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Abstract 

The IIIqjor purpose o.lthis study is to develop an understanding on how the ongoing practicw17 
i . perceived ond practiced hy teacher educators and the trainees who are the chief agents of 
tlie ill/p/ell/entotion process. I fence. u descriptive case study was used 10 gel an access 10 fuLly 
conceptualize the phenolllenon under investigation Fom the research participants ' 
perspective. Besides, ten teacher educalors (mentors and tutors),jive from each and eight 
l'andidates from 2/1d and 3/'d year trainees, four from each were included in the study. As a 
resul/, il/cluding ol/e proctiCUII/ unit coordinator, a total 0.( 19 purposefully selected; and 'well 
- informed, participan/s were involved. The study also employed direct observCltion,interview 
Clnd docl/ment review to secure sufficient and pert inent data collection. Moreover, interpretive 
analysis was predominantly used together with the reflective analysis to interpret the daw. 
Lastly, conclusions and the implication o.(the stuc0' were drm\117 on the basis ofthejindings. In 
this regard, the .findings 0/ this research portrayed that in spite 0/ its inherent limitations 
associated with implelllentation process, practicum is 0/ paramount importance. However an 
illtegmted and dependable par/nership/ collaboratioll among the involved parties was not yet 
established In addition, there seems to be inadeq1late conceptualization of the essence o/the 
prac/icwlI par/icularly the con/inuous assessment. It is hoped that the trainees }I'ill develop the 
Cll1ticipa/ed pro/essional cOlllpe/ence through /heir reflection on their petformances. 
Regardillg this, hOlt'ever, the overall learning contex/ is less supportive to the premises of/he 
prac/ iculll. 
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CHAPTER ONE 

1. Introduction 

1.1 Background of the Study 

The essence of education is to ensure the survival and development of man kind in the face of 

challenges and changes that are continually presented by forces of nature and man (Smith, 

1961 in Yalokwll2001 : 109) 

That means, education develops the individual's capacities to enable him control his 

environment and fulfill his responsibilities Education, in this respect should bring a change 

not only in the amount of knowledge gained but in abilities to do, to think and to acquire 

habits, skills. interests and attitudes which characterize a person who is socially accepted, 

p rsonally adjusted and socially responsible (Aggrawall, 2002). 

Although educational concerns wen; expressed beginning in the early 1950s, modern 

education in Ethiopia is a hundred years phenomenon (Gizaw, 2003). For him, modern 

cclucati0n in our country has passcd through challenges and still remains as a challenge [or the 

dcvdopmcllt. 

In ract, each nation and society has its own special problems, concerns and interests. "1 hese 

specinl qualities or the society must find a place in the educational program. In oth r words to 

be dTcctive. education must cater for the emerging social order (Aggrawall 2002). This is 

bl:causl' , as Marsh (19')7) puts, curriculum content and organization is central importance but 

unless a reform errort is consistent with the values of the wider society it is unlikely to be 

sllccessful. This could be the case why Ethiopian education has been experiencing challcng . 

for its '!cvclopmcnl. During the Haile. clasi regime, as stated by Gizaw (2003), 

dissatisfaction with the education system continued with rererence to its inability to satisfy the . . . . . . . . . . . . . . . . 
aspiration of the majority of the people, parents an1J ~o.V(!l'l'IJ1\6Ht ofii.ci.nl . •• :.: •••••• ••• . ~... .. ... .. . .. ... . . . : : : .. - : ... : ... : .. : : .. : : .. : : ... : .. : 
In spite or its ma.ior achievement in tilt: arca of ill~era<:y ~rw~~<st~~;'tb~ ~~I~a'!iQ r~~ 1 J ~(e;n:of: . ::......!. !.... . -: .... . 
the Dergc rcgillll' also I'acl:d similHi' problcms in I"ncctil1t, dlc~'idci(ti arid I; coa ~~i c!al :knjands. . :: : ... : ....... :.. . ... ... . 
Society is dynamic it grows ami changes and a~ such d ~ s~ : ·" ~i ~r: h~MSl!·:rll ~ s!· no·t. ,nly he . . ... ... . 
reflected in educatiol1 but also must afrect it. Thi; is't<; I;lcail 'tlla:" soC:in l'c h ~rng~ ()alol. al l\ hriJl~ : 
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a 'ub equent change in the curriculum in line with the new social order. 

As the result, the transitional government of Ethiopia formulated a new Education and 

Training Policy of 1994 to overcome major problems encountered by the former regimes such 

as access relevance, quality, equity and so forth. 

Unlike the previous reforms, the current policy casts a deeper light both on its content and 

'trategies. In other words, the policy has provided opportunities for decentralized educational 

organization and management of education (Dereje, 200 I). 

In light of this, the formal educational system contains a primary education from grades 1-8, 

sllb divid d in to two cycle of basic (1-4) and general (5-8); a general secondary education of 

grade 9-10 and a preparatory senior secondary education of two years (11-12). The goals of 

the second cycle primary education are: a) to provide a graded general education that prepares 

the learners for the next cycle; and b) to prepare citizens who can be trained in basic 

vocational and technical skills and be involved in the production activities (MOE, 2002). 

Education as a process of self- realization makes explicit what is implicit in us. In other 

worlds education means leading out the inborn powers and potentialities and enabling the 

child to become what he is capable of" becoming (J\ggrawall, 2002). In this connection, one 

may argue that the recent policy is designed in such a way to cater and nurture each learner 

according to his/ her potential. 

Helping children to achievc their maximum potential is possible though teacher training 

programs from which the individuals acquire the desired teaching skills. In this regard, Okafor 

(1988:63) pointed out that there can be no effective educational system without adequate 

teacher education. J Ie added that teacher education is the soul of every modern educational 

system; and a nation with out good teacher education is in a moribund state. 

1. 1. 1 The Philosophical and Theoretical Ju tifications 

J\ccording to Reiman (1999), the philosophical and the theoretical grounds for teacher 

education programs come from both the liberal arts traditions and the professional art 

traditions. The liberal arts tradition assumes that true education is liberal education. The idea is 

to uevclop all inquiring or reflective mind set by the college students through academic expert 

knowledge. It focLlses on content learning and illum ination through exposure to great works 

and great minds. 
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In contrary, the professional schools' model assumes that educational learning and 

development arc connected more directly to real life problems. As described elsewhere, 

college based teacher training was criticised to rely much on theory or being remote from 

practice. This is pre umably because, as McNamara (1994) notes, teaching to be situated 

knowledge' which is inextricably located with in the physical and social context of its 

acquisition. I think complete dependence on one and ignoring the other doesn't help the 

learner to develop his potentialities to the full. Attempts should be made towards some kind of 

appropriate balance. 

The rational and the purpose for teacher education will be influenced by: what is thought to be 

the nature of teaching, or being a tcacher and the perception or the relationships between 

theory and practice (Livingstone, 2001). Inevitably, the answers to the e issues will shape the 

proce. ses of learning to teach the nurture of teachers . There are two divergent theoretical 

positions regarding the two epistemologies (concepts of knowledge): 

a) Positivist Positioll 

This view argues that anyone can teach. Previous knowledge, ability and other background 

characteristics arc 1110re significant in explaining sliccessful teaching than training. It considers 

teaching as part of behavioral sciences and takt:s it amenable to scientific observation, 

empirical investigation and analysis (Wallace, 1991) 

reacher education according to such views is charact rized by a transmission approach to 

teaching and learning ' knowledge or facts to be deposited and stored in, mostly, passive 

learners. Freire (1993) calls this "the banking concept of education' in which education is 

surIl:ring from narration sickness. For him tht: relationship betwel.:I1 the teacher and the 

student is expressed as "the narrating subject (the teacher) and th patient listening object (the 

students)" i'racliculll under this view is based on the assumption that th purpose is to put into 

pwctice the theories that have been taught in the teacher education institution. 

Prop()J1cnts or such views, as put by Livingstone (200 I), beli v that educational theory can 

wnsist ur hard facts. These hard facts serve as prescriptions f'or classroom practice' theory 

could provide the l1l:eessury knowledge: in turn, awareness of that knowledge would provide a 

high kvd or certainty fM deciding on the right practice. To Fish (1989), this type: of approtlch 

(A)l1siders learning t~) teach CIS a simple process or rhng ill app! entice relationship to an 

.., 
-' 



experienc d teacher or with an overseer where the student teacher is left to learn from the 

practice by some unidentitied form of 'osmosis". 

b) COllstructivist Positioll 

The limitations and criticisms behind the transmission model eventually led to the 

development or reflective approach which recognizes the full and active participation of the 

student teachers' acknowledges the support, chall nge and vision of mentor and considers the 

art and science of teaching to be important (Wallace, 1991). 

This is much broader and deeper conception of learning to teach; it is based on the view that 

teaching is a very complex and uncertain process. It views teaching as necessarily involving a 

huge range of knowledge, disposition, decision making capacities, skills and capacities of 

organization and management (fish 1989). It is within this complexity that the individual 

teacher can only learn to teach or improve hisl her professional practice by developing his/her 

own theories or principles through Schon's processes of reflection in activity (during it) and 

on activity (subsequent to it) (1983). 

According to Schon reflection - on - practice helps teachers make wise and principl d 

decisions. It is about developing teachers ' self - knowledge, the ability to 'see through' 

teaching situations and understand the meaning of what is happening in their classroom and 

school. In addition, reflection- on - practice is about being professionally self - critical 

without being destructive and overly negative (Ghaye and Ghaye, 2001). 

For advocators of this view, learning to teach i not a matter of rule- bound prescriptions. 

There are no simple algorithms or recipes, which if followed diligently and often enough will 

lead to success. Instead, learning to teach has to be practiced as situated learning (Ramsden 

2000); that is where the situation produces knowledge directly through activity. This vi w 1S 

based mainly on constructivist psychology and partly in philosophy. 

Recently, the Ethiopian Government has called for a complete Teacher Education yst m 

Overhaul (TE '0). In light of this, Ministry of EJucation has produced a frame ork dcfining 

strategies for the overhaul which have focused on active learning perspective that 

encompasses practicum. In other words, practicum bases itself on constructivist premises that 

knowledge is constructed by the learner. Thus, practicum is a way of making learners 

responsible for their own learning. 

4 
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1.2 Statement of the Problem 

What happens in the school curriculum is fundamental to people's lives since schools are 

concerned with educating the next generation through curriculum. We need to study 

curriculull1 in its social context because such studies hclp us to see why we have the curricula 

that we do. We neeJ to understand how they come to be and get to grips with their contingent 

nature (Peachter, 2000). Peachter further added that in a period in which the curriculum within 

schools is constantly subject to changt: ti·om outside, studying the impact of these changes on 

tcachers and students is an important means through which we c~n see how future changes 

might bc planl1l:d an I implemented. 

'urrently the ncw curriculum reform is under way in our country. This is due to the fact that 

the former curriculum was inconsistent with the wider values of societal aspirations and 

expectations. r Tence the Ethiopian government has launched a new Education and Training 

Policy (1994) that addresses the draw backs of the former curriculum. 

To this erfect, measures undertaken to change the curriculum has emphasized on three broad 

issues : a) change uf' curricululll and provision or eJucational materials; b) improvement of the 

ability and enicacy or teachers, c) change or educational structures (MOE, 2002). That means, 

the recent cllrriculum reform involves a complete paradigm shift from rote to active learning. 

rhis change, in f~lct, dt:mands a corn.~sponding change in the role expectations of both the 

teachers and the stud~Jlts. 

,,/ 

In vie\" \)1' this the: ongoing curriculum reform needs closer observation and investigation to 

take informcd decision li·om the outset. This is b~callse, an innovation that gives new activiti s 

on the parl of stlldents "viII succeed or fail according to whether students actually participat in 

the activities (htllan, 1991 in Peachll;f, 2000) . To him, students participate to the extent that 

they lInd~rstand and are motivated to try what is expected . 

l!l addition, it is unquestiunable that h:achers are kcy person. " ho can make the curriculum 

til-sign achieve what it was designed to achieve. Il o'vvl!ver, as put b I f.'arrat (1980), if teachers 

lack knowledge of tht: new teaching method which requires new rolcs and commitmcnt, 

illlpiL:I1lt;lllatioll will be h:lI11pen:d seriollsly. With rl'spcct tu this in l.: ·tigutiJlg ho\ the 

involved partie.) LlnckrstHllci and j)!·actie , the illl10val ion is the focus of this study . 
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1.3 The Purpose of the Study 

The purpose of this research is: 

To understand the implementation process of practicum as a component part of the 

ncw curriculum rcform .. 

2 To generate an insight into the implementation process of the new curriculum, 

particularly the practicum. 

3 To pinpoint the problem area in order that further improvements can be made. 

To meet these objectivcs the following research questions are formulated. 

I. 110w do the t acher ducator and the trainees understand and expenence (the 

relevancc of) the practicum? 

2. What is the nature of support and guidance provided for the trainees during their time 

of practice? 

3. How is continuous assessment understood and utilized in relation to practicum? 

4. How conducive is the learning context (environment) of practicum in promoting the 

trainees active engagement with the learning tasks? 

1.4 The Significance of the Study 

This rl!se<1rch undl!rtaking will contributc its part by providing authentic evidence about the on 

going curriculum rcform. That means, it will furnish information about the challenges and 

prospects of the practicum implementation. 

To put it differently, the study will have the following significance: 

It will provide the curriculum developers and policy makers with the necessary 

information about the impleml!ntation process of the practicum. 

2 It bendi ts the tl!acher educator. as a feedback for their performances . 

3 incc practicul11 is a new input in our education system, this research study is on of 

its kind, in terms or mdhodological approach and perhaps in it outcome. As a result 

it will serve as a steppingstone for further study into an ar a. 

1.5 Theoretical Framework 

School experience! practicu111 has deep historical roots \: hieh gr w out of the apprentic ship 

systl!111 and instilulionalizt..:d by Joseph Lancaster in the late I.!ightel!nth century (Dent 1971) 

6 



• 

• 

and it i based on the notion that a pupil teacher will model himself upon his master (Brown, 

1975). Again, Fi h (1989) stated that approaches to students teaching practicum have shifted 

from the process of imitating the old traditional and conservative notions and skills to a 

process of investigation and exploration. For him, this growth was associated with the 

l.!Jl1ergcl1ce of constructivist philosophy and the concept of the rellectivc practitioner. 

In the context or Ethiopia as stated by MOE (2003), teacher education and training is marked 

by a concentration on the theoretical aspects and subject knowledge. These situations have 

produced teachers who, although well enough grounded in their individual subject knowledge, 

are not necessarily good at tl:!aching in schools using active learning methods. The new 

practicum is therefore, designed to ensure that student teachers have as much supported 

exp<.: rience as possible, before they enter the classroom as qualified teachers (Ibid) 

In light or this support and advice offered to trainees is given a considerable place in the 

practil.,;ul11. Because, as noted by Schon in Ghaye and Ghaye (2001) challenges with support 

are the hallmarks of learning for reflection on practice; challenge without support can be 

destructive. Besides, Fullan stated that effective implementation of innovation requires time 

personal interaction and contacts. Thus, for implementation of a program to occur changes 

must be made in the behaviors of all affected parties. Teachers, for example, must be clear 

about the purpose. the nature and the bendits of the innovation (Derebssa, 2001: 177) . 

In addition, for Karmel (1973), effectiveness of innovation is dependent on the extent to which 

the people concerned perceive a prohlem, are knowledgeable about a range of alternative 

solutiolls and f\.;clthl,;mselve to be in a congenial climate. 

In this case, the following issues are considered to be the framework of this research study. 

Ilow clt:ar are the new rok l.:xpcctations for involved parties in terms of \ hat will be done 

when. alld how? In olher words, the teaching practice, student learning as. es ment procedures 

and the nature of support offered and partnership exhibited at th scene of the praeticum are 

some of the issues to he tressed . 

7 
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CHAPTER TWO 

2. Review of Related Literature 

2.1 An Overview of Education 

Form~rly th~ term "~dllcation" implied a process of "filling the mind with information. That 

is, individual differences were not at all recognized and all the pupils were treated alike. But, 

today our conception of education i entirely new. According to this new concept, every ehild 

grO\ S sponlaneoll ly. Education, then, must aim to make this spontaneous growth harmonious 

and progressive. 

This is because education in a fundamental sense, ought to be intended to enabling man 

develop his potentialities to the full (Benaars et. al 1994). For them, the fundamental nature of 

man is crucial to any process of education. It is on the basis of understanding this nature that 

opporluniti S [or acquiring knowledge and the various skills in education, are provided. If the 

nature that is proper to man is missed out in education, then the latter loses its meaning 

direction and purpose. 

According to Gizaw (2003) modern education in Ethiopia is a hundred years phenomenon. It 

is evident that education is an instrument for overall development of the society. Thus the 

level of development of the country, which could not step up from subsistence life is also the 

reflection of educational development. 

The quality of education in a society dictated the over all quality of the society. This is to 

mean that if education is successful and produces good citizens, then the society will be strong 

and good. However, the failure of education yields a failed society as well, a society that is 

weak and whose workings are undermined (Ellis et al 1991). 

2.1.1 Philo ophy of Education 

It is difficult to locate a precise conceptualization of philo ophy. However, philo ophy 

endeavors to understand all that comes within the bound of human experience. It is concerned 

with critical examination of the fundamental notions and as ul11ption in any field that falls 

with in human experience (Chaubc and Chaube, 2002). These assumptions, as indicated in 

Benaars et al (1994) are used in interpreting explaining, and translating educational theory and 

practice. 

" 
8 
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To Dcrebs a (2004), philo phy gives meaning to our decisions and actions. He further adds 

philosophy is an important foundation of curriculum because the philosophy advocated or 

rei1ected by a particular school and its o11icials inl1uences its goals or aims and contents, as 

well as the organization of its curriculum. Studying philosophy helps us to deal with our own 

personal ystems of beliefs and values. 

It is because philosophy acquaints us with values in life and education tells us how those 

values can be realized. These values are nothing but a philosophy of education which, 111 

ultimate analysis, is a philosophy of life (Chaube and Chaube 2002; Derebssa, 2004). 

According to Elli t al (1991) a teacher's p rsonal philosophy generally has a significant 

impact up on the educational philosophy he/she adopts . For example, how a teacher interacts 

with people in general will likely atfect the way in which he/she chooses to interact with 

children and fellow colleagues in the teaching learning environment. Likewise, what the 

teacher values will affect the value pattern he/she models in the classroom . 

2.1.2 Sociology of Education 

People's intellectual ubil i tics and incl inations their aui tudes and moral tendencies and 

expectations, are usually developed within a given social framework. That is there is a social 

element in any growth which determines the direction of such development. Social 

perspective, in this case , postulates that human social behavior is conditioned by his/her 

membership in social groups (Benars et al 1994). 

Social learning theory as outlined by Bandura and Walters (1969) refers to the importance of 

modeling through a process of behavioral observation and imitation (Tuliusdottir, 2002). By 

the same taken , Piaget amI Vygotsky have made a profound contribution to thinking about the 

way in which we learn with others. They believe that individuals construct knowledge as a 

result oj' so~ial interaction, cooperative efforts to learn , understand and solve social problems. 

In addition Vygotsky argued that individual intellectual development could not b understood 

without rderence to the social context in which the person was embedded. Because 

individll:1I ' s cognitive development is a product or social activity; guided by other who 

structure and model appropriate solution to problems (ibid) . 

9 
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To this end for Yeomans (1992), collaboration is an essential part of the primary teacher's 

role since a child's education is shared between many teachers as the child passes through a 

school. Therefore, teacher educators acting in faci litating role can then help student teachers to 

develop insight into the nature and culture of groups and what these mean for primary staff 

membership (ibid). 

It is argued that successful living is often largely dependent on interpersonal intelligence that 

enables us to understand and communicate with others and note differences in moods, 

temperaments motivations, and skills. During this time, conflict is brought out in to the open. 

There is a great deal of team building, diverse groups working together, and intense 

communication and information sharing (Fullan, 1999). 

"Jt is true dialogue in which people engage with each other, not to be in 
control but to provoke and be provoked, to learn and contribute to the 
learning of others, to change their own minds as well as the minds of 
others (Stacey, J 966; as quoted in Fullan, 1999) " . 

2.2. Teacher Education Program 

The major function of higher education in initial teacher training is to provide teachers with a 

window in to academic scholarship and research, and to foster the appreciation that to be a 

teacher in a full professional sense and to be an informed expert in the field of education as 

well as an clTcctive practitioner in a classroom (Moore, 1994) . 

However, education schools have been variously criticized as ineffective in preparing teachers 

for their work, unresponsive to new demands, remote from practice, and barriers to the 

recruitment of bright college students into teaching (Darling-Hammond 1999: 13). Chauahan 

(1990) also noted that teachers' training programmes have failed to develop desirable teaching 

skills in prospective teachers . 

Frazier (1999: 137), on the other hand, pointed out that any consideration of institutional 

accountability fer teacher education quality mllst recognize the conOict in the two worlds. The 

external world speaks one language. The college/university culture speaks another. Teacher 

educators and theil' students are caught in the middle. Thus, to make certain that college 

graduates are prepan.:d to meet societies' demands needs a detailed research and in estigation 

(ibid). 
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'urprisingly Holmes Group (1995) has pointed out that problem with today's teacher 

education is simply that the wrong students are studying the wrong things in the wrong places 

with the wrong people. Consequently, what seem to be called for are improvements in each 

component of the teacher education programs- the curriculum the faculty, the site, the 

student pedagogy, and partners (Murray, 1999: 69) . 

Deii'. (1999: 226) argues that efTectivc preparation of teachers requires a set of components 

that can best be delivered through a college or university program linked to local schools, 

including a clear conceptualization of what teachers need to know and be able to do, a 

coherent curriculum based on conceptualization, performance assessment used to support 

candidatc. So the move to school- based training is explicitly justified in terms of an attack on 

theory 

III spite of the fact that current programs are criticized for their failure to develop needed 

capacitics, teacher education exists to prepare teachers in the most effective way to meet the 

demands of schooling (Sykes, 1999). 

2.2.1 The New Curriculum Reform 

With the change of government in Ethiopia the Ethiopian education and training policy has 

undergone drastic educational reform which touches upon every aspect of the education 

system. The change ranges form alternation of curricular material to major shift in 

philosophical orientation anc1lllission. 

As indicated in MOE (2003), one of the Ethiopian teacher education program mission 

statcments is that the Ethiopian teacher education is committed to producing competent 

teaching staff who have the desired academic knowledg sufficient professional skill, 

appropriate citizenship, attitudes and skill, and those ethical values enshrined in the Ethiopian 

constitution. To realize this mission, in the light of stated educational objectives, xtensive 

measun.:s havc been taken so far. Apart, providing opportunities for a dccentraliz d 

educational orgat1lzation and managcmcnt the ew Education and Training Policy (1994) 

~asts deeper light both on its contcnts and strah::gies. 

According to \)awit (200 I), the contents of the curriculum and the way they are organized 

hav~ (\ bearing on the instructional practice, teachers and students role, as well as student 

achicvl.:mcnt. [n this cas~, the Education and Training Policy of 1994 ha been onc or th 
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major intervention undertaken to redress past educational problems of access, equity, quality, 

relevance and efficiency (Dereje, 2001). 

More recently , with the view of paradigm shil't- from rote to active learning; Teacher 

Education ystems Overhaul (TESO) document has been developed and brought in to use 

(MOE, 2003) That means, the new document was formulated after a series of meetings 

involving teachers from all over the country offered comments which reinforce the findings of 

the studies. Some of the major points arising out of these were: a) the professional competence 

of the teachers is deficient b) the content knowledge of students is un satisfactory, c) teachers 

do not match up the standards and expectations of their profession, d) there is a mismatch 

between teacher education and school education, e) the quality of courses and methods are 

theoretical and teacher centered (MOE, 2003). 

To address these problems, one of the objectives stated in the document is: to produce teachers 

who are academically qualified, professionally skilled, attitudinally and ethically committed to 

their profession. 

[l is, however, argued that evolution of the nolion of professional competence is dependent on 

the structure of education, the academic setting and the infrastructure of the program. 

Carefully selected practice agencies and appropriate tools of assessment are also central 

(Skovholt and Ronnest , 1993 in Tuliusdottir et al 2002). 

To Chhen et al (2000), on the other hand, specific competencies that student teachers should 

demonstrate at secondary school level, are set out in five main areas; subject knowledge; 

subject application; class management; assessment and recording of pupils' progress; 

further professional development. Apart, giving emphasis on ethical issues , similar areas of 

competences are indicated in the 1'ESO document as well. 

Accoridng to Fidler and McCulloch (1994: 169), a competence based model is based upon out 

put criteria which seek to identify the minimum level of skills and knowledge acceptable in a 

newly qualified teacher. More specifically, competence (tacit knowledge) is what a person 

knows and can do under ideal circumstances while performance (explicit knowledge) is what 

is actually done under existing circumstances (McCulloch and Fidler, 1994: 131; McNiff, 

1993: 27). It seems that one's competence isjudgecl in tcrms o[the performance. 

12 



• 

Comp tent profe ional, a described by Gonezi et aI, 1990 in Marsh (1997), possesses a set of 

relevant attributes (knowledge, abilities, skills and attitudes) necessary for job performance to 

appropriate standards. Besides which list constitutes the minimum acceptable level of skills 

and knowledge that a newly qualified teacher needs to possess seems questionable. In this 

re peet, there is little con ensus about what might be identified as the competences specifically 

linked to the award of qualified teacher tatus (Whitty and Willmott; 1991 in Mc Cui loch, 

1994: 135) 

2.2.2 The Perception of the Curriculum Innovation 

o reform can be expected to succeed unless it is fully understood, fuJly embraced, and 

effectively implemented by teachers (Goble and Porter, 1977). Fullan (1991) quoted in Evans 

el al (199-+) identifies that the fate of innovation is ultimately determined by the attitudes of its 

potential users which in turn reflect their perceptions. By the same taken, it is stated that the 

individual teacher has a 'make' or 'break' role in the innovation process (Kelly, 1982). 

This is because innovations are rarely neutral. They tend to advance or enhance the position of 

certain groups and disadvantage or damage the position of others. Innovations can threaten the 

self-interest of participants by undermining established identities, by deskilling and therefore 

reducing job satisfaction. By introducing new working practices which replace established and 

chcrished ways of working, they threaten individual self concepts. The career prospects of 

individuals or groups may also be curtailed or fundamentally diverted (Peachter, 2000). 

In this regard, Fullan (1991) quoted in Evans et al (1994) had identified four criteria which 

influen<.;e teachcrs' p rceptions and assessmcnts of a givcn change: its potential for addressing 

a n<.;ed; darity in terms or what the change involves for teachers; its likdy cffects on teacher ' 

in terms of such things as limc energy_ skill, sense of excitement competence and 

intcrfercnce with cxisting priorities' and likely rcwards in terms of interaction with pe rs and 

others. 

Besides, how tcachers perCClve educational reform or innovation is influenced by their 

expcrienc(; of how it is introduced and implemented. 'What matters is not just whether the 

particular model is valid or not, but how it connects to a teacher's ovcrall scnse of purpose in 

th~ particular situation in which he or/she is working (Pullan and Hargrea es,1992in 

McCulloch, 1<)1)4: 164; Evans c( ai, 1994). Overall, the research studi s sugge t that the 
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pnmary teacher are neither passive victims of imposed change nor openly resistant to 

educational reform (Osborn et ai, 2000). 

furlh\!rmorc Rudduck (1991) in Me ulloch (1994: 166) suggests that: 

'III our eflorts at change I think we have underestimated the power of 
existing culture of the school to accommodate absorb or expel innovations 
that are at odds '.vith the dominant structures and values that hold habits 
in place '. In other words it is not just the political but the cultural context 
which is crucial in change. We need . .. 'to see change not simply as a 
technical problem but as a cultural problem that requires allention to 
context and to the creation of shared meaning with in working groups'. 

Then, how do tudent react to changes in the curriculum? 

According to Des (1987c) cited in Evans et al (1994), the curriculum must serve to develop 

the pupil as an individual, as a member of society and as a future adult member of the 

community, with a range of personal and social opportunities and responsibilities. An 

innovation .that requires new activities on the part of students will succeed or fail according to 

whether students actually participate in these activities. Students participate to the extent that 

they understand and are motivated to try (Fullan, 1991; as cited in Peachter, 2000) Goble and 

Porter (1977: 65) also added that what the student does, and how he will perceive what he 

do~s, r~acl 10 il and chang~ Ihrough doing iI , is Ihe only educational reality. If that reality is 

different ti'om the intent then all philosophy all theory and all planning will be vain and 

meaningless. 

Most or the time, however students focused on the credentials they believe will help them in 

the future and they are therefore likely to give priority to conforming to the requirements of 

higher status subjects where these clash with the expectations of those considered less 

important. Resides, students do not passively receive the curriculum; they are active both in its 

construction and its resistance (Fullan, 1991 in Peacht r 2000). 

2.3 Learning to Teach 

Learning to teach is very complex. One of the mo t difficult and important tasks you will 

encounter as a student of teaching is learning how to make thoughtful, rea oned decisions as 

an ongoing part of your professional practice (Mei els et al 2002). 
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However beginning teachers typically do not conceive of teaching as a complex activity; they 

view themselves as ready to teach (Weinstein, 1988, 1989; as quoted in Ashton, 1999: 213). 

He asserted that this naive optimism is a burrier to their professional development. Believing 

that they all' ady know how to teach, these prospective teachers do not understand the 

importance of the activities their instructors have designed to engage them in the analysis of 

teaching. If novice do not conceive of teaching as a complex problem, they are unlikely to 

become seriously engaged in the preparation process. 

As pointed out by Ashton (\999), many prospective teachers view knowledge as certain rather 

than uncertain. They view their job is to transmit their knowledge directly to their students. He 

also stated that powerful interventions are needed to enable prospective teachers to overcome 

their naive optimism and absolutist views of knowledge that lead them to under estimate the 

difficul ties of teaching (P. 214). In addition, to Ramsden (2000) success in learning how to 

improve your own teaching is related to the extent to which you are prepared to conceptualize 

your teaching as a process of helping students to change their understanding of the subject 

matter you teach them. 

2.3.1 Subject Matter Knowledge 

According to Darling-Hammond (1999: 14), central to any discussion of teacher preparation is 

a judgment about what teachers need to know and bG able to do. I f teachers are viewed 

primarily as purveyors of information for students, one could argue that they need little more 

than basi<.; content knowledge and the ability to string together comprehensible lectures in 

order to do an adequate job. But if teachers need to be able to ensure successful learning for 

students who learn in different ways and encounter a variety of difficulties, then teachers need 

to be diagnosticians and planners who know a great deal about the learning process and have a 

repertoire or tools at their disposal. 

I\s the knowledge base has grown fundamental conceptions of teaching, learning learners, 

and subject matter have changed. Traditional views of teacher education also have be n 

dramatically-altered (Barnes, I 989).Therefore, as our understanding of what teaching requires 

has broadened, our understanding of what teachers need to know and how they learn has 

deepcncd. 
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Theil, ",hat do teachers lIeed to /(/lOW to teach all stlldell ts ill th e ",ay l le lV stall dards 

suggest? 

First of all teachers need to understand subject matter in ways that allow them to organize it 

so that students can create useful cognitive maps of the terrain. They need more than formulaic 

or procedural understanding or the core idea in a discipline and how these help to structure 

knowledge, how they relate to on an other, and how they can be tested, evaluated, and 

extended. Tcachers also need to see ways that ideas connect across fields, and to every day 

life, so that they can select and use examples, problems, and applications (Darling- Hammond, 

1999:14) 

OthL:rwise as Grossman et al (1989 : 28) put, teaching unfamiliar material is difficult and 

t achers use a variety of tactics to cope with this task. ome teachers try to avoid teaching 

material they don't know well. When teachers can not avoid teaching the unfamiliar, they may 

rely heavily on the text book to provide necessary knowledge. Besides, Carlsen (1988) also 

stated that teachers may choose to lecture rather than soliciting students' questions, which 

could lead them in to unknown territory. Thus, knowledge or lack of knowledge, of the 

content can affect how teachers critique text books how they select material to teach how 

they structurc their courses and how they conduct instruction (Anderson et al 1989). 

To Barnes (1989), however, developing teacher education programs that foster deep 

understanding of subject matter knowledge and also deep understandings of issues involved in 

providing cqual acccss to subjcct mattcr knowlcdge for all learners is extra ordinary difficult 

and will undoubtedly require major changes in current education practice. 

2.3.2 Pedagogical Content K nowledge 

Knowledge of content-no matter how complete- is not enough, however; it is a necessary but 

not sufficicnt condition for effective instruction (Kauchak and Eggen 2003). Grossman, et al 

(19g9) also noted that knowledge of the subject matt r occupies a central place in the 

knowledge base of teaching. However, to them, one of the first chall nges facing beginning 

tcachl!rs concerns the transformation of their disciplinary knowlcdgt: into a form of knowledge 

that is appropriate for students and specific to the tasks of teaching. Besides the concept of 

pedagogical contL:nt knowledge is r<::la ted to Dewey ' n ti on of the need to Psychologize' 
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ubject matter for student in which teachers serve as mediators between the world of the 

discipline on one side and the world of students on the other (Grossman, 1991: 209). 

Teaching in olves a wide range of activities that relate more or less closely to the essential 

purpose of helping others understand. When teachers plan, for instance, one of their greatest 

challenges is to tigure out ways of making abstract topics understandable (Anderson et al 

1989). In thi regard Wise (1999: 158) pointed out that pedagogical content knowledge 

becomes a discussion of the appropriate ways of organizing information and knowledge. That 

means, it is the . earch for ways of repre enting the subject matter, analogies and metaphors, 

that will take each pupil well beyond what can be held together spatially through rote 

memorization. 

No mattcr how clearly teachers present material in class, students understand that material 

based on their prior assumptions and understandings. To construct sound pedagogical 

interventions, teach~rs must possess accurate knowledge of student beliefs about a subject 

since students' prior knowledge and beliefs powerfully influence the way they make sense of 

new ideas. Teachers, therefore must be able to view the subject matter through the eyes of the 

learners as well as interpreting the \carner's comments, questions, and activi tics through the 

lenses of the subject ( Anderson et al 1989: 194) . 

13~ginning teachers are, therefore, expected to develop an appropriate repertoire or 

representation for the subjects they teach- to help build bridges for their pupils. In other words, 

to develop, select and use appropriate representations teachers must understand the content 

they arc representing. the ways of thinking and knowing associated with this content, and the 

pupils they arc teaching. Unfortunately, considerable evidence suggests that many prospective 

teachers both elementary and secondary, do not understand their subjects in depth (Barens, 

1989). 

2.3.3. Knowledge of Teachiug and Learning 

J\ccoruing to Ramsden (2000), teaching and student learning are parts of the same whole; 

understandillg students' ways of thinking about the subject matter is essential to effective 

instruction. Ne l'rthe\css, karning to tcach not only invoives understanding content and how 

to translatl,; that subject matter in to an understandable form. It also requires knowledge about 

the proCI.:SS or teaching and learning (Kauckak and Eggen, 2003) 
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2.3.3.1 Th e cOll cept alld/lill ctiolls of Teachillg 

Since teaching is a complex activity, varying out wardly from one situation to another, so that 

it is not easy to explain or define its nature with precision, hence much of disagreement 

(Curzon 1993: 15). In philosophical terms, 'teaching' is a task word like 'hunting' or 'fishing' 

not an achil.! ement \ ord like Winning (Ryle, 1949; Smith, 1969a in Brown, 1975). Chauhan 

(1990) also states that t<;;aching is mani fested in various acts that a teacher carries out in 

congruence to certain profe sional rules and principles in a way to bring about learning. 

On the other hand, teaching as conventionally understood by a traditional teacher, is the act of 

disseminating information to the learners in the classroom. In this case, teaching is viewed in 

terms or content or education; its assumption is that there is a given content to be disseminated 

by the learners. In this case teaching basically involves telling, informing, giving or investing 

the content of learning. Philosophers in favor of this representation of teaching generally 

defend the maxim "we teach the subject and not children" (Benaars et al 1994: 56). 

They also argue that the point and purpose of teaching is not only that education should be 

intelligibly appropriately and meaningfully assimilated, it is also that certain specific abilities 

of learners should be developed. These include, among many, imagination, comprehension, 

rationality and creativity. Those philosophers who are inclined to wards this representation of 

teaching generally derend thl: maxim, "we teach children and not subjects." 

In this respect, teaching should not only provide opportunities for the learners, but should also 

enable thcm to be the transforming agents of their own circumstances. This is possible when 

tea(;hing involvcs finding out students' misconceptions, intervening to change them, and 

creating a context of learning which encourages student actively to engage with the subject 

matter (Ramsden , 2000). 

With the new conception to teaching the teacher's re ponsibility goes far beyond the 

transmission of knowledge to that of mediating, advising, guiding and Inotivating learning 

(Bcnaars ct aI, 19(4). In this n.;gard, Posner (2005) forwarded a remarkable idea that, concern 

with maintaining our role as teacher should not blind us to the way ' in which the I arner 

learners best. Like wise, concern for covering the subject matter should not blind us to the 

needs or the learners; and concern for the learner's feelings should not obscure the 

communities expectation and thc val uc of learn ing the ubject matter. For him, neither the 
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learner n n' the physical and ocial cont xt, n r our own needs as teachers should be allowed to 

dominate. All features must be coordinated to achieve a balance. 

2.3.3.2. Approaches to Leamillg 

According to Wang and Palincsar (1989: 71) one of the recurring themes in the history of 

school rclorm is that "cITective" schooling enables every student to become an active learner: 

one who assumes responsibility for acquiring knowkdge and skills and sustains a pattern of 

self-directed, life long learning. It is also stated that the quality of our students understanding is 

immediately related to the quality of their engagement with the learning tasks; which in turn is 

influenced by learning context (Ramsden 2000). This is to mean that context has a substantial 

effect upon the tudents learning. 

Posner (2005) for instance, views context as all the constraints, facilities or otherwise 

influences what teachers and learners do with the subject matter Context, therefore includes 

the immediate physical and social environment of the classroom. But it also includes the 

administration of the school, parent influences, governmental regulations, the background of 

the learners and teachers, the money available to finance education, and the time available for 

teaching. 

As indicated by Ramsden (2000:46), context illf1uences approaches to learning, which are not 

something a student has rather they represent what a learning task or set of tasks is for the 

learner. POl' him , approaches to learning has two aspects: deep approach (intention to 

understand) and surface approach (intention only to complete task requirements) are responses 

to the educational envirolUnent in which students learn. He also stated that the educational 

environment or context of learning is created through students' experience of our curricula 

teaching method, and assessment proeedur s. This is to mean that students re pond to the 

situation they perceive and it is not necessarily the same situation that we have defined. 

In trying to change approaches we are not trying to change students, but to change student' 

expericncl.:s, pcrccrtions or cuncl.:ptions of something. Thus rccl)gnizing tudents' perception. 

of these issu\.:s are of great significance as the context of learning is an ever present influence 

on students' activities. For instance, perception of assessment requirements, of work load of 

the elTectiven~ss or teaching and the commitment of teachers, and or the amount 01" control 

students might excrt over their own learning influence the development of different 
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approaches which ar very clearly adaptive responses to the educational environments defined 

by the teachers and courses (Ramsden, 2000: 39-47). 

Besides student' approaches are influenced partly on their previous experience, the nature of 

their interest in the task in hand the knowledge base they have. For example, deep approaches 

are closely related to a students' interest in the task for its own sake. Deep approaches are also 

associated with a well developed base of knowledge in the field of study. If there are gaps in 

one's understanding of basic concepts his/her attempts to understand new material will be 

frustrated. A learner may then resort to strategies requiring minimum of interaction with the 

task. Moreover, one has to notice that we can not train students to use deep approaches when 

the educational environment is giving them the message that surface ones are rewarded. In 

such circumstance, as to Ramsden, the quality of student learning can be enhanced by 

changing the curricula we construct, the teaching methods we use, and the ways in which we 

assess our students(ibid). 

2.4. Practicum-School Experience 

Historically, school experiences grew out of apprenticeship, the teaching method in which a 

student works for a master who is skilled in a craft, and it is based upon the notion that a pupil 

teacher will model himself upon his master (Brown, 1975; Ellis et. ai, 1991) .With time it 

grows and becomes more comprehensive. For example, Fish (1989) states that approaches to 

student teaching practicul11 have shifted from the process of imitating old, traditional and 

conservative notions and skills to a process of investigation and exploration. 

Practicum includes experience of and teaching in a real school! classroom environment and 

the reOection and discussion based on the experience students have gained. As a result, 

Prncticulll is considl;rcd to bl; the most essential element of teaching qualifications. During this 

course student teachers will be given the opportunity to explore and gain understanding of the 

teaching learning process, to sec how school students behave and observe the realities of being 

a teacher (MOE, 2003) 

This is because, as put by Ashcroft(l992), teaching is an e s ntially practical activity and 

should be karned on the job. In this regard, the purpose of practicul11 i not only to en ur 

trainee's ability in putting learning skill of teaching into practice, but also to give background 

knowkdgc about realities of existing school (ICDR, 19C)9). 
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Gold (1999) also suggests that new teachers are acquiring the knowledge base from their 

university preparation, and are receiving more experience in learning how it can be applied in 

the classroom. To I 'DR (1999) , subject mattcr knowledge alone fails short to equip the 

trainee:: to be come efficient classroom practitioners. I his is because a single course isolated 

from practice is incomplete of developing a perspective that requires learning a new way to 

analyze, reason and make judgments. As the result, one of the objectives of teaching practice 

i to apply theory in to practice. 

In the Ethiopian context, however, the hi story of teacher education and training is marked by a 

concentration on the th oretical aspect s and subject knowledge . Thi s has produced teachers, 

who although well enough grounded in their individual subject knowledge, are not necessarily 

good at teaching in schools lIsing active learning methods (MOE, 2003). Moreover, teaching 

practice is done for a short period, usually for a month (including a week of observation of a 

class in procession under a teacher and three weeks for independent actual teaching) 

(lCDR,1999) , 

Contrary to this, the practicum, the teaching method and professional studies have now been 

prioritizcd and given sufficient time to enable them to be taught in a way which is inline with 

current ideas on karning. Besides, new practicum is designed to ensure that the would be 

teachers have much supported experience as pos iblc, before they enter the classroom as a 

qualiiied teacher. It is designed with the assumption that learning takes place when the 

learners have to make sense of things that confront them- the idea that development comes 

through thc individual ' s construction of or invention of knowledge (MOE,2003). 

Besidcs, to be dTecti ve, the student,S need to havc the following: a) an early opportunity to 

observe thl; school environment; the behavior of school students their Ie el of performance 

learning capacity. and recl;ptivity teaching methods used in schools, etc with guidance with 

their tutors, b) the chancc t explore teaching methods and practices for themselves through 

micro teaching and direct experience of school teaching, c) the opportunity to sleet on th ir 

cxperi enc~ , on thl:ir own, \vith p ers, and with teachers in the school community and from 

their l:clucation institutions (Ibid). 
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I think it would be reasonable to consider microteaching to some extent. Micro teaching is one 

of the most recent innovations which is exclusively meant to improve teacher education 

programs (Chauhan, 1990). According to Wragg (1999), one of the biggest problems facing 

those who train new teachers i the sheer complexity of teaching in a busy classroom. The 

purpose of micro teaching in its many forms is to reduce this complexity. 

In this respect micro teaching has been described as a scaled down teaching encounter 

designed to develop new skills and refine old ones (Mc knight, 1971; as cited in Brown 1975). 

A trainee (Student or teacher) teaches a small group of pupil for five to ten or twenty minutes. 

The lesson is usually video recorded and subsequently observed and analyzed. By so d~ing, it 

enables the trainee to get feedback from his/her supervisors or peers after teaching (Brown, 

1975; ICDR, 1999; Chauhan, 1990). In addition, micro teaching seemed to have demonstrable 

effectiveness in improving the teacher's "knowledge how" (Gage, 1978) 

However, peer teaching and micro teaching are hardly functional in teacher training institutes. 

Besides, the process of the preparation of teachers starting from the recruitment right through 

the whole process of training is unsatisfactory (l CD R, 1999) 

2.4.1. Linking theory with Practice 

According to Gage (1978), the theory takes the form of a hierarchically structured set of 

beliefs about the proper ends and means of teaching, the characteristics of students the modes 

of learning, and the ways in which all of these interact to govern the teachers behavior at any 

given moment. The test of good theory is whether it can guide practice. In reverse, good 

practice is based on theory. By practice, we mean the methods, and skills that apply to the 

working world, when a person is on the job and actively involved in his or her profession 

(Ornstein, 1991: 64) 

I\s indic:llcd by Me iff (1993: 39), the traditional approach to teacher education sees theory 

as an input that influences practice, and that practice is seen as the end product, and outcome 

of a thcory successfully implemented. Theory ~ practice. By th same taken, howe er 

Whitehead viewed theory as an outcome of practice, and is part of an overall strategy of 

theorizing which is a form of practice. 
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Praclicc~ theory ~ re-formed practice ~ reformed theory 

~ ~ 
~ 

Process of theorizing 

This process of theorizing in which practice and theory fuse and interchange, is the foundation 

of a certain practice which is an aspect of the creative pattern of life an aware, critical person 

who is concern d to improve the quality of life for herself and for the people in here care 

(Ibid). 

In line with this Ashton (1999) describes that the ability to examine problems of practice from 

a variety of theoretical perspectives provides teachers with a powerful tool with which to 

evaluate and modi fy their practice. Furthermore Gage (1978) asserted that we are not so much 

concerned with the teacher's' knowing that' as with his/her "knowing how" for example, we 

may know that re-enforcers strengthen responses but not know how to reinforce a pupil so as 

to strengthen the child's tendency to participate in class discussion. He further adds much of 

teacher education program is given over to proceeding teachers with a great deal of knowledge 

that (propositional) certain things are true: in the subjects to be taught. 

According to Ashton (1999: 214), however, propositional knowledge learned in a context 

isolated from practice can not be expected to transfer to the classroom. Curzon (1993) further 

cxtended that if practice is the 'how', theory is the 'why', successful practitioners in any field 

will be the better equipped for their task if they understand both the 'how' and the 'why'. In 

addition for him, theory and practice often go hand in hand; ind ed theory is g nerally 

'distilled practice' . 

Thus, whcn it comes to providing prospective or already employed teachers with Knowlcdge 

how, we know that practice is required (Roland 1961; as quoted in Gage 1978). As to Roland, 

it is this realization of the need for practice that had led frol11 the very beginning to inclusion in 

teacher education programs of opportunities for practice teaching. Diez (1999) also adds the 

field experiences are designed to promote the constant interrelating of knowing and doing. 

On the other hand, Michael Oakcshott Claim that all human activities involve two kinds of 

knowledge: Tcchn ical and Practical. 
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Techllical kllollliedge: is a knowkdge of rules techniques and principles that can be 

formulated comprehensively in prepositions which can be learned, remembered and 

put in to practice . 

Practical kllowledge: exists only in use which is not reflective and can not be 

formulated in rules. Its normal expression is in a practice of some sort, in a customer or 

traditional way of doing things. For him this two kinds of knowledge are 

distinguishable but inseparable, both being involved in every concrete activity. 

Together they make any skill or act what it is (Hirts,1983). 

2.4.2 The trios interplay at the scene of practicum 

Teaching practice is a joint venture of a teacher education institute and cooperating schools 

(ICDR, 1999). The involvement of schools in the implementation of this program has led to 

the strengthening of ties between the college and schools, instilling the feeling of collective 

responsibility and ownership. On line < http://www.lIl1l11 .edll.l11y/fskp/Blr/m.htl11. 

The nature of the partnership between teacher educators in the university and school sharing a 

view of what each is best placed to do depends upon the achievement of a shared model of 

teacher preparation which recognizes the distinct and valuable contribution each party has to 

make to the education of intending teachers (Fidler and McCulloch, 1994: 173). They argue 

that time having been spent in debate, argument and reDection for it is neither self evident nor 

rooted in res arch evidence that teachers and tutors will have a shareable view of what 

constitutes the most effecti ve form 0 f teacher preparation. 

Darling-Hamond (1999) also suggests that teachers need to understand how interaction among 

students can be structured to allow more powerful shared meaning to occur. They need to 

understand how to collaborate with others to plan, assess, and improve learning with and 

across the school , as well as how to work with parents to learn more about their students and 

to shape supportive experience at school. 

Preparation l'or partner~;hip is the real challenge. Nevertheless, as put by Fidler and McCulloch 

(1994), a more integrated partnership between schools and HEl and tutor· is almost c rtainly 

part of the process of improving the preparation of these new professionals. for them the real 

diniculliL:s (or Ihis transitioll involve: 
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a) re ource in addition to tho 'e currently available, b) the need to involve sufficient 

good schools and teachers and c) how to help HE! tutors and school mentors to play 

their respective parts in this new enterprise. 

Evidence has shown that the best way to educate teachers is to give them real experience of 

chool and students very ncar the beginning of their course, so that this can inform their 

further learning. The practicum, as indicated in the TESO document, has three part structure: 

preparation in college, activity in school and reflection and analy 'is in college. 

Practicum is scheduled in such a way that in the first year student teachers will have two hours 

in each month to prepare and reflect, and half a day each month in the placement school 

besides black teaching time. During practicum I, student teachers will have a chance to 

experience each grade level (5-8) at the same placement school. Time will be spent, before 

and after each school experience, with tutor for reflection and discussion of essential teaching 

skills. Tutors and student teachers will work together during this time to determine the 

objectives of each shift spent in school. Student teachers will produce a school experience 

portfolio during the year, recording their observation, teaching experiences relevant 

information, ideas lesson plans, and materials developed. 

fn the second year, student teachers will continue to work with small groups and progress to 

leaching practice with whole class. The contact hour will be two in both the iirst and the 

second years. During first semester (practicum III), student teachers, supported by colleagues, 

will take on more responsibilities in the school and class room (including planning lessons). 

The school experience will include a 2 week block of teaching where they will teach classes in 

their academic stn;HI11 subject a!'\,;(\S for grade 5-8. Tutor and school contacts (Mentors) will 

evaluate the student teachers through out the three years.(MOE,2003) 

With this in mind, let us consider how tutors, mentors and the trainees collaborate to achieve 

the desired end. Because learning rooted in experience is more likely to be reOL:cted in 

collaborati ve Lx:havior (Yeomans, 1992). 

2.4.2.1. The operation of /IIentoring 

According to Dormcr (1994), the term 'mcntor' is used to describe the differing roles of 

supervisory teachers in a variety of school based schemes for Initial Teacher Education. 

B<:sidcs, for wragg (1999) the word 'mentor' is a generic term referring to any on who 
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intluences the development of some one else's mind, so it can equally be used for a tutor from 

a training institution. 

Besides being a model of good teaching practice, the mentor has a significant role to play in 

the tudent teacher s development as a rel1ective practitioner. Thus, the mentor acts as a 

support for the student teacher; motivating, raising awareness, providing feed back and advice, 

reviewing cssions and guiding future planning, acting as a 'critical friend - un threatening 

source of student-teacher improvement, and acting as a link person between the school and the 

college ( hhen et al 2000). 

In fact these are dinicult to achieve without knowing the individual student well and having 

been involved in their development and progress over a lengthy period 'of time' Moreover, 

investigations have paid too little attention to considering whether and to what extent the 

information, ad ·ice and support which it is assumed mentors and tutors provide actually 

informs student teachers' preparation for practice and subsequent teaching (McNamara, 1994). 

Howcver, the success of the usc of competences or developing and assessing student teachers' 

achievements relies on the sensitive support given to the student in the school by the mentor 

and in the institution of higher education by the appropriate tutor (Chhen et al 2000). In line 

with this Murray (1999:74) asserted that mentors should know enough to be fully responsive 

to all the dcmands of the class room calling in expert help only in rare instances when a 

problem exceeds their level of training and skill. Likewise, as stated by Goble and porter 

(1977:147) a teacher tutor needs to know how to help, to diagnose and to prescribe to observe, 

but not to impose. They also added that a teacher educator needs to have the capacity to learn 

from the student teacher's own karning, both outside and inside school. 

From this it can be recognized that both mentors and tutors are equally important to promote 

the trainees' professional development Mclntyne (1994) in this respect put a concluding 

remark by saying that with Ollt a high level of commitment understanding and investment of 

energies by school teachers, a move towards more school-based teacher education will bring 

no benefit. I Ie also says for mentors to be effective tcacher educators, they need to become co­

planners of the program in which they are working, and to do that efD ctively they also need to 

become co-theorists about teacher education. 
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2.4.2.2. Wlty reflectioll? 

A good teacher is one who matches instruction to the needs of students. This teacher spends 

much time e aluating the implications of one s teaching occasions in the classroom. This is 

the mark of a reflective practitioner. Such self reflection leads to greater knowledge about the 

studl!nts about the subject being taught, and about the act of teaching (Campbele, et al 1995; 

as quoted in Wandberg and Rohower 2003). 

In his attempt to analyze professional actIvity, Schon (1983) in Fidler (1994: 20) has devised 

two alternative models: tcchnical rationality and reflection-in -action. 

Tcchnical rationality assumes that professionals have theoretical knowledge (generated in 

research cent rs /universities) which is applied to particular situations or at schools which are 

\ orlds of practice. In this case, the teachers' task is seen as applying this theoretical 

knowledge. Ilowevcr, as indicated in Ghaye and Ghaye (2001), chon noted that this 

application of theory to practice devalues the knowledge that teachers develop about and 

through their teaching. For him, teachers are viewed as technicians because they never 

question the value that underpin their practice and make them the kind of teacher they are. He 

also added that teachers never question the context in which they are teaching and how this 

I i berates and constrains what they do. 

Rctlcction- in -action acknowkdges the 11(;L:d ror basic knowledge but also rL:cognizes the 

need of professionals to create their own framework to conceptualize their own practice 

(Fidler, 1994: 21). To chone reflection on practice is a creative process. It is a complex 

process and much more than "juSt thinking about what you do. It is about being professionally 

self- critical with out being destructive and overly negative. That is, a reflective practitioner is 

a teacher who is operating much beyond the technician level. 

In this respect, teachers need to be- able to analyze and reflect on their practice, to assess the 

effects of their teaching and to refine and improve their instruction. A stated by Moore 

(1994), reality is ah ays more complex than theory. Theory illuminates reality in particular, 

partial W<1y. but never exhausts it. In connection with this Barens (1989) stated that most 

theories throw the implicit assumptions of established practices in to sharp relief revealing 

their takcn for granted principles and underlying their theoretical status. Therl:for . novice 

practitioners are encouraged to qucstion, criticize, und reformulat assumptions about the 
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natur~ of their work through what chon (1987) calls " a reflective conversation with the 

situation. He further notes such rationality comes from deep understandings of the nature, 

purposes, and conditions of teaching as professional work. 

Hence the move from the older teaching to the newer one, demands teachers to think about 

what they do? and how and why they do it? Reflective practice allows them to consider such 

questions a : 

• Which teaching model am I using? 

• How does it apply in specific learning sItuation? 

• Ilov \ ell is it working? On line < http ://www.nc/rc.org/essentials/whatteach/reflect.htm. 

'All reflective thoughts arise out of real problems present in immediate experiences' 

(Mead 1934 cited in Reiman, 1999). In light of this, reflection on one's class room practices 

encourages growth. In other words, experience + reflection = growth. In connection with this, 

Dewey further elaborated that we do not actually learn from experience as much as we learn 

from reflection on experience (Wandberg and Rohower 2003; Posner, 2005). Again, Goethals 

and HO\ ard (2000) cited in Windber and Rohower (2003), considered learning to teach well 

to be a result of reflective practice. By the same taken, it is stated that as teachers engage in 

instruction and then reflect on it, the process offers insight in to various dimensions of 

teaching and learning that can lead to better teaching (Schon, 1987). 

To this end acquiring new knowledge, whether about pedagogy or about subject matter, 

requires, among other things, the ability to reflect on and learn from experience. However, as 

teacher educators, it is questionable to assume whether our students have developed this skill 

(Grossman, et al 1989). In fact, there could be various reasons for these doubts. To McIntyne 

(1994), student teachers ' learning was not generally conscious or deliberate, it may be 

suggeSLL:O, because learning was not the primary goal for them on teaching practice. Meeting 

the requirements of supervising teachers and visiting tutors and winning the contidence of 

pupils, or at least gaining control over them were for most the priority needs. 

2.4.3. Assc Sll1 cnt and fecdback 

Assessment refers to the process of collecting, interprding, and synthesizing information to 

aid in decision making: Jt includes information gathering on pupils, instruction and classroom 

climate. Or it is the way of gathering information about how much and how well their stud nts 



nre learning. essment is again concerned with diagnosing specific misunderstandings in 

order to help students to learn more specifically (ICDR, 1999; Wanderberg and Rohower, 

2003; Ramsden, 2000). 'If we wish to discover the truth about an educational system, we must 

look in to its a. ses ment procedures' (Rowntree 1987; as quested in Ramsden 2000). 

[n addition Ramsden (2000) notes that the methods we use to assess are one of the most 

critical of all influences on students learning. For him a view of assessment as being primarily 

about the allocation of rewards and punishments to students through the grading process is 

part of undeveloped theory of teaching in which students tend to learn strategies which help 

them to earn high grades at the cost of understanding material. It seems that a good deal of 

tudent 'learning is not in fact about understanding but about adapting to the requirements of 

teachers. 

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

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

knowledge and skills and respond quickly and effectively to students' real or perceived 

learning problems and hence improve their learning (Murphy, 1995 in Capper, 1996) In 

substantiating this, Airasian (1997) stated that students learn more in classes where assessment 

is an integral part of instruction than in those where it is not; and brief assessment that provide 

frequent feed back about learning progress are more effective than infrequent ones. 

\"01' example, if assessment of students is above all about understanding the process and out 

comes of student learning, the important things that a student has mastered should be apparent 

in works he can exhibit and in things he can make, compose, and design. It should be evident 

in the real and personally significant problems he can solve, in the stories he can tell and write 

and so forth (Murray, \999). Thus learning entails not only what students know but what they 

can do \ ith v,;i1at they know (Wand berg and Rohower, 2003). 

Besides, il is staled that a new assessment program can succeed only if teachers accept it. If 

tcachers do not accept th basic philosophy of a program, one can hardly expect that it will be 

propcrly implemented (Nitko. \996). In EthiopIan context Teshomc (2001) has evidenced that 

teachers must understand the assessment process, feel secure about it and accept it as their 

own for its effective implementation. Nevertheless, the implementation of the assessment 

process is considen.:d to be a di rricult and conlrov r. ial task, both in term of What criteria to 
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apply and v hich parts of the performance of students should be assessed (Tuliusdottir et al 

2002). 

As stated earlier, the areas of competence have already been identified by the TESO 

document, however the appropriate criteria to assess such specified competences seem not 

well articulated /developed. To this end, McCulloch (1994) says it is more likely that teaching 

and It:arning pro ess will be guided by the definition of competencies adapted and by specific 

competencies identified for assessment. He also stated that the implication for teacher 

education is the need to identify and describe in measurable ways the knowledge and skills 

which p rmit competencies to be observed through performance in ways which permit the 

higher order competence to be deduced (P . 133). 

In this regard , the problem is that there is no clear consensus about what constitutes a good 

practice. In addition, competencies are expected to meet national as opposed to local standards 

(Norris, 1991 in McCulloch, 1994). To Hextall et al (1991) , however, the quality of 

reflectivity can be formulated as a series of competencies which can be observed, developed 

and monitored (Ibid). 

Another compon\,;nt par t or ass\,;ssm\,;nt to b<.; consi(kreu here is th<.; feedback. According to 

Ornstein (1991), teachers appreciatc feedback process where by they can improve their teaching, 

if the processes are honest and fair and are professionally planned and administered; if teachers 

are permitted to make mistakes; and if more than one model of effectiveness is considered so 

that teachers can adopt recommended behaviors and methods that fit their own personality and 

philosophy. To this effect, as precisely put by Rowntree (1987), feedback or knowledge of 

results has been considered as the ' life blood ' . 

2.5 Evidences Obtained from Practical Studies 

Since the practicum is recently introduced phenomenon in to our education system, research 

works are not yet fully undertaken. Even though this is the case I was hunting a lot to obtain 

avail able literature . FortunatelYt I came across tlu'ee research findings which are presented as 

follows : 

Mulugeta (2002) conducted a research on "Perceptions of Teaching practice in Bahir Dar 

Uniwrsity" and c<lme LIp with the following findings : 
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a) the length (duration) of the time assigned for teaching practice was not enough ' even it 

was regarded as too short to meet its objectives, to learn the skills attitudes of a competent 

and effective teacher. Accordingly. to self evaluate and discover the strengths and weaknesses, 

b) the time table had not allowed suf1icient time for them to do all what was expected, c) 

dependable attention wa not given to practicum by both university and cooperating schools; 

rather it was very in adequate, d) for many of respondents, current teaching practice was more 

of a matter of evaluation for the course but others felt it was more a matter of real practice. 

Another similar research was conducted by Reda (2001 ).On "Conceptions of Constructivist 

Teaching Approaches in Higher Institutions" particularly at Bahr-Dar University. 

The re earch finding revealed that the Bahir Dar University instructors encouraged student 

autonomy and initiative designed lessons in terms of behavioral objectives, and helped 

students synthesize and evaluate ideas during the instructional process. In short, the instructors 

internalized the new model of teaching and learning so that the instructors go beyond 

providing (delivering) a good lecture. 

Betoret et al (2004) also conducted a research on "Trainee Teachers' Conceptions of Teaching 

and Learning, Classroom Layout and Exam Design." 

The finding supports that train teachers have more idealistic and altruistic values as regards to 

ec\uc:ltion thall qualified teachers. When it comes to actually teaching, the novice teacher will 

begin to review her/his attitudes and ideals in order to adapt them to the ' rough and harsh 

reality ofthc classroom ' that Veenman talks about (1984) 
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CHAPTER THREE 

3. Methodology 

R earch methodology undertaken maybe influenced to a large extent by the epistemology to 

which an individual adheres. By pistemology, we mean, the branch of philosophy that is 

concerned with the nature of knowledge and the process by which knowledge is acquired and 

alidated . 

!\ccnrJing tLl lkst anJ Kahil (I <)<)3: 1 ~D), n.:scarch methodologies can be viewed ill a 

dichotomized \ a : logical positivi m and phenomenological inquiry. 1 he fonner dominates 

educational n;search and is based on the assumption of the natural sciences while the latter 

uses a variety of interpretive research methodologies such as ethnographic case study, 

I hcnomcnology ami grounded theory. 

Positivi ts vic\v the \ orld as being "out there", and ~vailable for study in a more or less static 

fonll. The task ot' po iti 'istic scientific inquiry, then is , to reduce bias, make free observations 

of the natural and .ocial world "out there". For them, physical and social reality are 

independent of those who observe them and that observation of these realities if unbiased 

constitute scientific knowledge (Gall, 1996: 18) 

I\n opposing epistcmological position to positivism is based on the assumption that social 

reality is constructed by the individuals who participate in it. Thes "constructions" take the 

limn or interpretations. that is, the ascription or meanings to the social environment. The 

researclll.:rs herl' stress thl.: socially conslrucll.:d natlll'(': ur n..:ality, thc intimate rdationship 

between the researcher and what is studied and the situational constrains that shape inquiry. 

Such re!il~archl.:rs s...:ck answers to questions that stress how social experi nce is cr uted and 

giwn I11l.:aning. (ibid) 

rhe dominant methodology in qualitative re earch is, theref re, to "invent" these meaning 

and interpretations in natura l sdtings and subjecting the result ing data to ana lytic induction 

(Best and Kahn, 1993: 186; Gall et aI, 1996: 18). 

[1\ my opinion there are sL:vl.:ral pussible ways 10 cO I1l:l:ptualize and ulJproach qualitative 

research, but the \\lord of Silverman (1995 :23-24) in Amare (2004) charact rize it by 
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providing such criteria <1S :-

• seeing through the subject's perspectiv ; or taking the subject's perspective, 

• describing the mundane detail of every day settings, 

• understanding action and meanings in their social context, 

• emphasizing time and process, 

• favoring open and relatively unstructured research design, 

• avoiding concepts and theories at early stage, 

In short, qualitative research implies an emphasis on the qualities of entities and on process 

and meaning: that are not experimentally examined or measured in terms of quantity, amount, 

intensity or frequency (Denzin and Lincoln 2003 in Amare, 2004). 

3.1 Method 

A precise meaning of a research design is gl en by Powell (1999:22) in Solomon (2004) as 

follows:" Research design is a sequence of events which connects the procedures for 

collecting the empirical data to the initial research questions on the one hand, and to the 

subsequent data colkctioll, analysis and conclusions on the other." 

My intention to select qualitative method for the issue under investigation is closely linked 

with what Berg (2004) has stated: "Qualitative techniques allow the researchers to share in the 

understandings and perceptions of others and to explore how people structure and give 

meaning to their daily lives. Researchers using qualitative technique examine how people 

karn ancl make sense of thl;ll1selves and others" 

It is obvioLls that the research method used can vary with respect to the researcher's 

<.:piskmologieal position alld the nature or the research questions. In this regard Solomon 

(2004) puts, if Wl; need to know "how" or "why" the curriculum had worked or not worked we 

could necessarily lean towards a qualitative case study. 

To this end, J have employed a descriptive case study method with th assumption that it 

cnables ml' collect in depth shared meallings that the individuals have about the phenomenon 

ul1tkr study. [11 light of this, 8est and Kahn (1993) expound that the in depth and detailed 

descriptiun or events, interviews and others make qualitative research very powerful. The 

........ 
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richness of data permits a fuller understanding of what is being studied than could be driven 

from experimental or survey research. 

According to Gall et al (2005) researchers conduct case studies in order to describe , explain, 

or evaillate particular social phenomenon. ror them, the purpose of description, in many case 

studies, is to depict and conceptualize an educational phenomenon clearly. It provides clear 

description of phenomena that is a set of statements that re-create the situation and give 

readers a sen e of meanings and interactions inherent in that situation. In addition, they 

cOl1sid~red the case tudy to have the following key characteristics: 

I. The study of particular illstallces: A case study is conducted to shed light on a particular 

phenomenon that is, a set of processes events individuals or other things of interest to the 

researcher. 

2. III depth study of the case: A case study involves collection of a substantial amount of 

data about the specific case or cases selected to separate the phenomena. Data typically are 

collected over an extended period of time, with several methods of data collection. 

3. Study of phellomelloll ill its Ilatural COil text: Case study typically involves field work, in 

which the researcher interacts with research participants in their natural settings. 

4. Represelltatioll of both the ElI1ic alld Etic perspectives: A case study seeks to develop an 

understanding of a complex phenomenon as experienced by its participants or it attempts 

to make sense of, or interpret phenomena in terms of the meanings people bring to them. 

As put by Gall et al (1996: 548), the participants' view point is called the ernie 

perspective. 

Typically, the rescarchers obtain the emic perspective through informal conversations with the 

casc study participants, and by directly observing them as they behave naturally in the field. 

Case study researchers also generally maintain their own perspective as investigators of th 

phenomenon. Their view point as outsiders is called the etic perspective. This helps them 

make conceptual and theoretical sense of the case, and to report th lindings 0 that their 

contribution to the literature is clear (Gall et aI, 1996). 

Besides, the rcason why a case study is more appropriate to investigate curricular issues is 

described in precise and concise words as: A crucial aspect, among the advantages of using a 
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"case study" strategy, the distinctive one is its strength to gct answers when a "how" or "why" 

questions are a ked about contemporary events like an implementatioll process of a new 

curriclllulll, over which the investigator has little or no control on the curriculum as well as on 

the implementers (Yin, 2003 in 010mon, 2004). 

To ' olomon, some of the applications o/" case study strategy pertinent to curriculum 

implementation process are to : / 

• explain the presumed causal links in real life interventions that are too complex for the 

urvey of ~xperimental strategi s. [n other words, the explanations would link 

curriculum implementation with curriculum effect. 

• describe the process of implementation and the real-life context in which it occurred. 

In short, the available literature revealed that a descriptive case study is feasible to 

guide my research undertaking and its subsequent completion. 

3.2 The Research Setting and the Participants of the Study 

i) Tile research settillg 

This research was undertaken at Hoassana College of Teachers Education which is located in 

'oulh ation Nationalities Peoples ' Region (S rNPR) just at 230 kms away from Addis 

Ababa. !t is one of the newly established junior colleges in the region. However, it started 

functioning as a teacher training institute on December 01 , 1994 (E.C) aiming at certifying 

teachers for primary first cycle. Later in October 01 , 1996 (E.C) it was empowered and 

upgraded its standard to diploma level. 

The College is broad based and currently runs three main programs, the regular (full time 

program), th~ evening-extension program (part time) and summer extension (in -service 

program) - all or which qualify graduat~s (or tcaching in the second cycle primary schools 

(i.e. grade 5-8) . 

In addition, th<: College runs a TrI (both extension and regular) program. The Tn regular 

pmgnllll is proviLicd (taken lip) on n:qllcst by certain zones which did not yet rullill their 

demands through '.:xknsion graduates. 
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The 10+3 diploma program consists of five streams. Each stream contains three subjects but 

with no major and minor areas of courses. Student teachers are expected to follow one of five 

academic stream.: atural sciences; social ciences; Language; Aesthetics and Physical 

Education; and Mathematics, Basic cience and Civics and Ethical Education, as specified m 

the Teacher Education Systems Overhaul (TESO) (MOE, 2003). 

Because of inadequacy of facilities, the Aesthetics stream was transferred to Awassa College 

of Teacher Education. The Hossana College is, therefore, offering courses in the remaining 

four stream aiming to: train competent teachers for the second cycle primary school by 

relating the curriculum with local realities to meet the academic standard of the cycle as 

designed in the new Education and Training Policy (The College Manual (n.d) ). 

With regard to the qualification status, the college is, now, running its program by engaging 74 

teaching slaff- of whom 70 are males and 4 are females. Among these, 20 teachers are post 

graduates, 48 are tirst degree graduates and the remaining 6 are diploma holders. 

Currently the total student t achers enrollment is 1261 (Male) and 657 (Female) for regular 

trainees whereas the total number or (first and second year) extension trainees is 597 (Male) 

and ISS (remale). That means, including 1003 TTl students a total of 3673 trainees are 

expected to take their school experience with in 14 placement schools around the Hossana 

town. 

Moreover, the trainees use a small library equipped with fairly enough references, text books, 

Journals, etc but which couldn't suffice the customers need at the moment (because of its 

size). I Icnce, the cafeteria had been allowed to render additional service. 

The physical condition of the classroom seems appropriate to conduct the teaching learning 

process in the way the new model demands. Because each class is provided with ufficient 

armchairs and in most cases accommodates 50 students Itrainees on average. Ho\ ever this is 

quite contradictory to what prevails in the placement schools. 

In connection with this, the rationale for selecting the research setting was based on the 

sdection of the research topic. That means, the research methodology course which I took last 

year (as a graduate student) inspired me to write my masters thesis on qualitative res arch 

perspective. l-Icnce, I had to select an appropriate topic which could be better treated by 
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qualitative means. Therefore, the research setting was preferred because of its accessibility and 

familiarity to the researcher so that it facilitated the research work than other wise it would be. 

ii) The research participallts 

The research participants were mainly mentors, tutors and trainees. The term mentor and 

tutor may be used for anyone who influences the development of some one else's mind. In 

this particular case, however, mentors and tutors refer to cooperating school and college 

teacher educators respectively . 

Th rdore, the study included one practicum unit coordinator, ten tutors and mentors (five 

from each) and eight trainees from 2nd and yu year (four from each) . Among the teacher 

educators, all the mentors were diploma holders; except one who was postgraduate, other 

tutors were degree holders (graduates). In other words, the study involved a total of 19 

purposefull y selected participants. 

I considered this number reasonably fair because, as precisely put by Brookfield (1990), "The 

phenomenological truth of an insight does not depend on the number of people who report its 

occurrence. Aspects of many teachers' experiences can be embedded in one teacher's actions." 

Moreover, the selection of teacher educators was mainly based on their awareness on the issue 

under study. That is. I made formal and informal talks with administrative bodies and the 

teacher educators themselves in sLlch a way to select the individuals with adequate 

understand ing . . 

In my opinion , thcre are two n1C:lJor concerns awaiting the trainees: acqulflng theoretical 

knowledge (from the college) and applying it (at placement schools). With this in mind one 

iniorl1lcd tutor was selected from each academic stream and one more tutor from professional 

studies so as to obtain a holistic idea about the two inseparable entities. Like wise, mentors 

were selected from tive cooperating schools at which frequent observations have been made. 

In the first semester of this academic year, practicum was not scheduled for thl;; fir t year 

trainees rather postponed to the next semester. I lence, the selection of candidate wa made 

from sccond am] third year trainees by con~idering class participation, expressiveness and 

academic concerns. 
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3.3 Data Collection Process 

As already discussed, the determination of which data gathering technique to use is necessarily 

linked to the type of research questions being posed. In light of this, in depth, semi-structured 

interview, direct observation and written documents were primarily used along with field 

notes. As described by Pressle and Diane (1991) in Solomon (2004), field notes typically 

consist of records of observations and a commentary on what was observed, how it was 

observed, and what it might mean. 

1. Direct Observation 

Many researchers believe that there is no a more obvious approach to research on teaching 

than direct obsc::rvation of teachers while they teach and pupils while they learn. 

Judging the quality or effectiveness of what happens in a classroom is not, however, a simple 

or onc-dimensional matter (Wragg 1999). The same author also says, judgment about 

professional competence nowadays, when a wider range of teaching styles is accepted than 

might have formerly been the case, is often founded on different criteria. Those who prefer 

quantitative approaches might look at test scores obtained by children, but others operating to 

a dirrercnt agcnda might appraisc what they SCI.! as the quality of learning taking place, without 

necessarily measuring it. 

It should bc notcd that classroom observation was undertaken at both the college and the 

cooperating schools. First I and the second year trainees observed regular teachers while 

teaching (at cooperating schools) to see classroom practices whether they facilitate or impede 

what was intended. 

Then, at the colleg , I tried to observe the trainees' portfolio presentation- that was compiled 

on the basis of experiences and knowledge gained during their school visit. At an other time 

the third year trainees were also observed while teaching in the cooperating schools 

substituting the regular teachers. 

Since individuals attach different mcaning to a particular observed phenomenon, obtaining 

ob.icctiv~ data docs not cscape from criticism of subjective bias. IIowcver, !\mare (2004) 

prl.!ciscly described this by saying. "The independent observer doesn't really exi t". By the 
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same taken, Denzin and Lincoln (2003) argued that there are no objective observations, only 

observations socially situat d in the world of -and between- the observer and the observed. 

To reduce the bias, it' not totully possible to eradicate, frequent classroom observations was 

made focusing on condllcling lessons, engaging studellts ill leamillg activities and 

IIUlIWgillg classroom by using observation instrument (checklist) adapted from a format 

available at Addis Ababa University. One of the problems researchers encounter is that of 

participants' report of activities and beliefs may not match their observed interactions. Thus 

participant observation is a check, enabling the res archers to verify that individuals are doing 

what they believe they are doing (Lecompte and Pressle,1993). 

2. The Illterview 

The interview is an especially effective method of collecting information particularly when 

in cstigators interested in understanding the perceptions of participants or learning how 

participants come to attach certain meanings to phenomena or events (Tylor and Bogdan, 1998 

in Berg 2004). 

To this stand point, semi-structured interview was administered to the trainees and teacher 

educators (mentors and tutors) including the practicum coordinator in the form of person to 

person encounter. As pointed out by Solomon (2004), the questions to be asked are not 

necessarily predetermined rather they could be context driven. Thus semi-structured interview 

was simply used as a stepping stone in such a way to conduct discussion and elicit new 

questions and perspcctives for furth r discussion. By so doing, the interview was recorded 

based on the assent and consent of the participants. Then transcribed carefully before it was 

translated in to English. 

3. Writtell docllmellts alld field lIotes 

Written documents and field notes were also used to substantiate the relevance of the evidence 

obtained through obscr ation and interview. Especially written documents wcre included as a 

d:.lla g[llhering techniquc during the ongoing intervicw wh 11 train es expressed their suspicion 

that the portfolio assessmen t was a neglcekd part of their learning. Therefore, I trit;d to 

analyze the portfolios that were compiled on the basis of the trainees' actual school experience 

and collected in the praeticum unit coordinator's office. It is gratifying to note that by 
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combining several lines of sight, researchers obtain a better, more substantive picture of reality 

or simply by triangulation (Berg, 2004) 

To sum up I stayed, exactly, three months (December 23-Macrch 24, 2006) in the research 

site to collect the data for the study. It took me such a long time because, for one thing, there 

are many parties to be involved in the practicum (the college and placement schools). This 

demanded me extra time to conceptualize practicum as perceived/ experienced by research 

participants. 

The other reason was practicum was scheduled at different times for different year trainees 

(2nd and 3nd in thi particular case); and sometimes, there was a programming inconvenience to 

accomplish the task as intended. 

During this extended period of field work, the researcher's major role was as a data collecting 

"instrument" and expected to be sensitive observer, story teller and descriptive writer through 

recording as faithfully as possible the phenomena that were seen, heard and felt. This is 

because as pointed out by 8010mOl1'(2004), the process of data collection and analysis in a 

qualitative case study that focuses on process could uncover the secrete of the process if and 

only ir it is recursive and dynamic . 

3.4 Data Analysis 

In qualitative research, data gathering and its subsequent analysis go hand in hand. This is 

because, as put by 0101110n (2004) , data collection and analysis are mandatory because one 

does not know whom to interview, what to ask, or where to look next without analyzing data 

as they are collected. In fact, the challenge is to make sense of massive amount of data reduce 

the volume of information identify significant patterns and construct a framework for 

communicating the essence of what the data reveal (Best and Kahn, 1993 :203). 

In thi s regard , take (1995) advocates four forms of data analysi and interpretation in case 

study research . These arc: 

(I) categorical aggregation the researcher seeks a collection of instances from the data, 

hoping that issul:s or relcvant mcanings will emerge' 

(2) dircvl interpretation - case study researcher looks at a single instance and draws meaning 

from withoutlouking for multiple instances; 
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(3) establishing pattcrns-looking for a correspondencc bctween two or more categorics; and 

(4) develop naturalistic generalization - generalizations that help people learn from the case 

either for themselves or for applying it to a population of cases. 

Tesch (1990) in Gall et al (1996), on the other hand classified the approaches used in case 

study analysis into three types; structural, reflective, and illterpretational analysis. 

St1'llctllral allalysis is the process of examining case study data for the purpose of identifying 

patterns inherent in discourse, text events or other phenomena with little inferential meaning. 

Reflective lIllalysis is a proces in which the researcher relies primarily on intuition and 

judgment in order to portray or evaluate the phenomena being studied. 

Her explanation of illterpretive allalysis appeared in a more comprehensive way in Gall et al 

(2005). That is, it involves a systematic set of procedures to code and classify qualitative data 

to ~n ur'c that the important construct themes, and patterns emerge in a way to describe and 

explain the phenomenon being studied. 

Moreove~~ the steps of interpretational analysis are presented as follows: 

preparing a database containing all the data (field notes, documents, transcripts, 

rccords, etc)' 

2 numbering each line of text sequentially and then dividing the text into meaningful 

segments (c:.g. in the analysIs of interview data, each question plus the participants 

response might be a separate segment; ) 

3 deVeloping meaningful categories to code the data; 

4 coding cach segment by and all categories that apply to it; 

5 cumulating all the segmcnts that have been coded by a given category; and 

6 generating constructs that emerge from the categories (ibid). 

It seems that there are no c1car Cllt mechanical procedures to follow qualitative data analysis. 

llowl!vl!r, inlerpretive analysis was predominantly used, in this particular case study, in 

harmony with rct1ective allaly is through which the researcher invested his own intuition and 

personal j udgmcnt to get the complete picture of what the data was all about. 

In other words, I have thoroughly rehearsed all the available data in order to conceptualize and 

identi I'y signi licant phenomenon that have some attribut s in common. This helped me to 
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develop appropriate categories that can adequately encompass and summarize the data. To 

Gall et al (1996: 564), a category is a construct! a concept that refers to a certain type of 

phenomenon mentioned in the database. 

After a series of attempts and revision three categories came to emerge. Using a single case 

analysi strategy each segment in the data at hand was coded into appropriate category where 

it fit . Then the data were presented in the form of narratives and vignettes. The interpretation 

of the data has also included my own personal understanding and reOection. 

Ethical issue 

Unless properly handled, data collection techniques may pose various ethical problems. Best 

and Kahn (1993) explained ethics as any set ofrules or guidance's or human discretions on the 

part of the researcher that directs the appropriate treatment of person participated in the 

research. 

In order to secure sufficient and pertinent data gathering, therefore, due attention was given to 

ethical issues before, during and after data collection. In short, to make feel free about any 

possible risk the researcher openly negotiated with research participants and their views were 

audio taped accordingly. 
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CHAPTER FOUR 

4. Results and Analysis 

This section i devoted to presentation and interpretation of the data. Hence, the data were 

prcsentl:d and analyzed in the form f narratives and vignettes under three categories. To 

ensure confidentiality and anonymity pseudo names are used in all of the cases. If by 

chane any of the names used in the case descriptions refer to some one else, it is just mere 

coincidence. 

4.1 Phlnning and Collaboration 

The diploma (10+3) programme has three components: the practicum, academic subject 

streams and shared pro res ional courses. These components appear inseparable and 

interdependent. For instance, the success in practicum partly or fully depends on overall 

success of the other components. In addition to focusing on practicum, therefore, the study 

incorporate. some aspects or the remaining components of the program. 

Muluken (a tutor) explained that the program has been designed with the assumption that 

students who successfully complete academic courses in their high schools become competent 

enough to teach primary. econd cycle (5-8). To realize this, the first year courses mainly 

stressed 011 revising academic disciplines of grade 9 and 10 courses. In the second and third 

consecllti vc years, almost equi alent to preparatory (1 and 2) courses are delivered in such a 

\vay to equip the trainees with the necessary theoretical knowledge along with providing a 

ground for practicing it. 

lluwever, be also added his doubts that if the trainees come to join the college without 

successfully completing their high school courses, the stated assumption will b questionable. 

Mulllkell forwarded the following evidence for his doubts . 

Notural science stream includes primarily Physics, Chemistry and Biology 
collrses which (Ire merely designed on the basis of what the graduates of 
tltis strewlI ore supposed to teach in the lI/)per prilllw)' schools. As a result, 
tile t:xc/usioll oj Mathelllatics ji-om this strealJ1 has created strong debate 
amI cOlllpluilling within the leaching and learning encollnter (MF. 
/6/03/2(06). 
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In light of this Mesele (a candidate) bitterly expressed: 

"11 teache,. who is knolVledgeahle in physics is a cripple unless he! she has 
adequate kno .... l'ledge o/mathematics. For example, if a student asks him/he,. 
to elaborate the derivative of KE= 112 MV2

, then, the teacher needs to 
apply his/her mathematical knowledge" (MG, 23/2/06). 

Through negotiation with concerned bodies, (particularly regional Education Bureau) 

however the problem is now resolved by including mathematics into natural science stream as 

a common course. But third year students have already lost this chance. 

Girum (a tutor) also gave similar comment. To him, courses offered at college and cooperating 

schools are related but there are still areas that need further improvement. He mentioned that 

algebra and geometry were presented together to be treated one by one. As there is no 

sufficient time to cover both the geometry part mostly remains untouched. In this connection, 

the teacher expressed his fear that trainees may face difficulty in handling geometry in grade 

seven Mathematics. 

Biruk (a tutor) pointed out more critical idea that: 

"A teacher is expected to knmv beyond what he/she is supposed to teach. 
This is possible when training provides enough opportunities to learn 
courses in some more depth. However, the current training approach 
emphasized on methodology (teaching science) at the expense of 
understanding the subject mailer. In this case, the inadequacy of subject 
mailer ul1derstanding was witnessed during the time 0/ teaching practice 
."hen some of the trainees were unable to treat certain concepts as they 
should. At the same time. the learners il1 the classroom were asking 
questiol1s that could be answered by the teacher 's exposure /0 some 
additiol1al course or/urther reading" (BM, 20103 /2006) 

In light of this, Grossman (1991) says, without more explicit knowledge of the subject matter 

teachers lind it difficult to explain the material to students . 

Almost all the research partners (mentors and tutors) were of the opinion that trainees were 

better equipped with the teaching methodology as compared to subject matter knowledge 

understanding. lIowever, trainees' response was quite different from what has been justified 

by teacher educators regarding subjeet matter understanding. 

Except one, all of the interviewed trainees were convinced that they have acquired ad quate 

subject matt!.!\' knowkdge and feci confident to successfully accomplish what is expected of 

them. This is consistent with what has been stated by W instein, (1988: 1989) in Ashton 

(1999) beginning teachers typically do not conceive of teaching a a complex acti ity; they 
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le~ themsel e' as rcad to teach. To W in tein, unless the trainees conceive of teaching as a 

complex problem they are unlikely to becom eriously engaged in the preparation process. 

dcndo (a trainee). on the other hand, explained his belicf that in the pretext of stud nt 

centered methodology. much of the work has been lert for learners at the college. I'or him, 

tho c who didn't in est con iderably enough tim and energy will suffer a lot in tackling the 

t aching challenges. Besides, some trainees considered Teaching tream Subject (TSS) to be 

unnecc sary repetition ot' concepts that are already addressed through professional courses. 

They describ d that the course was unclear for them including their instructors. In contrary, 

1 eshalc (a candidate) explained: 

"Teaching stream su~iecl is (( 3rd year course and it is among lhe most 
important cuurses to which \\Ie have been introdllced recently . It acquaints 
us with teaching our subjects by tClking it in to account Learner's prior 
eXjJ~rience, level a/understanding, etc:. Or, it is simpLy the cuurse that helps 
liS to pres em the subject matter know/edge as cCin be understood by the 
leorner'l (TW, 2310212006). 

'lulukrn (a tutor) on the other hand, ha the following to ay : 

"0/ COllrse, there IS one integrated module for each stream that focuses 
on lhe issues of leaching stream suhjects. I do not entirely depend on it as 
(/ text book. I ojien use it as a guide. Presumably there can be a case 
\\'here different teachers of the same stream interchangeably use it as a 
tc:xt hook (!III-: IOI03120()6) 

According to Birllk (a tutor), learners criticism on teaching stream subject may have arisen 

from the ract that either the !carner5 didn't understand the underlying assumption behind the 

course or it was 110t delivered in the way it was intended. To substantiate this with valid 

evidence, I luoked at 'I' ll10Julc designed for natural science stream for the first seme'ter. 

List of contents in the module were not specific to Biology, Chemistry or Physics rather they 

wtre 1Il0rl ul" general. incc: the (;ourSc;s are not integrated, each course needs its own ubject 

specilie ~ l!a(;lIing method. The failure to do this may be related to what Daniel (2004) has 

pointl!d out : Lacl' or adequate mfr in terms of qualification, pedagogical training and 

cxpericl1l:e is the challenge that the newly emerging higher education institutions race. 

011 tbl: othcr hand, dTectivl implementatlon requires card'ul planning which rocuse. on three 

l~\ctors : pl.:ople, program and organization . From practical point of Vie"", it seems that . chool' 

\vill {ail to implement their programs if they give due attention to one 1~lctor at the xpense of 

the others t Orllsteill and Hunkins, J 99g). 
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1n iew of this, the college initially c nductcd a workshop for placement school directors to 

create the nec ssary awareness on practicum implementation. However it was not fruitful in 

helping to achiev what was intended. This is due to the fact that as Oliva (1997) notes, 

effective innovation hould embrace teachers, students, parents and other members of the 

community. It is thl,; teacher who translates the intentions framed in the curriculum into actions 

through a multitude or activities occurring both inside and outside the classroom. 

According to Adila (a 3rd year candidate), during the first year school visit, many placement 

chool teachers considered the trainees to have had some kind of supervisory function and 

thereby showed reluctance to offer the desired help. E1linesh (a candidate), on the other hand 

noted: 

"Dllring my school visit, I have encountered teachers \IIho are conscious 
(?l t lieir \IIork alld re.\·/)o/1sive ,/()r those ",,,Im seek help. lit a/1ot her time, I 
faced teachers \IIho seel/1 /1ot only cureless but also lack proper 
orientation to give the needed help Clnd show direction" (EM, 
f 010312006). 

In this regard Farrat (1980) has the following to say: if teachers lack knowledge of the new 

teaching method which requires new roles and commitment, implementation will be hampered 

seriously. Furthermore, teachers can only whole- heartedly support reforms if they understand 

the need for it and know that they will be supported. This can only happen if the management 

of the school has vision encourages the involvement of the teacher through extensive training 

(Squazzin and (iraan, 1998) 

Regarding this, mentors were convinced that for the last two years, there was no meaningful 

collaboration among the cooperating schools and the college. Sometimes, even, both mentors 

and tutors puzzkd what measures to take to exercise the innovation. 

In connection \ ilh this, Asrat (a mentor). described the situation as follows: 

"II lorge number o/traineesfrequently come to us seeking help or at least 
sOl1le kind of guidance. Last year, for example, over sixty trainees carne for 
classrooJJ/ observation at a time (lnd distributed in the avai/able classes 
that were already over crowded and locked extra chairs to sit on. 
Accordingly, the trf.llnees were forced to sit or stand at any place possible 
(//1(1 tried to observe whot teaching and learnim{ appears to be. Under 
sllch cirCUli/sialiC(' it wOllld he l7{//ve to consider the trainees cOl/ldll/lfill 
their wishes (/1 lV, 2310212006). 



In this regard, haye, and Ghaye (2001) noted that schools can be very different as contexts 

for ll:aching and learning. ome of these contexts will be encouraging, stimulating and 

r~\ arding, whik others will bt.: much Jess so. 

Currently , however, many of the research participants pointed out that conditions are getting 

bettt.:r because of the awareness cr(;ated through the workshops that are occasionally conducted 

at the College in such a way to involve all the parties. Besides two buses are now rendering 

service to facilitate the field work which was a serious problem in the previous years. 

But Fllllan (1991) in MClllloch (1994) warns that ' most changes, even the big re-structuring 

ones have a pacifier effect because they give the appearance that something substantial is 

happening when it is not . evertheless, there were indicators of events that require concerted 

efforts of both involved parties in such a way to narrow the existing communication break. 

Tekabe (a tutor) for instance, stressed that program inconvenience was among the most 

prevalent problems that teachers ever face. This was evident when the trainees' field work 

overlaps with cooperating schools' test or any incidental program alternation. In fact the 

researcher has also witnessed such a program clash at three placement schools at different 

times. As a result, the researcher's and the trainees' intention to observe the classroom 

dynamics was blocked. It seems that the practicum coordinating unit lacked appropriate 

evidencc or (Ill' desired cOIn(1ell:nee (0 make (he corresponding change in advance . 

In addition Biruk (a tutor) claimed that he was unable to help the trainees as he should 

because of inadequate understanding what to do in subsequent phases of each practicum. 

ometimes, as described by Biruk, the guideline was handed just on the way to placement 

schools so that the instructor faced dirficulty in guiding his trainees. 

On the other hand, Teferi (the practicum coordinator) explained his view points as follows: 

"In spite (~r huge responsibilities that/he practic.:um unit has been doing. 
there are no enough personnel to make our efforts succes;,fitl. 
Nevertheless, allempts have been made to enhance the involvement of 
both involved particles. For example, higher proportion of budget has 
been conslimed hy cone/llctinK workshops, organizing coojJ'rating 
sc;/70ols in cillsters and providing them wilh maferial support Stich as 
compllters. dllplicators. type writers amI slCttioneries" (TC, 20 / 03/ 
2006) 
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Tderi ho',: ever didn't deny the problems ass ciated with practicum. He pointed out that the 

participation or college teachers in the work hop was inadequate. Because teachers were busy 

'V ith extension classes during week ends at which workshops were conducted. To Plass 

(1998), for implementing new instructional approach teachers need short time training, a 

forum, workshops, etc. In uch occasions, teachers need to be able to debate, discuss 

investigate und above all learn to articulate their beliefs. Teferi also described: 

"Although many college teachers cooperate with their colleagues in 
their work, there are still reachers who viewed collaboration as 
leac/er- subordinate relationship (T " 20/ 03/ 2006) . 

To Td'eri, such t\.!Clehers s\.!\.!m bOl'l~d with practicul11 and considered it to be an extra- orticial 

assignm nl. Young (1989) in Marsh (1997) noted that not all teachers find collaborati e 

activitil!s attractive. For some teachers, opportunities for cooperative discussion making arc 

un anted und rejected . It can be argued that people are the key to any implementation effort 

but not ahvays ar\.! ready to accept change. A Farrat (1980) describes, some teachers resist 

change when they either do not know about the innovation at all or they have little information 

about it. 

According to Lobe (a tutor) , although workshops were conducted and materials were issued 

for placC'lllent schools, a significant collaboration was not yet established . His justification was 

groumkd 0 11 the raet that almost all the responsibilities were shouldered on the collegc alone. 

In light of' this. Boyd ll9gg) in Marsh (1997) maintains that "changing school is like pUllching 

a ll pillow. They absorb innovative thrusts and resume their original shape. As Yeomans 

(19<)}) argu\.!d learning rooted in experience is more likely to be reflected in collaborative 

bl!ltavior. I n this regard, howev~r, one may arguc that teacher educatOrs are inclined towards 

compliance rather than collaboration. 

For some teachers, ror instance, practicum was not accepted as part of th ir daily task. I was 

encountered lht: instructor who viewed practicull1 nothing more than taking trainees t the 

placel1lent schools and back to the college. Again. some others who were overloaded by 

!'Out inc and / or adcliti nal oflice assignments were unable to support the trainees as they 

should . 



'till, r~\ teachers vent bcyone.! responding on request (when trainees seck help) to monitoring 

ho\ \ cll the trainees wer engaged in learning tasks. By ubstantiating this, Tuliusdottir et al 

CW02) asserte I that learning tak place when it can be extene.!ed beyond the current level of 

und rstanding ith assi tance from other mor capable peers or teachers . 

In this respect, Muluken (a tutor) de cribed his role in the way stated bdow: 

"n/e' /wturc qj" slIpport (dTered to trainees and their level of engagement 
could vwy in relation to what extent the teacher educators (both mentors and 
tlIIors) or ' conscious (~( the program and strive for its success. At the same 
time, learners must have positive allittlde and readiness for the planned 
instruction" (J\lfl'~ 16/03/2006). 

Amare l2000) , for example, argued that students learn more when they have "internal 

commitment" and the "will" to learn as the process of learning is an active process and not a 

passIve one. e erthcless, the trainees ' involvement in praeticum seems to be instrumental. 

Arlila (n candidate),for instance, explained his feeling as: 

"1 don 't give less atlenlion to practicunl. But ralher my ambition is to 
earn (/ good grade since Ihe failure to do wel! in this course does not 
guarantee me for graduation"(A T, 27/02/2006). 

This is the sam~ as saying: when asked why must one go to school? Young people what ever 

their background, reply: 'you have to work in order to get a good job? Thus they see 

preparation for a carrier as the main function or education (UNESCO, 1972) 

4.2 Participants' Beliefs, Understanding and Practices 

'1 he teacher education exist · to prepare teachers in the most clTective way to meet the 

objl:ctives or schooling. J lowever, it has been criticized as ineffective in preparing tcacher for 

their work anu f"I.!l11l)(l: Crom practice. llence practiC1ll11 is now gelting much emphasi in the 

new approach to training in which a college or university program is linked to local schools. 

To this l:nu. as Moore (1994) notes, the move to school based training is explicitly justified in 

terlllS of" an attacK l)l1 theory. This is to mean that theoretical knowledge acquired in the high r 

institutions is assumed to be verified ane.! relined in the world of experience (the schools). 

With this in mind, this section is d voted to entertain in how practicum is perc ived and 

practic~d by all the involved parties. 
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Tekab (a tutor) described that practicum is theoretically good despite it is entangled with 

everal practical problems. To another tutor Muluken, with its all faults practicum is of 

paramount importanc . Muluken further elaborated his idea as follows: "If we think of our 

past I.!xp~rienc~. th~r~ was no opportunity for the trainees to realize how the context impacts 

learning. In such a case, a trainee teacher equipped with theoretical knowledge could be seen 

staggering to teach learners whom he/she didn't know much." He also added, 

" oH'adays, trainees are becoming fully exposed to what is going on 
outside and inside the classroom through actual school experience. 
According~y, they develop unshakable confidence to confront teaching 
challenges thot await them" (M[~ 16/ 03/2006). 

In light 01' this, n.:search !indings conlirm that it is during the practiclltn that train~es are 

encouraged to d~vd\)p , practice and refine their competence as teachers. Teshale (a candidate) 

also de cribed practiculll in the following way: 

"PJ'CIcticulJI helped me 10 concept1lalize the teaching learning process in the 
existing classroom silualion. ThaI is, il helped me to identify the problems 
in advanCe! and initialed an inquily mind to solve them. As Ihe result, I 
strille not olily to accluire su~iect mailer knowledge but also La make it 
explicit/or learners while teaching" (TW, 10/03/2006). 

Another traine~ (Ellin~sh) critically explained her views by saying: 

"Allholtf!,1J we are noll' and Ihen preached to make our selves responsible 
fhr learning. lIIany a/the slue/ents are not reac~y to play Iheir expected role . 
Insteod, they (?/ien tly 10 lise various strategies 10 pass through the .~yslem 
wilholtt developing the needed cOJllpetence" (EM, 10/ 03/ 2006). 

Elfinesh's comment implied that students take shallow approaches to learning rather than 

being Cully responsible for their own learning. To Weimar (2002), transforming passive 

students to autonomous learners is most challenging and exasperating task. Nevertheless, an 

innovatioll that requires ncw activities on the part of student. will sllcceed or fail according to 

whether students actually participall: in these a~tivities. tlldents participate to the cxtent that 

they understand and are motivated to try what is expected (Fullan, 199 I in Peachter, 2000). 

To Mclaku (a candidate) practicum is the 'key instrument' through which one gets authentic 

evidellce abollt the school (learners, learning and teaching), parents and the community at 

large. \nother trainee (Mesc\e) perceived praclicum as a 'lens that magnifie what teaching 

learning is all ahOllt. I k explained that the pract iclIlll acquaints the trainees first, with the 

school ellvironment and then, with classroom events and obstacles that int rrer~ smooth 

schooling. 
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In this regard, the pllrpo e of practicum is not only to ensure trainees ability in putting learning 

skill of teaching into practice, but also to give background knowledge about the realities of 

the existing chool (1 DR, 1999). It seams that practicum has a dual purpose: providing an 

opportunity for linking theory with practice and creating an awareness about how schools 

function. For Wdendo (a candidate), practicllm is considered as a 'get way to effective 

teaching '. I Ie describ d his perspective as follows: 

"Practicum created for me an exposure to understand how teachers treat 
alld teach their ,·tlldents. I also recognized that using appropriate leaching 
aid lIIakes teaching simpler and faCilitates learning for understanding. In 
{fddiriol7 , I appreciated the teacher's expertise in handling classroom 
disciplillary problems and its illlpacts on sludents ' learning" (WL, 
1.fI 031](O6) . 

Welendo' explanation reminds us an aspect of social learning theory. Amare (2000) 

daborated this by saying, students imirate more of what they see than that of what they hear 

amI read. They imitate the action of their instructors and exercise selectively on what their 

instructors tell them to do. To Tuliusdottir (2002), students on placement schools learn 

through immersion in routines and agency work practices. 

Similarly, Lemma (a mentor) explained his feeling by saying: 

"School is a miniatllre o./society. Thlls school experience gives the learners 
Ihe a('cess to develop ji-esh understandings about societal mpirations and 
expectalions, and the contexl al which the school is jimctioning to fulfill 
these demands. To him, practicUl71 is considered as an alternative way 10 

produce compelent professionals" (L W, 28/02/2006). 

I.ike many other research participants, he was of the opinion that the trainees' better 

performance (success) in the teaching methodology was attributed to school experience. 

Ornstein (1991), in this regard says, true knowledge of teaching is achieved by practice and 

experience. Lemma also cxt(;nded his expectation that the trainees would start their work as 

experienced practitioners rather than in experienced beginners. 

"Apart its inherent limitations associated with implementation, the nec ssity of praetieum is 

unquestionable' said Biruk, a tutor. For him, first year trainees show favorable attitud 

towards praeticum. As they pass to the second year, however th ir interest gradually declines. 

Because the learning tasks scheduled for eaeh year arc not this much different. In addition the 

trainees complained the practleum to have been crowded by repetition of ideas and questions 

to the extent that they could induce boredom in both involved partie. 
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The researcher n hi ' part noticed that the practicllm guideline contained several over lapping 

is 'ucs that would signify more effort on the part of learners. However, the trainees were seen 

devoted to answering such prescriptions without due attention to the why of the tasks 

implicitly provided . 

Although both student teachers and teacher educators consider teaching practice / school 

experience the most valuable aspect of pre- service preparation, it is also widely regarded as a 

problematic area as ociated with its duration, timing, requirements, the type and the intensity 

of supervision (Cochran - mith, 1991 in Mulugeta 2002). 

Girul11 s (a tutor) explanation was an indicative of his understanding on the current conception 

or practicul11. He confidently expressed : 

"/t is a prereqllisite to take a practical experience for a nurse before 
engaging oneself in the actual work. The same holds true for a person who 
is becoming a teacher". (GM, 15/03/2006) 

Girum also added one more example to make his analogy more clear:" untrained/ unskilled 

nurse may hurt a patient but untrained/ unskilled teacher may rather kill a generation" 

In line with this, " the conception of practicum owes much to Schon s (1983: 1987) works on 

the reflective practitioner" which assumes that theory and practice are not separate. In the 

transmissivl.! model , practicum will come ncar the end, after the theories are' mastered '. In the 

reflective/theorizing model, however, the practicum must occur at several points to enable 

repetition of the cycle inherent in the approach. In this context, the learners construct their 

own principles or theories based on direct experiences and reflection. In view of this, Tekabe 

(a tutor) noted that: 

"One of the shortcomings in the current model of ins/ruction is the 
unjclmiliarity of the teachers with active learning approach. In fact, some 
kind q( expos lire was created abollt the nell' model throllgh workshops. 
l/owever, the old still persists to the extent it cOllld intel/ere the 
I'1Idill1entCllY atlempts made by the teachers to exercise active learning. The 
problem is more intense in teachers having long teaching experience" (TD, 
17/03/20U6). 

This explanation seems quite contradictory to what the findings of Reda (200 I) suggests: 

Bahir Dar University instructors intcrnaliz d the new model of teaching and learning so that 

the instructors go beyond providing( deli vering) a good lecture. 
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Tekabt: further nokd that some teachers equate learner centered methodology with simply 

using group work in their c1as es regardless of the nature of the topic and other conditions. In 

connection v ith this Mutassa and Wills (1995) explained that instructional methods by 

themselves can not do much to improve learning, and thus their value lies on the professional 

skill of the teacher in using or handling them. They extended their argument by saying that 

there is nothing so dangerous as a method one can ' t use well. Indeed, it is better to use a 

'poor' method which one can handle well rather than a 'good' method clumsily done. 

According to Tebbe' s explanation, teachers faccd not only inadequate awareness to the new 

model but also their own belief and established value system is a potential source of challenge. 

In other words the new practicum occurs over against a system already in place. In this 

rcgard, it should be noted that the teachers' beliefs and values which guide define and inform 

professional behavior are deeply held and not easily altered. That means, the idea system are 

powerful; they control the way teachers view themselves, their students and what it means to 

teach. furthermore, as stated by Rudduck (1991) in McCulloch (1994) the culture of the 

organization is the real focus for change and this, of course, is the most difficult thing to 

affect. The aspiration to wards a shared commitment to change is ambitious in the sense that 

th habits and structures that hold traditional values in place arc not easily dismantled. 

It is evident that this fundamentally new concept of practicum demands new role expectations 

for both the teachers and the learners. To this end, the new education policy advocates 

learning to be the activity of the learners . Therefore, creating the opportunities for the learners 

to involve them in the learning tasks is mandatory. However, the field work revealed that due 

to several problems sllch as large class size text book shortage, inadequate training, etc active 

learning was seldom practie d by cooperating school. In other words, learner centered 

approach which encourages the deep approach to learning happens deemphusized. 

Therefore. one can not undermine the int1uenc of cooperating schools on trainees practice. 

In light or this, Ghaye and Ghaye (200 I) maintain that the context in which students find them 

sci ves is cri tical and affects how they approach thl:ir school experience, how they make 'ens 

of what it means to be an effective teacher and what they learn from the experience. They 

f'urtht.:r noted coml!xts often range fi'om tht.: vcry supportive collegial environments where the 

student teacher and class teacht.:r work alongside one another and learn [rom one another, to 
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less supportive, t:ven hostile environments, when student teachers feel un comfo11able in their 

cla ' s teacher ' s pre ence and unveil come in the school. 

By consolidating this, Adila (a trainee) explained his encounter as follows: 

"Dliring the teaching practice at cooperating school, 1 carne to recognize 
'men of two worlds '- One group, the trainees who are exercising the new 
II/odel (~/tC!(/( .. :hil1g alld the other group with the vestiges a/the traditional 
model. It is not as such d(f/icult to speculate why teachers who adhere to 
traditional model neglect to exercise active learning strategies in the 
existing classroom. It seems that such leachers lacked not only the 
required awareness but also motivation. So, 1 fear our attempts would be 
engu(led" (AT, J -1103/2006). 

Adila's comments revealt;d the extent to which the delivery of curriculum reform was 

facilitated or impeded by the work place culture and the teachers' own established value 

sy tem. The research findings in favor of Adila's fear pointed out that trainee teachers' have 

mort; idealistic and altruistic values as regards to education than qualified teachers. When it 

comes to actually teaching, the novice teacher will begin to review her! his attitudes and ideas 

in order to adapt the' rough and harsh' reality of the classroom (Veen Man 1984 in Betoret 

and Artiga 2004). 

As put by Ghaye and Ghayc (200 I) , school culture serves to liberate and constrain us; it 

provides opportunities for achieving satisfaction, personal renewal and collective regeneration. 

It can also stiOe, suffocate, marginalize and silence us. For them, critical reflection was 

considered as possible remedy to question and challenge these things that disempowered and 

demoralize us. 

As stipulated in the 'I eacher Education Systems Overhaul (TESO) document the skill and 

knowledge required in the practicum will be d monstrated in all subject and professional 

courses. This is presumably because the curriculum provides opportunities for students to 

explore, reflect, interact and communicate with other students and adults. To this stand point 

Muluken (a tutor) has the following to say: 

"Collrses offered at our college are mostly organized by the college 
instructors on the bases of already provided course olltline. We haven't yet 
developed the required expertise to organize courses in a way to facilitate 
active learning. Currently. however. we are gelling some kind a/awareness 
through OJ/ going higher diploma program (HDP). Now. we have realized 
thCII we need not IVa it for aJ/ybody else to come Clnd do it. It i· ollr 
responsibility to make the necesswy change and improvement as milch CiS 

possible /I (Ml'. 16/03/2006). 
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Muluken explanation was an indicative of his suspicion that subject (matter) qualification 

alone does not guarantee some one to organize the course in the way the new model demands. 

In this n.:gard, wh~ther the subject and professional courses adequately prepare the trainees to 

succel.!d in practicum and vice versa seems questionable. 

The TE 0 document also stresses to be effective, the student teachers need to have the 

chance to explore teaching methods and practices for themselves through micro and pear 

teaching and direct experiences of school teaching. With respect to this, the interview data 

obtained from trainee and tutors confirm that peer teaching was occasionally undertaken in 

all streams. Besid\.!s, some trainees considered it to be the major source of confidence and 

success for their teaching at placement schools. 

According to Tuliusdottir (2002), one educational assumption is that students learn best from 

experts. There is increasing evidence that students also learn from their peers. Muluken, (a 

tutor), in this case, explained his experience as indicated below: 

"First, units that can easily be treated by trainees are selected and assigned to 
he disclissed in groups by conSidering each learner will have his own part to 
present. And then, each learner prepares the lesson plan and teaching aid and 
teaches his/her dassl11Cttes in the given lime. Meanwhile, using the criteria 
already prepared .li)J· this purpose, one of the groups evaluates the other. 
Eventually, J compare the group 's evaluation score against my own and 
assign the {(vemge vallie" (MF, J 6/03/2006). 

In doing so, he claimed, bias might be reduced and learners could exercise self- assessment 111 

addition to, practicing specific teaching skills. Here, peer teaching happens to be not a 

haphazard undcrtaking but it is well structured and purposeful activity. 

Contrary to this, trainees do not seem possessed proper conception of microteaching. For some 

of them, micro teaching mean any group or project work assigned to be accomplished in 

certain groups and presented by anyone or the group members. However, microteaching 

assumed to have demonstrable effectiveness in improving the teacher's knowledge how" 

(Gage 1978). 

In light or this, it can be regarded that the practice teaching experience is assigned to smooth 

transition ('rom the role of students to that of teacher. To this end Brown and acino- Brown 

(I ()<)O) discuss difTerenl n:aSOIlS for teuching practice such as i) to gain confidence ii) to put 

theories in to practice, Ii) to learn the skills and attitudes of a comp~tent and effective teacher, 
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iv) to learn about children in real life v) to improve knowledge or subject matter vi) to gain 

from the benefits of constructive criticism, vii) to self evaluate and to discover strength and 

weakness, and viii) for the teaching institute to evaluate it self (Mulugeta, 2002). 

4.3 A good seed on unfertile soil 

Asses ment gives essential information about what our students arc learning and about the 

extent to vvhich \ c are meeting our teaching goals. It should also assist learners in diagnosing 

their own learning. ror this to happen as Montague (1987) noted, assessment could be done 

before the commencement of a lesson, to know the readiness of the learners; and in the 

process of instruction, to check the understanding of learners; and at the end of instruction, to 

make decisions of instructional effectiveness. 

To this end, the type and the way how assessment is employed could be an indicative of the 

nature of practicum implementation. For instance, Melaku (a trainee) pointed out that the way 

instructors assess their students vary considerably. He said that "Some instructors use 

authentic assessment strategies and are reasonable in their decision making. But some do the 

oppo ite and still others fall in between the two extremes." 

Tekabe (~ tutor), on the other hand , says: "Though practicum is a collective / joint activity, 

each traince is expected to produce portfolio of his own on the bases of one's own 

understanding. IIowever, a substantial number of trainees copy from one another and present 

as their own. This makes the assessment process very dillicult and challenging." 

According to Fina (1992), Portfolios are systematic, purposeful, and meaningful compilation 

or students' work . Portfolios should be on going so that they how the students' efforts, 

progress, and achievcments over a period of time. In light of this, Tutors claimed that although 

portfolios appear almost similar to one another, attempls have been made to discriminate one's 

work from the other during pres ntation. But, how this could be done seems vague. 

For instance, Dagne (a lutor) says: "Even if there was no enough time for each trainee to 

present his/ her work, I tried to identify who did what? by using my own strategies and 

tactics." ,\notl1(;r tutor (GirulIl) de cribed: ' After one or two weeks of each observation, the 

trainees pr pare portfolios and present in the scheduled time. Meanwhile each presenter s 

work is ..:valuatcd. Then, portfolios with written comments arc given to them to be re-
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submitted at thl: end or the scmcster. Biruk's (n tutor) experience seems a bit different. He 

described as: 

FollolI'ing each obs'rvettion, the trainees write portfolios and submit them 
to me. And thel/, J cOll1ment and give them back. By taking in to account the 
improvements made, evaluation is undertaken. Then, the trainees will be 
iJ~rormed oJtheir results that account 70% (EM, 20/03/2006). 

Muluken, still anothcr tutor, says: 

" 0 mailer hall' challenging and time consuming the port/olio may be J 
believe it should be marked and be given to the trainees. The extra work load 
and the large number oj trainees, however, interJered me to accomplish my 
responsihilities "(MF~ J 6/03/2006). 

In consolidating thl: probll:111 associated with asse Sl11ent Meiregnesh (a candidate) described 

the following: 

"Some students never worry about understanding the purpose behind Ihe 
practiclIl11. Their primary concern is, by any means possible earning a good 
grade or at least 'e '. Since much oj the practicum perJormance is covered 
by continuous assessment, itll'ill not he difficult Jar them to get the required 
in/ormation. Once, the inJormation is obtained, they thoroughly rehearse it 
for presentation. Besides, presentation is not devoted adequate lime 10 

distinguish each presenter 's peljormance from Ihe other (MM, 
14/03/2006). 

.I 

Another trainee (Elfincsh) added that continuous assessment benefits all students if every 

learner is encouraged to participate in the learning tasks. Otherwise, its disadvantage 

overweigh the advantage. till another trainee (Geleta) considered continuous assessment as 

the killer of the learners. Because, for him. it creates an easy access to copy from one another 

and obtain best grades with minimal effort. It seems that trainees developed unfavorable 

understanding on continuous assessment. 

In the TESO do ument (MOE, 2003) the assessment of practicum is outlined to consi t of: 

i) continuous assessment (micro teaching, presentations written a signments, preparation of 

materials) that accounts 25%, ii) period of block teaching 50% - half by TEl educators, half by 

school teachers, ii) portfolio (file of all activities and experiences) 25%. (How vel', by taking 

in to account the problem exhibited at the time of evaluation, the college ha made the 

following changes: portfolio presentation wa' a signed 70% and the remaining 30% was left 

I~)r marking the materials (items) contained in the portfolio.) 
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In this ease there, was no any room left for school teachers (mentors) to evaluate 151 and 2nd 

year trainees. Because teaching practice wa scheduled in the 3rd year so that cooperative 

school teachers are expected to evaluate and contribute 10% of the total points particularly in 

the first semester. But, the TESO document suggests the assessment to be the responsibility of 

the nlcntors and tutors throughout the three years. 

It happen that teacher educators ' role was confined to evaluating finalized works rather than 

assessing the over all growth of the trainees through practicum. In this respect, it can be 

argued that continuous assessment was not properly understood and practiced. 

In substantiating this , Teferi (a coordinator) noted that teachers are expected to undertake 

continuous asse sment but they are rarely utilizing it. To him in this case, a large gap was 

\ ilnessed to inexperienced teachers. I Ie also added that professional courses teachers have 

rather less opportunity to monitor their students' progress through continuous assessment for 

they enter relatively more classes due to low credit hour courses in the stream. 

Besides the researcher also encountered a tutor who considered a number of characteristics in 

the evaluation check list to be equated with continuous assessment. To Capper (1996), 

continuous asscssment does not mean testing often; rather it means communicating with the 

students often to find out whether they are truly learning or not. On the other hand, Teshome 

(200 I) stressed that teachers must understand the assessment process, feel secure about it and 

accept it as their own for its effective implementation. 

Unlike the traditional model, in the new assessment students are asked to write essays, solve 

open ended problems, communicate the reasons for their answers, report their findings etc. 

Such a kind of assessment addresses higher order thinking rather than memorizing facts. This 

is possible when the teacher facilitates the learning proce s. In light of this, Meisels et al 

(2002) argued that teachers' ability to foster meaningful learning in students is influenced by 

the materials they usc, the tasks they design, the context they establish within the classroom, 

and their own understanding of each student a a learner. 

[n this respect, favorable opportunities were not created for the trainees to ngag them in 

active learning. That mean., learner were not encouraged to go beyond recalling information. 

For instance, the lidd work revl!alcd that the presentation of portfolios was undertaken under 
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considerable timl; pressure . Questions were eldom posed eitht:r by the instructor or the 

audience. It wa a kind of one way communication. No comment was given on individual 

bases. If present, comments were quite general and offered at the end of the presentation. 

I asked why this was so? One of the tutors replied me that if comments were given on 

indi idual bases ancr each presentation the next presenter could get an advantage over the 

preceding one. The teacher's response implied that earning better grade was emphasized than 

learning for under tanding. This implies that the teacher is not yet empowered and liberated 

from the i nlluence 0 r tradi tional assessment. 

On the other hand, Teferi (a coordinator) explained his opinion as: "what matters is not the 

shortage of time but the way how teachers skillfully use it." He further added his own 

experience by saying: 

"/ have evaluated -12 trainees presentations. But 1 have never tried it to 
accomplish all at once. Teachers experience the problem oj time pressure 
because they were not properly using the time allolled Jor the course. As a 
result, / personally believe that the trainees 'rvere not given enough time to 
present their work" (fC, 20/ 03/2006) 

In line with this, TE 0 document describes, time will be spent, before and after each school 

cxpcriel1l:e, with tutor for rcllcction and discussion of essential teaching skills (MOl: , 2003). 

In spite of few teachers who claimed that they were performing their tasks as they should, 

many others didn't provide the opportunity for discussion from which one can learn from the 

others and his own mistakes. By strengthening this, Fina (1992) asserts all portfolio evaluators 

should be available lor conferencing and clarification because students can not become 

rel1cctive if th9 do not have opportunities to discu s their work. Individually portfolio 

assessment partners arc the " mirrors' by which students b come reflective. In connection with 

this , Tekabc (a tutor) has thl: following to say : 

"Portj()liv assessment is a challenging task, especially Jor untrained and in 
experienced teac;/Iers. The prohlel/l is aggravated by a Large size of trainees 
(lnd the similarity v( their work (porljolios) that blurred teachers ' allempt to 
idel7t!ly ",flo did what? SOl7letillles, there are no clearly stClted criteria to 
I/wrk tfle por((olio and discriminate accordingly. Besides, r~flection means 
dU(erel/t thing (or different people. / don't think trainees reflect on their 
practice and develop the anticipated competence and skill under 
eircl/Illstances in which teachers lack clear understanding o/what reflection 
is (nJ j'7 /(J]/ 2006) 
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In Lhi ' ca e, it is mandatory to consider the link between the practicum and that of reflection. 

The concept of practicum is rooted in chon's idea of the reflective practitioner. Learning to 

teach \ .:11 is considered to be the n;sult of reOectivc practice. In light of this, Schon (1987) in 

\) indberg and Roln er (2003) stated that as teachers engage in instruction and then reflect on 

it the process oCrers it, insight into various dimensions of teaching and learning that can lead to 

bett~r teaching. 

Furthermore Ghaye and Ghaye (2001) noted that becoming a teacher and teaching in a 

confident competent, creative and ethical manner is a challenging and complex learning 

procl:ss. entral to this process is our ab ili ty to refl cct constructively and critically on our 

tcaching intentions, the ends we have in mind and the means we might use to achieve them. 

In short, re1kctions i considered as looking back and making sense of your practice, learning 

from thi and using this learning to affect your future action (Ibid). 

Surprisingly, an issue of feedback was a major source of debate and suspicion that was 

apparent during field work. The trainees bitterly expressed their feeling that the portfolio 

feedbnck \ ·as a neglected part of their assessment. This suspicion emanated from the fact that 

after each oral presentation, the portfolio was compiled and submitted to the instructor. But 

f~edback was rarely given. To this end , Meirgnesh (a candidate) explained her feeling as: 

"fll (11/1 nol pro\ ided wilh feedback al {he righl lime, how can I learn 
FOJII Illy OW/1 mistakes for Ihe nexi lill1e. I do remember {he lime during 
which I askc:d my inslruclor Ihe reason why my performance was 83% yel 
I earned an "A ". She replied me Ihal my absenliseem was a/aclor. It \Vas 
a convincing reason thaI we cOll1l11unicaled each other (MM, 1-1/03/2006). 

In this regan.! , Farrat (1980) says practice is greatly improved by receiving feedback. Again 

fecdback or knowledge of results has been considered as the 'life blood' of learning 

(Rowlllree, 1987). 

Another candidate Welendo, expressed his doubts that: "teachers exp rience the problem of 

l11<trking portfolio because it needs sufficient time and patience to go through it. Thus, 

sometimcs, the practicllll1 grade was awarded by estimating the relative position of the learner 

in other academic subjects and/ or eVen by ncqllaintanc . This is so because such teachers 

lacked adequate evidence about each learner to make authentic judgment/ decision". Today, as 

Kochhar (200 I) (lsserts, a teacher has to know all aboul a Child's body, background, 

capabilities amI handicaps to do justice LO the di['ficultil;s of teaching. '10 en 'tire this, te'\chers 
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need to have nough contact with their learners . nfortunately this is not an easy task to 

accomplish under the 'existing' condition. 

To verify the trainees' doubts on portfolio marking, the document has been reviewed. As 

Ie cribed earlier the portfolio oral presentation accounts 70% and its marking is supposed to 

consist or 30 points . With this in mind , 1 have reviewed as many portfolios as 1 could. The 

document review revealed that almost all the portfolios have had a superficial marking. Even 

if both grammatical and conceptual errors were available simply, a (-I) mark was put nearly 

on each page. either a fraction of marks out of 30 points nor any written comment was given . 

Regarding this, the portfolio assessment criteria contained six areas of competence. At the 

same time, the format has included a check list that contains four alternatives ranging from 

poor to excellent (see appendix I). Therefore, the stated assessment criteria seem reasonable 

but not properly utilized . 

furthermore, similar problems were witnessed during the portfolio presentation. For example, 

one of the issues of presentation was 'commenting on involving all sense organs in teaching­

learning." The trainees were expected to comment 011 the bases of Chinese proverb which was 

stated as: 'I hear and I forget; I see and I understand; I do and I remember". 

Basically, the proverb was stated wrongly unless the two underlined words are exchanged. At 

the same time, the trainees ' pn.:sentation was indicative of the fact that they were not clear 

with the implicit meaning of the proverb. Because most of the presenters focused on 

explaining the mere functions of the five sense organs rather than elaborating the core idea 

behind involving a variL:ty of sense organs while teaching. 

Portfolio oral presentation has also five specified areas of competence for assessment. In each 

case the trainees' performance is assessed against a check list having four options ranging 

from poor to excellent. (see appendix 2). for instance, one of the five areas of the a sessment 

is stated as 'rc!1ection and analysis '. In the context or time pI' ssure, however, one could 

hardly treat this crucial area of practicum. Because reflection demands fairly enough time to 

(kbate diSCUSS and share ideas . The <.\sscssm nt process undertak n, therefore implies that 

other than the timc constrain teacher educators s\.!em do not possess appropriate conception of 

the new program. 
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In thi rl;spect, fina (1992) notes that teachers must be educated to understand that the 

portfolio asse sment can be an empowering agent. In addition, as Ghaye and Ghaye (200 I) 

de cribed evidence in the form of ob ervations of practice will create the chance to learn if the 

new teacher reflects on this evidence in a creative and critically reflective manner. This 

implies that unless trainees renect n practice , they do not understand what is happening in the 

clas room simply because they frequently visit the schools. 

From \ hat has been discussed so far, it can be recognized that reflection on practice is a 

complex procc:s. [or the trainee to comprehend and exercise under the prevailing 

circllmstances. By strengthening thi , Meselc (a third year trainee) says: 

"We look (( 5 credit practicul11 course within two weeks q{ the jirst 
semester. The first week was arranged lor class observation and the 
second \l'as scheduled to undertake evaluation while teaching replacing 
thefhrlllal class teacher" (MG. 23/02/2006). 

for him only a vveek of observation was not enough, especially, for those trainees who teach 

subjects having small contact hours to make sufficient observation and prepare oneself and 

teach accordingly. In other words, Mesele's idea implied that there was inadequacy of time for 

. el f reflection that leads to greater knowledge about the teaching learning process. Grossman 

et al (19g9) also as erted that acquiring new knowledge, whether about pedagogy or subject 

mutter requires. among other things, thl; ability to renect and learn from experience. 

evcrtheless. one strong point evident during teaching practice was the trainees attempt to use 

group works/ activities as a major strategy of teaching their students. This was a good 

beginning that needs further improvement. 

In contrary, evaluating trainees against qualification and supervising two trainees within 40 

minutes by a single instructor were among the problems occasionally exhibited during 

teaching practice. In the former case, for example, Amharic graduate evaluates any of the 

subjects taught in that particular stream. The same is true for other streams. 

With regCln.l to the latter, in tmctors claimed that they wer supposed to e aluate many 

trainees (at least about -10). In addition. they had to finish and report the results on the 

arrang~d time schedule. In line with this, Biruk (a tutor) expressed that: 
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"Holl' can I ({Ilord to evaluate all the way through 1-6 periods. Perhaps 
I can do bell 'r the/irst two or three classes supervision. Hence, J do not 
se ) this is a fair evalualion sill/ply because it is pet/ormed as planned" 
(BM. _010312006). 

In connection \ ith a large class size, Amare (1998) explains, overcrowdness of classroom is 

one of the two highly observed critical problems of education in Ethiopian context. This 

problem has hindered student follow up, student participation, teacher-student communication 

and feedback in the classroom. 

nother tutor ( luluken) came up with the following analogy to the same issue. 

";1 sport journalist does not necessarily need to watch the whole 90 minutes 
soccer to estimate the players ' status. He or she can judge it with in a Jew 
lIIinutes o/this time. An experienced teacher can do the same to evaluate, if 
Jlot possihle 10 estimate. how well hel s'he is doing wilhin len or twenty 
l7Iinules"(MF, 16/03 /2006) , 

In spite of such problems, the praeticum unit (that is formed by each stream heads) considered 

..,rtl year trainees to have been successful in their teaching practice. As pointed out by the 

~n coOfCrinator, the committe decided 50% of the trainees to be awarded an A' and 

for the remaining half '8 and 'C' grades. He also added that all the trainees earned an "A' and 

R' gradcs' however, those wh~d ' B' were still complaining. 

~ruk ~n this connection angrily expressed his views that: "~he overall things that we 

do n~per care inhibit the practicum from being inter ' 'th us. What is my role 

then, if at all , 1 am not responsible to decide on the infonYbtf1T!l1'1l 

course of time'" Biruk ' criticism indicated that the unfair decision made by the committee not 

only disempowered the teachers" autonomous right but also created unnecessary complaining 

for grades. 

In the context or sllch assessment, studl!nts perhaps tend to develop surface approach to 

learning rather than deep approach in which learners construct tht;ir own meaning and 

ul1derstanding. This is h<.;CClllSC the CJuality or our student' s understanding i closely relatetl to 

th~ quality of thcir engagem~nt in tht; learning tasks. This is in turn influenced by the karner's 

characll'ri stics and learning context we create. 

To Ramsdell (2000) the context or learning is created through student' experience of our 

curriculu, tcaching method and assessment procedun.:s. Por him, the quality of tudents' 
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learning can be enhanced by changing the curricula we construct, the teaching methods we 

u c, and thc "a in which w a sc s our students . 

lL is undcniable fact that teachers are change agents who directly involve in the 

implementation of curriculum reforms and ensure their success or failure. Hence the best 

educational practice is unlikely to fulfill its promises in the hands of poorly committed or 

llnmoti ated teachl.:rs. To urn up, the fate of the continuous assessment and reflection which 

are the integral part of practicllm appear to have been a good seed on unfertile soil. 
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CHAPTER FIVE 

5. onclusion and the Implication of the study 

5.1 Conclusion 

The main purpose of this study is to develop an understanding of how the ongoing practicum 

i perceived and practiced by the teacher educators and the trainees who are the chief agents of 

the implementation process. To this end substantial attempts have been made to identify, 

uescribe and analyze the uata as presented in the preceding chapters. Accordingly, the 

following conclusions are made. 

In spite of its inherent problems manifested during the implementation, practicum is of 

paramount importance to developing competent professionals. Because it helps to relate theory 

with practic\;;· gives chance to analyze weakness and strength, and develops confidence .Thus, 

the trainees' beller teaching repertoire (skills) exhibited at the time of teaching practice was 

attributed to practicum. 

Attempts have been made by the college to enhance the involved parties engagement in the 

implementation process. But dependable collaboration was not yet established. In other 

words, the roles and responsibilities were not properly shared by all concerned bodies. It 

seemed that a kind of compliance dominates at the scene of practieum rather than 

collaboration. 

It is evident that the quality of forthcoming teaching will depend crucially upon the quality of 

the information and help offered. Apart li·om being a model of good teaching practice, the 

mentors have a significant role in the trainees overall development. 

In this regard, the 111\;;ntors' role was, however, mainly re tricted to answering questions that 

\ ere posed by the trainees and supervising particularly 3rd year trainees while engaged 111 

teaching. In other words, their support was more of reactive rather than proactive. 

Although the kind and quality of support and guidance offered was not satisfactory it has been 

apparent that a large part 01 training rcspon!:)ibilities wl?re fallen on the should r of the tut rs. 

It is ob ious that teachers try to put their values into practice. Currently, however, t achers are 

lItili/'-ing the new model over against already established beliefs and value system. In other 
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\ ords teachers are not empowered or liberat d from the traditional conception of teaching 

and learning which has still persisted to interfere with the rudimentary attempts made by the 

teachers in exercising the new role . 

Even if v ork hop opportunities were created for teachers, they were unable to challenge and 

alter teachers' deeply held beliefs. I\t the same time especially, college teachers' involvement 

was round to be 10\ . Likewise trainees' preconception on teaching and learning process has 

contributed to hindrance of active involvement in learning tasks. 

l3t:sides, professional competence i indispensable to design courses that are feasible to 

enhance acti e learning. In this case there was a gap in the design and delivery of Teaching 

Str~am Sub.lects CL S). 

PructiCllll1 relics much 011 the trainees' ability to renecr on practice. Thus, periods of time have 

to be :et aside Cor observation, di eus. ion and ret1ection on the learners ' progress. In addition, 

formal assessment procedures (both formative and summative) need to be followed. However, 

the rcalit dictated the opposite. That means, the portfolio presentation was mainly done by 

the mere rehearsal of collected information or observed events under a considerable time 

pres me. There was no access for group debates and discussion from which trainees could 

learn from one another and from their own mistakes. 

In this regard. mentors including tutors must possess the qualities and capabilities of critical 

n:lkction applied to education. Unfortunately, the research linding portrayed that teacher 

educator were handicapped for this crucial aspect of practicum. Besides, the research 

particip:1I1ts lacked proper conceptions of continuous assessment. 

The con!l.;Xl can liberate or constrain what we do since practice is context related. In other 

\vl)rds, context can in!luencc the trainces' approach to learning. The overall contcxt of 

leilmin g '.vas less sllpportiv~ ill facilitating tI'aincl!s' engagemenl in the learning ta ks. This i ' 

to lI1ean that regard Ie. s of the other courses which are not the focus of this study practicum 

which l'J)collragL's the deep approach where learners construct their own meaning and 

understanding was sddorn practiced at both the college and coop rating schools. Instead, the 

s lld~ICC approach klppens lO dominate. 
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In short, the implementation or the practicum has faced serious problems of: time pressure, 

inad quute awareness, low commitment and de-motivation lack of clearly stated criteria [or 

a essment, rather large number of trainees inadequate management of the program. 

No l;ducational program is however, entirely ti'ee of problems. I personally believe that if we 

want something badly enough, and work hard enough, we usually will get it. It is our 

intentionality that is at the base that can transform our potentiality into actuality. 

5.2 T he Im plication of thc.-J uYy 
c:::: 

The implication of this research finding is that the research participants' reaction to the new 

curriculum reform. particularly the practicum, happens to be a blend of resistance and 

responsiveness. This calls for possible immediate interventions to suppress the former and 

encourage the latter. Among the others , for instance, the need for the recent innovation should 

be open ror discussion in such away to challenge and alter the beliefs and values inherent to 

the traditional model of education. 

This is because our beliefs and values determine what we do and the kind of teachers who we 

are. In my opinion, the desired professional commitment and devotion are sandwiched by our 

own belit!fs and value systems. 
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-----,---
A_P P t 1\( ]) I X-i 

Assessment for Practicum Report (30 010) Teacher 
Au. (1-4) 

AREA . . , -

o rganiza tio n Information is very organized with Information is organized with Infonnation is organized, but The information appears to be 
well-constructed paragraphs and well-constructed paragraphs. paragraphs are not well- disorganized. 
subheadings. constructed. : 

Quality of Information clearly relates to the Information clearly relates to the Information clearly relates to the Information has little or nothing 
Information main topic. It includes several main topic . It provides \-2 main topic. No details and/or to do with the main topic. 

supporting details andlor examples. supporting details and/or examples are given. 
examples. 

I Mechanic, No grammatical , spelling or I Almost no grammatical, spelling A few grammatical spelling or Many grammatical, spelling, or 
Paragraph punctuation errors. or punctuation errors punctuation errors. punctuation errors. 

Construction All paragraphs include Most paragraphs inc lude Paragraphs included related Paragraphing structure was not 
introductory sentence, explanat ions introductory sentence, infomation but were typically clear and sentences were not 
or detai ls, and conclud ing explanations or details, and not constructed well. typically related within the 
sentence. concluding sentence paragraphs. 

Overall All work is completed to a high Most work is completed; good Some work is completed; shows Work is not completed; poor 

quality of standard; quality of performance is progress in improving quality of some progress in improving quality of work & little effort; 

Portfolio very high in all areas overall performance; few areas quality of work; some sections can do much better 
still need improving could be improved 

Clarity - Very legible hand writing - Legible handwriting - Somewhat legible - Illegible 
- Easy to understand - Understandable - Understandable to some extent - Difficult to understand 
- Very good & correct use 0 f - Good & correct use of - At least some correct - Used wrongly use of 
vocabulary/scientific terms vocabulary vocabularies are used. vocabulary 

Renective Well developed Good ability to reflect and to Some reflection; some longer Little reflection; very brief 

Diary reflection, critical ability and criticize; most reflective comments; some reflective comments; not all reflective 
self analysis; all reflective activities completed activities completed activities completed 
activities completed 

TOTALS Excellent (4) Good (3) Fair (2) Poor (1) Teacher 
A.5s'ment 

Recommendation for improvement: 
'. 124 

·1. 
"-

Evaluation Result of 100%: -..., 
Supervisor/Advisor Dllme and signature: 

---' ~ ~ .. - - . - ... _- _. - - -'- - -- .. - .. ,- ... - --- --_ .. __ .. "-----
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AF)PI::: Aft>' X-2-

HOSSANA COLLEGE. 9F: TEACHER, EDUCATION 
Practicum Rubric 

Assessment for Oral Presentation (70 0/0) 

Student Teacher Name: IDNo.: Stream: 

AREA Name of Cooperating School: Date: 

Organization Infonnation is very organized Infonnation is organized with Infonnation is organized, but The information appears to be 
with well-constructed well-constructed paragraphs. paragraphs are not well- disorgan ized. 
paragraphs and subheadings. constructed. 

Content Shows a full understanding of Shows Ii good understanding of Shows Ii good understanding Does not seem to understand the 
the topic. Presentation is full y the topic. Presentation is of parts of the topic. topic very weU. Presentation is 
relevant to the specific relevant to the specific Presentation is fairly relevant completly off topic. 
practicum objectives. practicum objectives, but at time to th~ specific objectives of 

presenter is off topic . the practicum. and most of the 
time is off topic 

Speaks Speaks clearly and loudly 90% Speaks clearly and. loudly 75% Speaks clearly and loudly 50% Often mumbles or can not be 

Clearly of the time, and mispronounces of the time, and mispronounces of the time. tviispronounces understood and mispronounces the 
~ . only Ii few words. several words. many words. majority of the words. 

Reflection and ' Able to identify the problem Able to identify some of the Partially identify some of the S~dent has difficulty identifr,ing 

Analysis areas, and suggest concrete problem areas and suggest problem areas and suggest few problenu areas and solutions. Did . 
solutions. Understand the goals concrete solutions. Partial solutions. Partial understand ' Dot seem to understand the goals of 

V' of the practicuro and state what tmderstand the practicum goals the practicum goals, did Dot the pra.cticwn. lack of reflection. 

- _ ._.---- they hllYe loamed. and state what they have learned. reflect on learning experience 

I Creativity --=-Attractive presentation - Good presentation - The presentation is not - The presentation is boring & 1I0t 
- Preparing and using very - Preparing using teaching aids attractive, but understandable understandable 
relevant teaching aids - The teaching aid is Dot - No teaching aid. 

visible & not understandable. 

TOTALS Excellent (4) Good (3) Fair (2) Poor (I) 

r- .. - -- ---- . _ .-.---

Recommendation for improvement: 

.-~------.---.-----.----. -----------------

Teacher 

~{t~} 
' . 

. 

. . 

.' 

. .. 

I 

Teacher' 
.A,niment 
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APPENDIX - 3 

Classroom Observation Check List 

Part I Preliminary Information 

I. chool ------------------ Date 

2. Teach r's am --------_________ Gender M D 
3. Grade and section -------------------
4. las size learn rs -----------------
5. Subject Observed _____________ _ 

G. Teacher's q uul i lication -------
7. Years o/'c:-;pcriencc, leaching upper prim::lry (circle) 

A. I - 3 Years B. 4 - 6 year. C. 7- 10 years D. More than Years 10 

Part II Policy and Procedure 

I. How do teachers and students conform to school rules and regulations? 

2. How is the lesson plan prepared and used in the classroom? 

Part III Clas room Management 

I. What does the physical arrangement in the classroom look like? 

2. How is the J ailability or teaching and learning resources? 

3. The classroom has learning mut(;rial displayed on the wall (check all that apply) 

a. The classroom has no displays 

c . TC;lcher Illade materials 

b. Printing material 

U. Learner - made materials 

4. How docs the teacher manage the class? (check all that apply). 

a. '1 he teacher uirects qllestiOllS to all !earners 

b. The tcacher requests specific Icarners to answer que tions 

c. 1 ,camel'S shout answers out 

d. The atmosphere in thc class permits all learners to learn 

e. Speci ry i r any _______________________ _ 



, 
5. Teacher att itude (tick which applie ) 

a. Teacher ha a friendly attitude to the learners 

b. Teacher shows respect for the learner 

e. Teacher knows the learner's names 

d. Teacher seems to be motivated 

e. The teacher praises the learners for good attempts 

r. The teacher encourages learners' less successful attempts. 

Part IV Learner focused instruction 

I. Tcaching strategies uscd a (check all that apply) 

a. Interactive group work 

b. Interactivc pair work 

c. Indiviuual assignments 

d. Teacher monitors group 1 individual! pair work 

e. The teacher ask open ended questions 

r. Teachcr gi es frequent and appropriate feedback 

g. Relate lesson to learner experience and knowledge 

h. Boys and girls get opportunities to participate in learning activities. 

2. Indicators that learners are actively engaged (check all that apply) 

a. Learners "talk and act" more than "sit" and listen" in class 

b. Learners initiate questions and comments 

c. Learners arc presenting information t others (in groups) pair! individually) 

d. Questions Hnd activities move around the class (frontl back, side, boys Igirls) 

c. learners appear to be animated and interested 

3. Teacher lIses relevant teaching aids (check all that apply) 

a. Textbooks b. Chalk board c. Printed material 

d. Drawings. e. Teacher math! materials 

r. Learner made nlhlcrials from the environment (seed, pebbles. buttles etc) 

U. 'pecify irany 
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