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ABSTRACT

Teaching practice field assessment is basically meant to offer student-teachers a room for practicing teaching, self-evaluation, and
improvement in various areas of the teaching profession. Reasonably, assessment of student-teachers during teaching practice
needs to take into consideration the appropriate methods and procedures as per the guidance of educational regulatory authorities
and respective academic institutions. This study intended to specifically examine the effectiveness of the teaching practice field
assessment process, as well as its influence on student-teachers’ competencies in Tanzanian higher learning institutions. Guided
by Performance Feedback Theory, the study used a quantitative research approach and a case study research design, whereby
questionnaires were employed to collect data. The study involved a total population of 12,076 people, with a sample of 99
respondents including three deans of faculties of education, three coordinators of teaching practice, three heads of departments,
three quality assurance officers, 20 supervising lecturers who were purposely selected, and 67 student-teachers who were selected
by a stratified sampling technique. Data was analyzed through factor, descriptive, linear regression, and correlational analyses.
The study revealed that teaching practice field assessment was typically effective and had a significant influence on the student-
teachers’ competencies at higher learning institutions. The study recommended to the government, through its regulatory bodies of
higher learning education, to frequently review, direct, and monitor the guidelines and implementation of teaching practice
exercises for higher learning institutions.
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I. INTRODUCTION

Teaching practice is considered as a significant step in preparing student-teachers to the real teaching
environment, where, interpretation of teaching theory into practice is realized. According to Komba and Kira (2013),
teaching practice is regarded as a preparation of pre-service teachers for maximum practical and professional training.
Teaching practice is as well mentioned as practical learning on task with the able guidance of an expert in the area of
study (Adegbola, 2019). Teaching practice is generally compulsory for every student-teacher and it is as well, a
prerequisite for the award of teacher’s certificates, diplomas or degrees. This opportunity to teach in a selected
cooperating school in normal classroom conditions aids the student-teacher in gaining experience in actively
observing and taking part in all of the various educational activities that the teachers in the school engage in. Students
at all levels of education, to the higher extent, depend on teachers as their key facilitators and guiders to successful
learning. A well-prepared teacher, as consistently revealed by studies (Dongo et al., 2019; Noah & Kitula, 2023),
signifies presence of smooth learning process and in turn accelerates higher rate of students’ performance. A
competent teacher, leaving aside other factors such as good working environment, renumeration and the like, depends
highly on how well he/she was engaged, prepared and assessed during teaching practice.

A successful and productive teaching practice to student-teachers is measured by assessment process done by
teaching experts. In context of this study, assessment process implies evaluation of how well teaching practice has
been conducted, as far as interpretation of teaching theories into practice is concerned. Assessment process during
teaching practice is significant since it gives feedback by pointing various areas of strengths and weakness to a
prospective teacher, and hence, provide room for improvements. The improved teacher-students are undertaking
teaching tasks, not only increasing their capabilities in discharging their duties with success but also improving
learning capacities among their students.

Overtime, teaching practice field assessment has been a significant area of concern and received great
attention particularly to students of higher learning institutions pursuing teaching programs. This is due to the fact that
multiple fields of studies and professions are rooted back to the role played by teachers in preparing varied experts,
from lower to higher level education. The study by Komba and Kira (2013) demonstrated that student-teachers who
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are well trained and equipped with necessary teaching skills and appropriate performance feedback are likely to
impose knowledge, skills and better learning guidance to their learners. Noah and Kitula (2023) in their study revealed
that students’ performance was highly contributed by quality level among teachers in aspects such as experience,
practical training duration, assessment and feedback given. Feedback to student-teachers by their assessors, marks as a
catalyst towards improvement and progress that enables production of experienced, skillful and knowledgeable
teachers. Multiple experts of varied field of studies, in different times confessed the reality that their expertise,
confidence, levels of creativity, passion to their works and efforts to change the societies positively, among other
factors, has been greatly brought by ‘seeds’ planted by their teachers (Nurul Hidayah et al, 2022; Fadhilah et al.,
2022). It is from such fact that proper preparation and assessment of student-teachers cannot be evaded.

Assessment activity to student-teachers is reasonably needs to be taken with great concern by considering the
sensitivity of the process itself. Ineffective assessment process is doubtlessly brought ineffective and incompetent
teachers who are partially prepared for the teaching profession. Effectiveness of teaching practice assessment to
student-teachers is determined by prescribed standards set by a host college or university, which abides the standards
given by educational regulatory authorities. In Tanzania, The National Council for Technical and Vocational
Education and Training (NACTVET) and Tanzania Commission for Universities (TCU) prescribe standards and
guidelines for teaching practice and assessment in colleges and universities respectively. Proper teaching practice field
assessment to student-teachers determines, among others, quality and reputation of a host college or university.
Furthermore, appropriate preparation of student-teachers towards a teaching profession abides to national constitution,
educational policies and circulars which shows vision and direction of a nation and its people. The society and
peoples’ welfare in any nation, including Tanzania, depends on how well education system, including preparation of
teachers is done. It is through quality education that Tanzania can create a strong and competitive economy that can
effectively cope with the challenges of the dynamic global economy.

Teaching practice, among other standards, involves the allocated time for practice. The duration on which
student-teachers stays at host schools for teaching practice, where, theories learnt at colleges and universities’
campuses are put into real practices, not only determines knowledge, skills and experience acquisition, but also its
assessment modalities. There are significant variations ranging from countries to colleges and universities on duration
in which student-teachers stays at host schools for teaching practice. In the United States, for example, the teaching
practice varies from six weeks to a full semester. This varies from one state to another. Netherlands and Australia have
48 and 24 weeks for teaching practice respectively (Wang et al., 2003). According to Nakpodia (2011), in Nigeria the
duration of teaching practice for pre-service teachers is 11 weeks at the end of second semester where students go to
teach to the schools of their choice after being accepted by host schools. The teaching practice duration in Botswana
ranges from two to ten weeks (Mangope et al., 2018; Mannathoko, 2013). The length on which student-teachers stays
at host schools really determines number of assessments to be conducted by assessors, possibility for internal
assessment by host schools as well as opportunity for receiving feedback and working on assessors’ comments for
improvement.

In Tanzania, colleges and universities provides a total of 16 weeks for teaching practice, where, eight weeks
are given during first year break and eight weeks during second year break. The allocated duration adheres to the
standards given by NACTVET and TCU for colleges and universities respectively (Noah & Kitula, 2023). Usually,
teaching practice is held during long holidays shortly after the end of second semester between July and September.
Throughout their teaching practice, student-teachers must remain at their respective schools full-time, teaching their
areas of specialty while observing and learning from experienced teachers (Kihwele & Mtandi, 2020). The total of 16
weeks for practicing teaching in factual environment is arguably adequate to impose needful skills, knowledge and
experience to student-teachers. Further, since assessment is a crucial part in evaluating whether student-teachers
mastered well the tasks associated with teaching profession at real teaching environment, adequate duration for
teaching practice is of the outermost importance.

Teaching practice to student-teachers becomes worthless once appropriate field assessment by assigned
supervising lecturers is not well undertaken. There are various assessment modalities, procedures and methods
depending on institutional rules and regulations, curriculum demands, guidelines from regulatory authorities, natures
and environment from host schools, colleges/universities’ almanacs, host schools’ calendas, to name a few. The
mentioned factors determine how effective and efficient teaching practice assessment procedure ought to be.
Effectiveness and efficiency of teaching practice assessment connotate how well student-teacher is prepared for a
teaching profession.

Minimally, teaching practice field assessment is conducted once, whereby, assessors visit student-teachers at
host schools and assesses them once. Some of higher learning institutions in Tanzania, for example, offers only a
single assessment by university lecturers and one by head of host school (Noah & Kitula, 2023). According to
Kihwele and Mtandi (2020), one-time assessment is not adequate as it does not give student-teachers a chance to work
on the recommendations provided by supervising lecturers and have a second chance to teach and be assessed whether
they have incorporated the comments for improvements. Twice assessment, on the other hand, is praised by its ability

1174
Licensed Under Creative Commons Attribution (CC BY-NC)



Vol. 7 (Iss. 2) 2026, pp. 1173-1185  African Journal of Empirical Research  https:/ /ajernetnet ISSN 2709-2607

to offer feedback to student-teachers to work on the recommendation given by supervising lecturer and get a second
chance for improvement. Several higher learning institutions offer twice assessment, as further noted by Kihwele and
Mtandi (2020). In all assessment durations, however, significant segments of assessment include classroom
assessment, where, students-teachers are visited at natural classroom setting and get assessed during teaching process
in on progress, and portfolio assessment, where, working materials assembled in single file are assessed. Internal
assessment from management of hosting schools is as well an important assessment segment which counts.

Teaching practice field assessment is valuable in multiples ways. One among significant benefits teaching
practice field assessment offers includes facilitation of a sense of responsibility, belonging and passion to teaching
profession among student-teachers. This is because student-teachers are mandated to prove the level and capacity of
understanding various teaching concepts and ability to act upon them practically. Nonetheless, teaching practice field
assessment act as a catalyst to ethical conducts among student-teachers. According to Noah and Kitula (2023) student-
teachers are likely to be embedded with proper ethical acts in both, college/university campuses and at host schools,
since it gives good count during teaching practice assessment. Ethics is a necessary character that a trustworthy
teacher must have. Yet, ethical status among student-teachers is a significant matter of concern as far as teaching
practice field assessment is concerned.

Again, teaching practice field assessment fosters truthful relationship between colleges/university where
student-teachers study, and host schools. This is contributed by the fact that schools’ management expects to receive
student-teachers who will not only mealy teacher in classrooms, but also, be well shaped and improved in teaching
profession, and in turn contributing to students’ academic performance. Assessment, apart from giving out feedback
for improvement to student-teachers, it offers scores/grades which counts in students’ academic achievement. Of all
the benefits offered by teaching practice field assessment, however, little studies have been done to specifically assess
its practical effectiveness and impact on competences among student-teachers, as one of the purposes of the current
study.

On the other hand, teaching practice field assessment has been criticized by its likelihood contribution on
diminishing student-teachers’ confidence during teaching process, fear and embarrassment in front of students, among
others. According to Brushkova et al. (2020), student-teachers are likely to experience anxiety and lack of confidence
once their supervising lecturers visit them during classroom teaching, as the results, they tend to poorly perform and in
turn, get discomfiture. Normally, the mentioned experience, to the higher cases, faces first-year student-teachers who
experience teaching practice for the first time, and few second second-year student-teachers who holds bad teaching
practice experience during their first time teaching practice. This perspective, however, was not popular since it
received little support on its argument from majority of literatures.

1.1 Statement of the Problem

Teaching practice field assessment has been a cornerstone in preparing best student-teachers to become
competent professional teachers fully equipped with teaching methodologies, skills, techniques and experience. While
teaching practice is geared at exposing student-teachers to the actual teaching and learning environment, teaching
practice field assessment is basically meant to offer student-teachers a room for self-evaluation and improvement in
various areas of teaching profession. Assessment offers feedback which guides student-teachers about where and how
they ought to be able to go next (Boud & Molloy, 2013). Well-groomed teachers who are effectively pursuing their
professional tasks, among others, are determined by effectiveness and efficiency of teaching practice field assessment
(Noah & Kitula, 2023). Reasonably, assessment of student-teachers during teaching practice needs to take into
consideration appropriate procedures as per guidance of educational regulatory authorities and respective academic
institutions. As well, prescribed areas of curriculum in educational programs under which student-teachers study has
to be considered during assessment process. Additionally, learning environment in host schools where student-
teachers practice teaching counts an important aspect for assessment.

Although teaching practice field assessment is meant to achieve what is stated above, it has received little
attention among scholars. Recently, several studies have been done on varied areas of teaching practice in general. For
examples, the studies by Dongo et al., (2019); Kihwele and Mtandi (2020); Komba and Kira (2013); and Msuya
(2022), generally revealed on contribution of teaching practice on improving student-teachers’ skills and competence.
However, little among literature examined the effectiveness of teaching practice field assessment process in Tanzanian
higher learning institutions, in specific. In addition, less studies have revealed on the influence of teaching practice
field assessment on student-teachers’ competences in Tanzanian higher learning institutions. This study, therefore,
was geared to fill this knowledge gap.

1175
Licensed Under Creative Commons Attribution (CC BY-NC)



Vol. 7 (Iss. 2) 2026, pp. 1173-1185  African Journal of Empirical Research  https:/ /ajernetnet ISSN 2709-2607

1.2 Research Objectives
i. To assess the effectiveness of teaching practice field assessment process in Tanzanian higher learning
institutions.
ii.  To examine the influence of teaching practice field assessment on student-teachers’ competences in Tanzanian
higher learning institutions.

Il. LITERATURE REVIEW

2.1 Theoretical Framework

This study was guided by Performance Feedback Theory which propounds that, individuals can be
encouraged to engage in desired behaviors by using positive reinforcement, such as rewards and feedback. As argued
by Gerardus-Lucas (2021), in propounding performance feedback theory, giving people response after assessing their
performance can result in better performance in the future. According to this theory, feedback derived from
assessments acts as a type of information that can alter behavior and enhance performance. This theory indicates that
for feedback to be most helpful, it should be specific, prompt, and pertinent to the individual's objectives. Feedback
can be classified as either positive or negative, and the theory proposes that both forms of feedback can be beneficial
in enhancing performance. Positive feedback, which emphasizes strengths and achievements, can reinforce desirable
behavior and encourage individuals to maintain their high-performance levels. Negative feedback, which points out
areas needing improvement, can offer guidance and direction for individuals to adjust their behavior and enhance their
performance. Therefore, feedback ought to be constructive enough to pinpoint the trainee's strengths and weaknesses.

Performance Feedback Theory is relevant to the current study on the impact of teaching practice field
assessment on student-teachers’ competence at higher learning institutions. Teaching practice field assessment is
meant to provide feedback to student-teachers on various areas of their strengths and weaknesses during teaching
practice, aiming at enhancing self-reflection and improvement. Assessment during teaching practice incorporate
multiple aspects of teaching career ranging from classroom-related activities to extracurricular engagements, of which,
student-teachers’ competence in all aspects is desired. As noted by Lipnevich and Panadero (2021), providing student-
teachers with constructive assessment and feedback on their teaching practices can help them enhance their
competence. Feedback, therefore, is a significant product of assessment that enriches student-teachers with necessary
knowledge, skills and experience which together generate competence.

2.2 Empirical Review
2.2.1 Effectiveness of Teaching Practice Field Assessment Process in Higher Learning Institutions

Studies conducted in Tanzania and other African countries indicate that the teaching practice field assessment
process plays a significant role in improving the quality of teacher preparation. The study by Komba and Kira (2013),
for example, found that, teaching practice assessment in Tanzania enhanced student-teachers’ instructional skills,
classroom management, and confidence in lesson delivery. Similarly, Kihwele and Mtandi (2020) established that
teaching practice assessment contributed positively to the development of pedagogical competencies among pre-
service teachers in Tanzania through observation and evaluation. In addition, Vumilia and Semali (2017) reported that
effective supervision and assessment strengthened teaching effectiveness by improving reflective teaching among
trainee teachers. However, these studies mainly focused on the general contribution of teaching practice and paid
limited attention to examining how the field assessment process itself determines effectiveness in higher learning
institutions.

Other studies emphasize that the effectiveness of teaching practice assessment depends on mentorship,
feedback, and coordination between institutions and host schools. Noah and Kitula (2023) revealed that assessment
feedback during teaching practice enhanced trainee teachers’ competence and professional growth in Tanzania.
Likewise, Mbhiza et al. (2024) observed that supportive mentor—student relationships promoted professional learning
during teaching practice. Aglazor (2017) further argued that continuous supervision and reflective feedback are
essential components of effective teaching practice assessment. Despite these findings, there is still inadequate
empirical evidence specifically addressing the effectiveness of teaching practice field assessment processes within
Tanzanian higher learning institutions, creating a contextual research gap.

2.2.2 Influence of Teaching Practice Field Assessment on Student-Teachers’ Competences in Higher Learning
Institutions

Empirical evidence demonstrates that teaching practice field assessment significantly influences student-
teachers’ professional competences. Nzilano (2013) found that teaching practice strengthened competencies such as
lesson presentation, communication skills, and classroom management among pre-service teachers. Similarly,
Kihwele and Mtandi (2020) reported that assessment during teaching practice enhanced pedagogical competence and
instructional delivery among student-teachers in Tanzania. Dongo et al. (2019) also established that teaching practice
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improved teaching effectiveness through better subject mastery and classroom interaction skills. Nevertheless, these
studies concentrated more on teaching practice experiences generally and gave little emphasis to the specific influence
of field assessment on competence development.

Several scholars further argue that feedback and mentorship during teaching practice are important for
shaping student-teachers’ competence and professional identity. Boud and Molloy (2013) explained that effective
feedback promotes reflective learning and continuous improvement, while Lipnevich and Panadero (2021)
emphasized that feedback-oriented assessment enhances self-regulation and professional competence. Likewise,
Msuya (2022) found that teaching practice in Tanzania improved trainee teachers’ instructional competence,
confidence, and adaptability. However, most of these studies addressed feedback and professional development
broadly without adequately examining how teaching practice field assessment specifically influences student-teachers’
competences in Tanzanian higher learning institutions.

I11. METHODOLOGY

3.1 Study Approach and Design

This study employed quantitative research approach. Quantitative research approach was chosen based on the
study’s desire to examine real and hard facts and knowledge on quantifiable basis. As well, the study used case study
research designs. A case study research design aims to convey a phenomenon in depth, context, and in a
comprehensive manner (Kombo & Tromp, 2006). The study employed a case study design because teaching practice
field assessment relatively differs from teaching practice in general, as far as its influence to student-teachers’
competence is concerned.

3.2 Study Area

The study was conducted at the three selected higher learning institutions in Tanzania. The named institutions
were purposely chosen because they were higher learning institutions in Tanzania leading on higher enrolment of
students pursuing educational programmes (The Tanzania Commission for Universities, 2025). Besides, the selected
institutions hold a wide pool/database of more than 900 secondary schools for teaching practice which incorporates all
31 regions of Tanzania Mainland and Zanzibar, where, student-teachers are enabled to exercise their teaching
practices yearly (Noah & Kitula, 2023; Kihwele & Mtandi, 2020). The inclusion of adequate number of secondary
schools for teaching practice assures gathering of adequate experience of a topic countrywide from student-teachers
and their supervising lecturers.

3.3 Target Population

The total population for this study was 12,076 people from selected higher learning institutions in Tanzania.
The population included people directly involved in teaching practice assessment and teacher preparation
programmes, including deans from faculties of education, heads of departments, coordinators of teaching practice,
quality assurance officers, supervising lecturers, and student-teachers undertaking teaching practice. This population
was considered suitable for the study because it possessed relevant information and experience regarding the influence
of teaching practice field assessment on student-teachers’ competence.

3.4 Sample Size and Sampling Techniques
Sample size for this study was 99 respondents. The sample size was determined by Yamane’s (1967) formula
from the target population (YYamen et al., 2017). The formula is;
N

n

~1+N(e)
Where: n= Sample size, N= target population and e= margin error (0.1 or 10%)
_ 12079
"1+ 12079(0.12)
_ 12079
"= 1+ 12079(0.00)
_ 12079
" T 1412079
12079
n=
121.79

n=99.17 = 99
This study’s sample of 99 respondents, as shown in Table 1 includes; three (03) deans, faculty of education,
three (03) coordinators of teaching practice, three (03) heads of educational departments, three (03) quality assurance
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officers, and twenty (20) supervising lecturers who were purposely selected. On the other hand, sixty-seven (67)
student-teachers were selected by stratified sampling technique. The respondents namely; dean, faculty of education,
coordinator of teaching practice, heads of department and quality assurance officer were involved in this study based
on their roles of planning, budgeting, designing and overseeing the implementation of teaching practice and
assessment procedures. Supervising lectures were included on the fact that they played a key role on assessing
student-teachers at their host schools. Student-teachers, on the other hand were selected because they acted as key
actors of teaching practice and affected directly by assessment process.

Table 1
Sample Size and Sampling Technique
S/N | Respondents Sample Technique
1 Dean, Faculty of Education 3
2 Coordinator of Teaching Practice 3
3 Heads of Departments 3 Purposive
4 Quality Assurance Officers 3
5 Supervising lecturers 20
4 Student-teachers 67 Stratified
Total 99

3.5 Data Collection Methods and Procedures

The study employed questionnaire method to collect data from respondents on their knowledge, perception
and experiences on implementation of teaching practice field assessment and its influence on student-teachers’
competences at higher learning institutions. Questionnaires were administered to the participants by the researcher,
and the completed questionnaires were collected for data analysis. The rationale for choosing questionnaire method
was its ability to accommodate bigger number of respondents within short period of time. Also, it offered higher
freedom for respondents to participate in the study. Validity of the instrument was ensured by using teaching practice
assessment experts while reliability of the questionnaire instrument was estimated using Cronbach’s Alpha method.

3.6 Data Analysis

The study employed factor, descriptive, linear regression and correlational analyses to analyse data. Initially,
Factor analysis was used to examine variable items by rejecting items with lower loading factor while variable items
with higher loading factor were retained for further analyses. Descriptive analysis was used to examine the
effectiveness of teaching practice field assessment process at higher learning institutions. Besides, linear regression
analysis was employed to examine the overall contribution of independent variable to the dependent variable, as well
as examining significance of the study. Correlational analysis on the other hand examined the strength and direction of
relationship between independent and depend variable and contribution of independent variable to the dependent
variable.

3.7 Ethical Consideration

The researcher observed ethical principles throughout the study. Permission to conduct the study was obtained
from relevant authorities before data collection. Participants were informed about the purpose of the study and
participated voluntarily after giving their consent. Confidentiality and anonymity were maintained by ensuring that
participants’ identities and responses were kept private and used strictly for academic purposes.

IV. FINDINGS & DISCUSSION

4.1 Findings
4.1.1 Factor Analysis for Teaching Practice Field Assessment

Factor analysis on “teaching practice field assessment” as the independent variable of this study was primarily
conducted in order to determine the validity of the attributes/variable items before further analyses. The ten (10)
variable items under “teaching practice field assessment” are shown in Table 3. Factor analysis was carried out in
order to assess the effectiveness of teaching practice field assessment process at higher learning institutions, as well as
to examine whether teaching practice field assessment was directly linked with the student-teachers’ competences at
higher learning institutions. In factor analysis technique, the extraction of data was conducted whereby; the acceptable
loading cut-off points as suggested in studies (Hair et al., 2010; Pallant, 2010 & Musabila, 2012) was normally
+0.500. Kaiser-Meyer-Olkin Measure of Sampling Adequacy (KMO) was used to verify suitability of data for factor
analysis. The result for KMO and Bartlett's Test was .699 sampling adequacy which is satisfactory value as shown in
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Table 2. Also, factor analysis was significant whereby Significance value was .000 (Sig. value “p = .000) which is
below the recommended value of < 0.5 (Hair et al., 2010; Pallant, 2010 & Musabila, 2012).

Table 2
Kaiser-Meyer-Olkin and Bartlett's Test for Teaching Practice Field Assessment
KMO and Bartlett's Test
Kaiser-Meyer-Olkin Measure of Sampling Adequacy. .699
Bartlett's Test of Sphericity | Sig. .000

After such procedure, through the use of factor analysis, three (3) out of ten (10) variable items were removed
or omitted since they were poor loaded factors, while seven (7) variables with higher loading factor were identified
and retained for further analysis of the study as shown in Table 3. Table 3 also shows the Cronbach’s Alpha for
teaching practice field assessment variable which was .713, an acceptable value as recommended by Musabila (2012).

Table 3

Retained and Removed Loading Factors for Teaching Practice Field Assessment Variable
Code | Statement items on teaching practice field assessment Value Decision
Al Well prepared and organized by supervising lecturers .651 Retained
A2 Has been involving adequate number of supervising lecturers .601 Retained
A3 Effectively locating and attending all student-teachers at their host schools .552 Retained
A4 Has been conducted at adequate time .504 Retained
A5 Has been conducted at least twice as per requirement .262 Removed
A6 Considers appropriate interval between first and second assessment .530 Retained
A7 Considers effective provision of performance feedback to student-teachers 481 Removed
A8 Considers fairness in marks allocation 542 Retained
A9 Involves effective internal assessment from host schools 762 Retained
Al0 Has not been affected by host-schools' timetables 470 Removed

Cronbach’s Alpha (Overall) .713

4.1.2 The Effectiveness of Teaching Practice Field Assessment Process at Higher Learning Institutions

The study examined the effectiveness of teaching practice field assessment process at higher learning
institutions. By the use of five levels Likert scale namely strongly agree, agree, neutral, disagree and strongly disagree,
seven retained variable items as a result of factor analysis as shown in Table 3, were examined by descriptive analysis
method on frequency and percent basis. Table 4 shows the effectiveness of teaching practice field assessment process.

Table 4
The Effectiveness of Teaching Practice Field Assessment Process
Code | Statement items on teaching Responses: F (%)
practice field assessment Strongly Agree Neutral Disagree | Strongly Total

Agree Disagree
Al Has been well prepared and organized | 22(22.22) | 46(46.46) | 10(10.10) | 14(14.14) | 7(7.07) 99(100)
by supervising lecturers
A2 Has been involving adequate number | 21(21.21) | 38(38.38) | 13(13.13) | 18(18.18) | 9(9.09) 99(100)
of supervising lecturers
A3 Has been effectively locating and | 23(23.23) | 41(41.41) 8(8.08) 21(21.21) | 6(6.06) 99(100)
attending all student-teachers at their
host schools

A4 Has been conducted at adequate time 23(23.23) | 28(28.28) | 14(14.14) | 23(23.23) | 11(11.11) | 99(100)
A6 Considers appropriate interval | 17(17.17) | 26(26.26) | 15(15.15) | 23(23.23) | 18(18.18) | 99(100)
between first and second assessment
A8 Considers fairness in marks allocation | 17(17.17) | 26(26.26) | 14(14.14) | 26(26.26) | 15(15.15) | 99(100)
A9 Involves effective internal assessment | 24(24.24) | 32(32.2) 14(14.14) | 16(16.16) | 13(13.13) | 99(100)
from host schools

4.1.3 Factor Analysis on Student-teachers’ Competences

Factor analysis on “student-teachers’ competences” as the dependent variable of this study was also conducted
in order to determine the validity of the attributes/variable items before further analyses. The same procedure was
conducted for independent variable as described in Part 3.1, Table 2 and Table 3. The fifteen (15) variable items under
“student-teachers’ competences” are shown in Table 6. Factor analysis was conducted in order to discriminate variable
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items prior to assessment of whether teaching practice field assessment was directly linked with the student-teachers’
competences at higher learning institutions. In factor analysis technique, the extraction of data was carried out
whereby; the acceptable loading cut-off points as contended in studies (Hair et al., 2010; Pallant, 2010 & Musabila,
2012) was normally +0.500. Kaiser-Meyer-Olkin Measure of Sampling Adequacy (KMQO) was used to substantiate
suitability of data for factor analysis. The result for KMO and Bartlett's Test was .767 sampling adequacy which was
adequate value as shown in Table 5. Also, factor analysis was significant whereby Significance value was .000 (Sig.
value “p =.000) which is less of the recommended value of < 0.5 (Hair et al., 2010; Musabila, 2012 & Pallant, 2010).

Table 5

Kaiser-Meyer-Olkin and Bartlett's Test for Student-Teachers’ Competences
Kaiser-Meyer-Olkin Measure of Sampling Adequacy. 767
Bartlett's Test of Sphericity | Sig. .000

After such procedure, through the use of factor analysis, six (6) out of fifteen (15) variable items were
removed/omitted since they were poor loaded factors, while nine (9) variables with higher loading factor were
identified and retained for further analysis of the study as shown in Table 6. Table 6 also shows the Cronbach’s Alpha
for teaching practice field assessment variable which was .725, an acceptable value as recommended by Musabila
(2012).

Table 6
Retained and Removed Loading Factors for Student-Teachers’ Competences Variable

Code | Statement items on teaching practice field assessment on student-teachers’ | Value Decision
competences
Z1 Improves student-teachers' classroom control and management .601 Retained
Z2 Improves student-teachers' ability to use appropriate teaching methods during classroom .489 Removed
teaching
Z3 Improves student-teachers' language accuracy during classroom teaching 739 Retained
Z4 Improves student-teachers' questioning technique ability during classroom teaching .548 Retained
Z5 Improves student-teachers' clarity of explanation and instruction during classroom teaching .561 Retained
Z6 Improves student-teachers' Knowledge of subject content 473 Removed
Z7 Improves student-teachers' ability to design and use creative teaching resources .661 Retained
Z8 Improves student-teachers' classroom control and management ability .655 Retained
Z9 Improves student-teachers' ability to manage time during classroom teaching 484 Removed
Z10 Improves student-teachers' ability to accommodate diverse needs of learners during .250 Removed
classroom teaching
Z11 Improves student-teachers' ethical conducts and integrity .639 Retained
Z12 Improves student-teachers' ability to prepare scheme of work, lesson plans, lesson notes and 469 Removed
other related teaching materials
Z13 Improves student-teachers' ability to organize and arrange portfolio .674 Retained
Z14 Improves student-teachers' ability to perform extracurricular activities .599 Retained
Z15 Improves student-teachers' ability to adhere to teaching professionalism 442 Removed
Cronbach’s Alpha (Overall) .725

4.1.4 Regression Analysis on the Influence of Teaching Practice Field Assessment on Student-Teachers’
Competences

After factor analysis technique, the study employed linear regression analysis to test the relationship among
“teaching practice field assessment” and “student-teachers’ competences”. Using linear regression analysis; the model
summary describes the overall contribution of the predictor (teaching practice field assessment) to the dependent
variable (student-teachers’ competences). The results in Table 7 show that the value of R? is 65.7%, with the Adjusted
R? of .650. This implies that teaching practice field assessment is direct linked with student-teachers’ competences in
higher learning institutions.

Table 7
Model Summary of Teaching Practice Field Assessment and Student-Teachers’ Competences
Model R R Square Adjusted R Square
1 7982 .657 .650

a. Predictors: (Constant), Teaching practice field assessment
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Along with overall contribution as presented in Table 7, the study revealed that, “teaching practice field
assessment” has positive significant relationship with “student-teachers’ competences” in higher learning institutions
by a significant value of .000 which is less than the recommended value of < 0.5 (Hair et al., 2010; Pallant, 2010 &
Musabila, 2012), and hence, an acceptable value. Finally, “teaching practice field assessment” has shown positive
significance with “student-teachers’ competences” with a contribution on Beta value of .798 (f = .798) as shown in
Table 8.

Table 8
Linear Regression Analysis for Teaching Practice Field Assessment and Student-Teachers’ Competences
Coefficients®
Model Unstandardized Coefficients Standardized Coefficients Sig.
B Beta
1 | (Constant) .899 .000
Teaching practice field 124 .798 .000
assessment

a. Dependent Variable: student-teachers' competence

4.1.5 Correlations between Teaching Practice Field Assessment and Student-Teachers’ Competences

The study wanted to examine the relationship or association between teaching practice field assessment and
student-teachers’ competences in higher learning institutions. The study found that, there was a positive and strong
relationship between teaching practice field assessment and student-teachers’ competences as revealed by a Pearson
correlation (r =.798**) and a p-value of (p = 0.000) as shown in Table 9.

Table 9
Correlational Analysis between Teaching Practice Field Assessment and Student-Teachers’ Competences

Teaching practice field Student-teachers' competence
assessment

Teaching practice field | Pearson Correlation 1 .798™
assessment Sig. (2-tailed) .000

N 99 99
student-teachers' Pearson Correlation .798™ 1
competence Sig. (2-tailed) .000

N 99 99

**_Correlation is significant at the 0.01 level (2-tailed).

4.2 Discussion
4.2.1 The Effectiveness of Teaching Practice Field Assessment Process at Higher Learning Institutions

The study sought to assess the effectiveness of teaching practice field assessment process at higher learning
institutions. Assessment of the effectiveness of teaching practice field assessment process is discussed under seven out
of ten variable items that were retained for analysis since they hold higher and acceptable analytical values. These
variable items included preparation and organization of teaching practice, involvement of adequate number of
supervising lecturers, effectiveness in locating and attending all student-teachers at their host secondary schools, time
adequacy in conducting teaching practice field assessment, and consideration of appropriate interval between first and
second assessment. Other variable items include fairness in marks allocation and effectiveness of internal assessment
from host schools.

The findings of the study reveal that preparation and organization of the teaching practice field assessment
were effective, as the respondents mostly agreed and strongly agreed. In other words, to the larger extent, teaching
practice field assessment process which commence by preparing and organizing the exercise itself was well executed.
This is in line with the study done by Dongo et al (2019) who noted that, for teaching practice assessment process to
be effective, proper plans and arrangement of the exercise have to be taken into higher consideration. Dongo et al
further mentioned notable teaching practice preparation areas that were mostly considered before students’ assessment
process, including budget preparation, purchasing of teaching and assessment materials and proper allocation of
students to host schools which are accessible to supervising lecturers. The same findings were observed by Noah and
Kitula (2023) who revealed that all student-teachers allocated to pursue their teaching practices in both rural and urban
areas were located and assessed as planned due to the appropriate and timely arrangements done by teaching practice
coordinating office. The current study’s findings and that of Dongo et al, Noah and Kitula are undoubtedly facilitated
by presence of a special teaching practice fees paid by students in most of higher learning institutions which simplifies
and facilitates easier preparation of students’ assessment process.
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The findings demonstrate that, the teaching practice field assessment was effective as it involved adequate
number of supervising lecturers, as of majority’s opinion. This was also observed by Vumilia and Semali (2017) that
for proper teaching practice to take place, satisfactory number of assessors is necessary to ensure that each teacher-on-
practice gets enough time to practice teaching and get proper appraisal. Vumilia and Semali further added that
inappropriate proportion among student-teachers and their assessors leads to rashness of assessment process to the
extent that assessment feedback and performance follow-ups may not be justly practiced. Similar observation was
given by Mbhiza et al (2024) that student-teachers who were frequently visited by their supervising lecturers were
highly competent comparing to those who were less visited and mentored by their supervising lecturers as the result of
their inadequate distribution over host schools. As further noted by Kihwele and Mtandi (2020), if student-teachers are
not mentored by adequate supervising lecturers, they will fail to develop practical skills hence will not be competent
teachers after graduation. The results of the current study, and that of Vumilia and Semali; Mbhiza et al; Kihwele and
Mtandi are possibly due to the fact that supervising lecturers plays significant technical role towards examining,
shaping and improving general performance of student-teachers in field practice.

The findings display that, teaching practice field assessment has been effective in locating and attending all
student-teachers at their host secondary schools, as agreed by majority of respondents. These findings were also
demonstrated in the study by Nzilano (2013) revealing that the entirely number of pre-service teachers were sited and
assessed by their supervising lecturers at their schools of teaching practice. The other study by Aglazor (2017) found
that, field assessment exercise went successfully since all student-teachers were well engaged in theory learning at
their colleges and universities and finally visited for assessment at their host schools. Both, the current study, and the
studies by Nzilano and Aglazor showed that regardless of the extent to which student-teachers has been widely
distributed to host schools locating all over the country, assessment exercise was effective since, every student-teacher
was located, visited and assessed accordingly. The reason behind success of the assessment exercise is possibly due to
the reason that host colleges and universities undergo thorough budgetary and monitoring plans for the named
exercise. However, being scattered, remoteness, and transport barriers among some host schools mark significant
barriers towards effective and successful assessment exercise. The choice of host schools for teaching practice which
are easily accessible may reduce the difficultness rate

The findings reveal that, teaching practice field assessment was conducted at adequate time, as agreed by
majority of the respondents. The findings are similar to that of Kihwele and Mtandi (2020) who revealed that an ample
time was set to enhance teaching practice exercise as well as student-teachers’ assessment to measure the
performance. On the other hand, however, the study by Komba and Kira (2013) noted presence of inappropriate
timing of the teaching practice exercise that was set at the end of the year by all teacher training universities. Komba
and Kira further gave an example that, in one of the surveyed schools, there were sixty (60) student-teachers from
different universities who had been posted for their teaching practice. Because of their large number, they could not
get the required teaching load for them to practice teaching skills as well as adequate time for their assessment.
Disparities in findings among the current study, Kihwele and Mtandi’s study, and that of Komba and Kira is
conceivably due by the reason that, teaching practice assessment exercise is affected by numerous factors ranging
from those determined by colleges and universities to those influenced by host schools such as presence of varied
schools’ timetables and activities. These include presence of time-to-time internal examinations for students, sports
and games events and students’ tours that hindered effectiveness and efficacy of assessment exercise. In Tanzania’s
colleges and universities, normally, teaching practice exercise has been conducted for a period of eight weeks,
whereby, the duration determined the time for assessment exercise as well (Noah & Kitula, 2023). Twice visiting and
assessment of student-teachers including providing to them appropriate performance feedback requires adequate time
among supervising lecturers. Time adequacy is as well affected by the ratio among student-teachers and supervising
lecturers and geographical expansion of the allocated host schools. Indeed, adequate time for field assessment
facilitates effective transformation and advancement in knowledge, experience and skills in teaching career among
student-teachers.

The findings specify presence of divergent views on consideration of appropriate interval between first and
second assessment. Nealy half of the respondents admitted on the fact that there was considerable interval between
first and second assessment, while, the same number of respondents gave opposite opinion on that. The present
findings are paralleled with the findings of Adegbola (2019) and Aglazor (2017) who found presence of unreliable
time interval between first and second assessment among student-teachers, where, the length depended largely on
assessors’ conveniences. The essence of significant interval between first and second assessment lays on the need to
provide ample time for student-teachers to work on the assessors’ comments on areas of improvements before the
second assessment. As well, reasonable time interval provides a good room for a student-teacher to prepare next
teaching activities including preparation of scheme of work, lesson plan, lesson notes, teaching aids, as well as
students’ exercises. However, due to inadequate number of assessors versus student-teachers, limited time for
assessment, and stiffness of host schools’ timetables, as noted by Kihwele and Mtandi (2020), some supervising
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lecturers tend to assess student-teachers twice in a squeezed time. This situation, in turn, may have undesirable impact
to student-teachers’ ability to successful translating teaching theory into practice.

The findings demonstrate presence of antagonistic perspectives on fairness in marks allocation as a result of
teaching practice field assessment. Nearly half of the respondents agreed and strongly agreed on presence of fair
practice in marks allocation during assessment of teaching practice, while closely the same number of the respondents
disagreed and strongly disagreed on the said issue. The findings concur with the study by Komba and Kira (2013) who
noted presence of inconsistence in marks allocating across supervising lecturers. The study further revealed the nature
of supervising lecturer as the determinant factor towards awarding of marks to their student-teachers. According to
Komba and Kira, 92 percent of the student-teachers did not discuss with their supervising lecturers after the lessons
during their previous teaching practice, while only eight percent reported to have had discussions with their
supervising lecturers after teaching. In addition, 78 percent reported that the lecturers were not friendly while on 22
percent admitted the fact that lecturers were friendly. Similarly, according to Dongo et al (2019), marks are fairly
awarded once student-teachers are assessed twice and given time to work of the comments and corrections of the
previous assessment before the final assessment. Dongo further recommended that each subject should be assessed by
an expert in that area and demand reports from supervisors and students on findings and feedback in each lesson
assessed. The current study’s findings and that of Komba and Kira; and Dongo et al on fairness in marks allocation
during teaching practice field assessment, are probably hampered by several parameters ranging from student-
teachers’ efforts to translate teaching theories into practice, to assessors’ ability to offer fairgrounds of assessment.

The findings revealed presence of effectiveness of internal assessment from host schools. In other words, host
schools managed to undertake internal assessment to student-teachers as a second assessment ‘eye’. The findings are
similar to that from Dongo et al (2019) who noted seriousness among schools’ management in shaping student-
teachers in teaching-related aspects and in extracurricular activities. Student-teachers, as revealed by the study, were
noted to participate in extra module activities such hosting teacher-on-duty roles as well as sports and games events,
which marked as one of their assessment areas. Similarly, host schools’ management reported on matters related to
disciplinary cases to host colleges and universities for further actions upon the need. The study’ findings are a
obviously due to the reason that host schools spend much time with student-teachers at the entire teaching practice
exercise, hence, offers relevant assessment and informational support to supervising lecturer and host
colleges/universities at large.

4.2.2 The Influence of Teaching Practice Field Assessment on Student-Teachers’ Competences at Higher
Learning Institutions

The study sought to determine the influence of teaching practice field assessment on student-teachers’
competences at higher learning institutions. Teaching practice field assessment with its variable items is constant and
discussed as a single entity and predictor of student-teachers’ competences. The significant variable items retained for
analysis under “teaching practice field assessment” included preparation and organization of teaching practice,
involvement of adequate number of supervising lecturers, effectiveness in locating and attending all student-teachers
at their host secondary schools, time adequacy in conducting teaching practice field assessment, and consideration of
appropriate interval between first and second assessment. Other variable items include fairness in marks allocation and
effectiveness of internal assessment from host schools. On the other hand, the significant variable items retained for
analysis under “student-teachers’ competences” as a dependent variable, include classroom control and management,
language accuracy, questioning technique ability, clarity of explanation and instruction, ability to design and use
creative teaching resources, and classroom control and management. Other variable items under the same category
include ethical conducts and integrity, ability to organize and arrange portfolio, and ability to perform extracurricular
activities.

The findings of the study reveal that, improving of teaching practice field assessment is allied with increasing
likelihood of student-teachers’ competences at higher learning institutions. Similarly, there was a positive and strong
relationship between teaching practice field assessment and student-teachers’ competences in totality of its entire
variable items. The findings are in line with Kihwele and Mtandi (2020) who noted the presence of a high rate of
satisfaction to student-teachers on assessment done during their teaching practice which in turn, improved their
teaching competences. The results from the current study and that of Kikwele and Mtandi are conceivably facilitated
by the fact that effectiveness in executing teaching practice exercise including employing proper assessment
modalities, and conducting of at least two assessments that offers room for student-teachers to work on assessors’
comments, affects positively the competency level among student-teachers.

On the other hand, however, the study’s findings are contrary to the study by Komba and Kira (2013) who
noted that 76 percent of the student-teachers indicated that teaching practice and assessment was ineffective in
improving their teaching skills, and hence, they were not satisfied with the way the teaching practice was being
handled. The controversial results of the current study, Kihwele and Mtandi and that of Komba and Kira is probably
due to the fact planning, preparations and implementation of teaching practice exercise across colleges and
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universities differs and hence, affects student-teachers’ competences. Aspects such as amount of budget set for the
exercise, numbers of supervising lecturers against number of student-teachers, and host schools’ practice environment
may determine level of competence to be acquired by student-teachers as a result of teaching practice.

V. CONCLUSION & RECOMMENDATIONS

5.1 Conclusion

With regard to findings from the study, it is concluded that, teaching practice field assessment process at
higher learning institutions was effective. Specifically, the effectiveness of teaching practice field assessment process
was evidently observed in areas of preparation and organization of teaching practice, adequacy of number of
supervising lecturers, locating and attending student-teachers, time adequacy for assessment, and internal assessment
from host schools. On the other hand, it is as well concluded that, teaching practice field assessment have significant
influence on student-teachers’ competence at higher learning institutions. In other words, effective teaching practice
field assessment under appropriate plans and coordination by colleges/universities, committed and dedicated
supervising lecturers, in relation to justly host schools’ support, is likely to improve student-teachers’ competences,
and hence, worthy for a teaching career.

5.2 Recommendation

From the findings of this study, it is recommended that; government, through its regulatory bodies of higher
learning education, should time to time, review, direct and monitor the guidelines for teaching practice exercise for
higher learning institutions. Likewise, higher learning institutions as a major host, organizer and overseers of teaching
practice field assessment in schools, should allocate adequate budget, sufficient number of supervising lecturers, and
establish incessant relationship with host schools. The named steps will factually ensure effectiveness of teaching
practice assessment exercise, which eventually influences student-teachers’ competences. Also, it is recommended
that further studies be conducted on the contributions of competences among student-teachers on students’ academic
achievements in schools.
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