you 
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Appendix VI 

Add is Ababa University 

School of Graduate Studies 

Department of Business Education 

Checklist on Trainees Evaluation/Assessment 

1. Kifleketema ____ _ 2. College Name ___ _ 

3. Types ofTVET program 

A. Regula( B. Extension. C. Both extension& regular 

4. Program level A. DiplomaD B Degree 0 C Both diploma & de greeD 

D.Other ______ _ 

10+3 

Female 
5 Number of trainees 2007/08, 

Male 

Female 
6 Number of trainers 2007/08, 

Male 

9. Evidence about trainers who conducted item analysis of their test/exam items. 

No. of trainers 
No. Field of study showim evidence No. of tests No. of exams Comments 

1 Accounting 
2 Marketing 
3 Secretarial 

courses 
4 IT courses 
5 Law 
6 Bank& 

Insurance 
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Availability of reference books on each field of study for 10+3 (put a tick mark in the appropriate 

cell) 

No. Subject Available Quantity Not available Comments 

1 Accounting 

2 Marketing 

3 Secretarial courses 

4 IT courses 

5 Law 

Bank& Insurance 

10 Availability of college facilities and materials 

No Related facilities/materia ls Available Capacity Not ava ilable Comments 

1 Lab 

2 Library 

3 Room and furniture for 

teachers including boxes 

and cabinets 

4 Annual college plan 

indicating exam programs 

5 College administration 

guide which indicates rules 

and regulations of 

evaluation! assessment and 

promotional issues 

6 Rooms and furniture for 

trainees 
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