Introduction
Evaluation is part and parcel of many, if not all, educational
systems in the world. The most commonly talked about
evaluation is that of students through tests and examinations.
There is also the evaluation of educational institutions. This is
usually linked to what educationists call school or institutional
effectiveness.
The above categories of evaluation are usually associated
with teaching effectiveness. This is because it is often assumed
that when teaching has been effective, then learning will also
have been effective. In other words the expectation is that
effective teaching produces learning. However, not all
educators agree with this assumption. For instance Johnson
and his friends have argued that, to consider that achievement
of learning is a direct consequence of teaching is to commit a
serious category error. No teaching can be relied upon to
produce learning. Whatever teachers do they do not produce
learning. Learning is students' achievement not teachers.
(1975:278-280).
In view of that argument, the assumption that teaching
effectiveness equals learning

related to teaching effectiveness. These aims in a way answer
the question: Is it valuable to evaluate teaching effectiveness
in higher education?
The structure followed in this paper is such that after this
introduction, there is a summary of opinions from the recent
literature on both teaching effectiveness and evaluation. This
is followed by a critical explanation of teaching effectiveness.
Then the means by which teaching effectiveness in evaluated
are examined. An investigation is made of the relationship
b e t w e e n t h e purposes of e v a l u a t i o n and t e a c h i n g
effectiveness. An examination is made as to whether evaluation
of teaching effectiveness facilitates students' learning. Finally
a conclusion id drawn pointing out the major arguments raised
and also encouraging that evaluation of teaching effectiveness
should continue in spite of the divergent opinions on the
matter.
A Summary of Opinions from Recent Literature
Teaching effectiveness and its evaluation has been a topical
issue for educators for quite some time. In the recent decades
there has been a keen interest in the evaluation of teaching
effectiveness. As direct result of this interest, numerous
studies and researches have been conducted on the topic.
For example literature on teaching effectiveness includes: Bligh
(1975); Johnson et al. (1 975) Brown (1 975); Centra (1980);
Beard & Hartley (1984); Brown 7 Atkins (1988); Entwistle et
al. (1992); Ramsden (1992); Silcock (1 993). The major focus
of these studies are teaching methods. In other words, their
contention is that the way teachers conduct their professional
business contributes to making the learning process effective
(Entwistle et al. 1992:2).
Other studies have concentrated on evaluation of teaching
effectiveness. Some of the recent literature on evaluation
includes: Rowntree (1983); Lomax (1985). Millar (1984); Bligh
(1978); Entwistle & Tait 1990 1992); O'Neil & Pennington
(1992); Preece (1993); Wood house (1994); Ralph (1995).
The emphasis of these educators on evaluation finds support
in Umax's argument that, 'good evaluation forms good practice
in teaching. There is no point to an evaluation that results in

sterile summaries of past events. Evaluation should improve
the quality of practice as practice occurs. It should generate
new practice' (1 985).
Although teaching effectiveness and its evaluation have
led to a production of numerous studies, some critics argue
that such studies demonstrate very little, if anything, about
the subject of teaching effectiveness. In support of this view,
Silcock (1 993) has argued "Researches on effective teaching
confirm only the need for practitioners to fulfil their prescribed
roles. Effective teachers are those who provide students with
the maximum opportunity to

educators intend students

emphasizing is only teaching. There are several other factors
besides teaching methods which influence effective learning in
higher education. These are: entry qualifications; previous
knowledge; syllabus content; study skills; assessment of students
and evaluation of courses (Entwistle el al. 1 992:2). The presence
of these other factors means that teaching contributes only a
part to the whole learning process of students. So the results
of the evaluation of teaching effectiveness do not give the whole
picture about students' learning. However, teaching is so
important that other mentioned factors may depend on it to
make their contribution to the effective learning of students.
It can be further argued that since learning involves a
change in the students' conceptualisation processes, teaching
effectiveness attempts to ensure that such occurs. Most
often, students' performance serves as a gauge of whether
teaching has been effective or not. But to use performance
to determine the effectiveness of teaching, is to oversimplify
learning. Learning is more complex than what students' scores
in an examination one Monday afternoon may demonstrate.
For that reason, some educators try and concentrate only on
teaching. They argue that effectiveness of any teaching is
best estimated in relation to the teachers' goals of a
particular teaching activity (Brown & Atkins, 1 9 8 8 ) .
It follows therefore that every teaching activity must have
achievable goals. This means that teaching effectiveness is a
complex, intellectually demanding and socially challenging task.
This is so because, for effective teaching to occur, teachers
must be fully conversant with the subject matter, critical
thinkers, good organizers, clear and effective communicators.
In short they must be effective professionals. In the light of the
above view, effective teaching can be said to be consonant
with fulfilling one's professional obligations. Once this is done
effectively, then, teaching effectiveness can be said to have
occurred. It should be noted that effective learning is not implied
as a result in point.
The Means of Evaluating Teaching Effectiveness
There are two concepts or types of evaluation, the formative
and the summative (O'Neill and Pennington, 1992:9).

Formative evaluation used to apply to the process of
collective evidence to clarify, improve and refine a curriculum
during its planning and developmental phase. However, in
recent times, the term formative evaluation is used to mean
evaluating a course during its delivery. This implies attention
is paid to what is taking place during the teaching/learning
activities. This involves periodic feedback at intervals during
the course. Formative evaluation is important for the teaching
activity in that it is possible to make some modifications within
the course rather than making a complete revision of the same.
The summative evaluation originally meant focusing on the
overall evaluation of a curriculum. 'Nowadays it refers to
evaluation at the end of a programme or course where the
intention is a judgmental one aimed at either reporting or
validating a course' (O'Neill and Pennington, 1 992:1 0). In this
type, a cumulative evidence forms the basis for a critical
appraisal or review.
The two types of evaluation ought to be used because
each has its contribution to facilitate teaching effectiveness.
Both types are useful as indicators of improvement in teachers'
performance and both help to iron out momentary crises which
over the life of a course may seem trivial (O'Neill & Pennington
p.10). In view of that need, teaching should be evaluated at
different points in time. Momentary glimpses of the teaching
in action, help the evaluators to form a better picture of the
whole teaching programme.
There are several means by which teaching effectiveness
can be evaluated. These can be categorized as follows:
Evaluation by external examiners; internal review; pearevaluation; self-evaluation; student evaluation; interviews and
discussion groups; student data and information (Entwistle
et al. 1992:79-80).
The major role of external examiners is to evaluate
effectiveness of teaching. In this task they check examination
questions and the standard of internal marking. Perhaps this
is the main task that has been associated with external
examiners for a long time. However, as Entwistle and his friends
have pointed out 'external examiners are increasingly being
encouraged to comment critically on the courses and standards
of teaching reflected in the performance of the students in

course work and examinations.' (p.79). This view is well
supported by Stennet and Williams (1995) who concluded
that 'the purpose and justification of external examining have
ultimately to be seen in the contexts and understandings of
standards' (p.82). In many institutions, usually the policy is
that external examiners submit their evaluation reports to
both the course organizers and the head of the faculty or
institution. Such reports are given serious consideration and
action is usually taken where necessary.
Internal review is carried out by the departments. On the
basis of that, this type can as well be called departmental
evaluation. This is done periodically and for the purposes of
ensuring that the procedures necessary for good quality are
maintained. The major challenge with internal evaluation is
the fact that it has to depend on full information about the
course and students' rates and feedback. Without such
information it is possible for teachers 'to just accept easily
the views of colleagues' (Entwistle, 1 992:79).
Teaching and its effectiveness are also evaluated by peers.
Peers are frequently in position to evaluate their colleague is
teaching effectiveness. Entwistle and his associates have
argued that 'in the past, teaching was often considered a
private activity - not to be discussed or seen in action'. Over
the years this attitude has changed. What is current is a
growing realization that one of the most effective ways of
improving the overall quality of teaching is to encourage
colleagues to attend lectures and discuss the content and
methods of teaching' (1 992:79). However, given the nature
of the sensitivity of colleague critiquing a colleague, peer
evaluation ought to be voluntary and methods of feedback
be agreed upon the purpose of which to enable colleague to
improve. On that basis, those who are being evaluated ought
to be ready to receive criticisms so that after knowing
where the problems are, they can improve. Litwack et al.
( 1 9 8 5 ) recommended that peer evaluation be used for
faculty growth rather than for personal decisions because
friendship may influence the ratings. All this calls for careful
and constructive peer evaluation.
Self-evaluation is another method by which teaching
effectiveness is evaluated. This type of evaluation allows

teachers to identify their personal professional progress; to
clarify the extent to which set goals were achieved and to
plan for future tasks making use of the strong points from
the evaluation. In view of that it has been rightly asserted
that 'lecturers themselves are potentially the best judges of
their teaching strengths and weaknesses' (Entwistle et al.
1992: 80). In order to achieve the most out of the selfevaluation it is recommended that the process should involve
'a structured approach to reflection'. To do this, log books,
diaries, observation sheets should be kept (Entwistle et al.
1992). In addition to that Brown (1975) suggested the use
of video, filming and tape recording. His argument is that these
audio-visual aids enable the teachers to evaluate the things
which never get mentioned in other forms of o

The Relationship between Purposes of Evaluation
and Teaching Effectiveness
Ramsden had clearly pointed out that 'evaluation is a means
of understanding the effects of our (educators) teaching on
student's learning'. For that reason the purpose of evaluation
should be 'collecting information about teachers' work,
interpreting the information, making judgements about which
actions should be taken to improve practice? (1992: 217). In
short the major purpose of evaluating teaching effectiveness
is to facilitate improvements. This is what

there is no relationship between evaluation purpose and
teaching effectiveness. However, it can also be argued that
giving accountability to government does not necessarily
prevent teachers from improving their teaching effectiveness.
Actually the fact that there is a government that demands4 Tc(preven) Tj0 Tco320Tc(

reports only satisfy the interests of what has been termed as
'academic executives who see themselves as corporate
managers' (Ellon, 1988 cited by Ramsden, 1992:240).
In recent times the institutions of higher learning have
become commercial enterprises. That is from time to time
they engage in money generating programmes or activities.
Such programmes may include research work for noneducational companies or departments for which they pay
educational institutions handsomely. Companies, departments
and individuals will only give in their money when they are
certain that the university or college has teachers who have
good records of teaching effectiveness. This may partly explain
why institutions that are said to be keen on teaching
effectiveness keep getting big endowments and research
contracts. Such Universities are generally regarded to be the
rich institutions of higher learning.
As already noted in the preceding section of this paper,
evaluation is also done by teachers themselves. The purpose of
this evaluation is to facilitate improvement in their work. Put
differently, teachers who are keen on developing their
professional capabilities always evaluate their teaching activities.
In that way, evaluation is related to teaching effectiveness in
that it seeks to make the learning situation better.
From the analysis of the relationship between evaluation
and teaching effectiveness, it is evident that whereas
evaluation should have related to teaching effectiveness
by enabling educators to improve students' learning; this
at times is not seen to be the case. Evaluation is in some
cases thought to be serving non-teaching purposes. In
a nutshell, the relationship between evaluation and
teaching effectiveness is in some instances regarded to
be only partial.
Evaluation to teaching effectiveness, nonetheless, is
important in the education field. What is necessary is
to direct it to the purpose of improving students'
learning. Ramsden offers nine ways by which this can be
achieved: These are:
"Finding out how students and others see your
teaching and courses; collection of evidence from
several sources including students; interpreting the

evidence and using it for subsequent measures, the
main focus of evaluation should be on identifying
problems rather proving t h a t something works;
evaluation being part of teachers' responsibility towards
their students; evaluation being a continuous and
continuing process; evaluation is better as a co-operative
activity which permits teachers to learn from one
another; all evaluation should minimize the threat
occasioned by a display of their s t r e n g t h s and
weaknesses; and the importance of motivation for
evaluative activity" (1992:241).
These premises are illustrative of the fact that evaluation is
beneficial to teaching effectiveness. Furthermore, Ramsden
concludes by stating t h a t the above ideas embody a
professional development approach to evaluation in higher
education - one which emphasizes co-operation, selfmotivation, intrinsic rewards and egalitarianism (equality)"
(.242). When all that is taken into account, then, evaluation
purposes can be properly related to teaching effectiveness.
Evaluation of Teaching
S t u d e n t s ' Learning

E f f e c t i v e n e s s Facilitates

In the preceding section of this paper debate on whether
evaluation is related to teaching effectiveness has been
examined and a positive conclusion reached. Another issue
which as emerged in the course of the analysis is the question
of whether the whole business of evaluating teaching
effectiveness facilitates Students' Learning? This question can
be properly answered by looking at the theories of learning.
To date there are three leading theories on learning: the
behaviourist; the cognitive and the Constructivist.
The behaviourist theory places great stress on manipulating
the external variables (factors) to maximize learning. Such
external variables are: one, the analysis of a task into simple
components so that they could be acquired step by step;
two, the role of the reinforcement by way of feedback and
reward. This theory was used greatly in the design of
programmed learning course material (Assessment in Higher
Education, 1 993: 50). It therefore followed that the task of

evaluating teaching effectiveness took into account the nature
of the learning programme. In view of that, it can be rightly
said that evaluation of teaching effectiveness facilitates
students' learning, at least according to the behaviourist theory.
The cognitive theory of learning emphasizes the role of
the learner more than the role of teaching. Cognitive theorists
argue that students bring to each learning task a set of
previous experiences, previous knowledge, self and task
perceptions. These are at times called 'genetically endowed
abilities' (Assessment in Higher Education, P.50). All these
may facilitate or hinder new learning. All these may facilitate
or hinder new learning. Students, because of the above factors
can differ considerably from one another in the way they
respond to learning activities, and their ability to transfer
knowledge or skills from one context to another. These
individual differences seem to suggest that evaluation of
teaching effectiveness does not facilitate learning very much.
It also seems to imply that effectiveness in teaching is very
hard to evaluate because learning itself is very complex. This
idea is confirmed by Donald (1 986) who asserted that 'we do
not at the moment possess a conceptual framework for
understanding what and how knowledge is acquired in different
university disciplines'. This being the case, it means evaluation
does not tell whether learning has occurred or if it has, how.
In spite of the above views, evaluation of teaching
effectiveness remains an important factor. This is because
although teaching may not impart learning, at least it avails
opportunities for the learning to take place.
The Constructivist theory of learning has t w o major
points. One, learning is taken to be a subjective construction
of meaning from experiences by those involved in a specific
context. Consequently, social, historical and cultural factors
are used to determine what counts as learning, knowledge,
and evaluation. In that way evaluation changes as different
people negotiate what it means for them in a specific
situation. Secondly, students are seen to be responsible,
' f o r t h e i r k n o w l e d g e and u n d e r s t a n d i n g t h r o u g h
engagement with authentic tasks in realistic settings. They
i m i t a t e , c o - o p e r a t e and c o m m u n i c a t e w i t h o t h e r s ,
b e c o m i n g c o g n i t i v e a p p r e n t i c e s t o more e x p e r t

practitioners with whom they engage in a dialectical process
of interaction' (Assessment in Higher Education, p.53).
From t h e above q u o t a t i o n it can be n o t e d t h a t
constructivists think that learning is a social activity regardless
of whether it is in an intellectual community or a professional
context. Entwistle supported this view when he argued that
students developed understanding through discussion of their
subjects with student peers (Entwistle, et at. 1991). It has
also been suggested that classrooms are too formal for
learning to occur. In view of the above reasons a teacher is
seen as an unnecessary intermediary between the learner
and the practitioner (p.53). For that matter evaluation of
teaching effectiveness is seen not to facilitate students'
learning. However, this is an underestimation of the
importance of teaching for the learners.
Although these theories seem to suggest that learning
occurs independent of the teacher, it should not be taken to
mean that teaching is on the whole useless. Formal teaching
is important in that it introduces the learners to numerous
categories of knowledge. Knowledge is used here to mean
skills and information. Teaching therefore helps the students
to develop skills and acquire as much necessary information
as possible in their areas of interest. It is this facility which
teachers bring to the learning tasks. For that matter evaluation
of teaching effectiveness seeks to determine whether the
teachers have provided the necessary atmosphere conducive
for students. In the light of this argument, it can be concluded
that evaluation of teaching effectiveness facilitates students'
learning. On that basis evaluation of teaching effectiveness
deserves attention at all levels in higher education.
Conclusion
Several issues have been identified in the course of the
discussion in this paper. It has been identified that evaluation
of teaching effectiveness has over the years generated debate.
On one hand it is argued that teaching effectiveness cannot
be evaluated. This is because there are more factors that
contribute to learning than just teaching. Secondly, it is argued
that learning occurs independent of the teacher's activities in

a lecture room. So it is not possible to tell how much teaching
has contributed or whether it has contributed at all to the
students' learning. If this is indeterminable, it therefore follows
that evaluation of teaching effectiveness is inevaluatable. On
the other hand, however, it has been argued that since
teaching is about facilitating the way students understand
academic matter, it is possible to evaluate teaching roles in
effecting the above mentioned change. On the basis of that
idea, teaching effectiveness can be evaluated.
On teaching effectiveness the analysis showed that there
were two positions. First, teaching is taken to be the
altering of the learner's ways of conceptualizing issues.
Secondly, teaching is seen to be a means of availing
opportunities for the learning to take place. Although there
are emphases on either of these two ideas, it is more
reasonable to say that teaching embraces both ideas. So
it is not a question of either this or that.
The analysis also revealed that there are several means
by which t e a c h i n g e f f e c t i v e n e s s can be e v a l u a t e d .
Evaluation is carried out by both outsiders and insiders of
institutions and departments. It has been found that the
purpose of such evaluation, in some cases, may be nonteaching i n t e r e s t s . In o t h e r cases, t h e purposes of
evaluation relate appropriately to the tasks of teaching
and for that matter to its effectiveness.
The major purpose of evaluating teaching effectiveness is
and should be improvement of both teaching and courses. It
is in view of this fat that O'Neill and Pennington's idea of
developmental reasons for evaluation become relevant. The
reasons are: improving courses and teaching; monitoring
innovation in teaching; diagnosing strengths and weaknesses;
exploring structural relationship between elements; engaging
students more actively in the teaching/learning process;
investigating student difficulties; checking out students'
expectations of teaching; supporting staff in bids for
promotion, tenure or job applications; providing evidence for
validating bodies; and professional satisfaction (1992: 7-9).
All in all if evaluation is approached professionally and for
the purpose of bettering students' learning it can be a useful
tool for improvement in teaching. This is its major justification. For

that reason evaluation of teaching effectiveness is a worthwhile
exercise and should continue to be done in higher education.
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