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The study aimed to provide evidence for
construct validity of the Eating Behavior
Checklist. The EAT26, a self-report questionnaire
which is an established measure in assessing
eating attitudes was administered alongside the
Eating Behavior Checklist to 258 female college
students. Results showed convergent validity of
the subscales where they positively correlated
with each other. Discriminant validity was also
established
for
some
subscales
where
participants reported eating large amount of
food, binge eat, force vomit, take laxatives and
being treated for eating disorder. Confirmatory
Factor Analysis showed significant relationship
between Eating Behavior Checklist and EAT26.
The CFA also showed the factors of each mean
were significant. It was found that the model fits
the observations (N=258) as indicated by
χ2=77.42, df=13, RMS Standardized Residual=.05,
PGI=.91, Joreskog GFI=.93, Bentler-Bonett
Normed Fit Index=0.90, and Bentler-Bonett NonNormed Fit Index=0.89. The present findings and
future research directions and limitations are
discussed.

T

he literature is replete with instruments
that have been developed to measure
eating attitudes and behaviors of young
women who are considered most vulnerable
to eating disorders and disordered eating
patterns. Cooper and Fairburn (1987)
developed the Eating Disorder Examination,
a semi-structured interview that assesses
the
full
range
of
the
specific
psychopathology
of
eating
disorders,
including concerns about shape and weight.
Several
studies
compared
self-report
questionnaires
with
interview-based
measures. Wilson and Smith (1989) did a
comparative study on Eating Disorder
Examination
(EDE)
and
self-report
questionnaires such as Eating Disorder
Inventory (EDI) and Restraint Scale (RS).
The EDI is a test designed to measure
attitudes, feelings and behaviors common to
anorexia nervosa and bulimia nervosa
(Garner,1995) while the Restraint Scale (RS)
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measures weight fluctuation and subjective concern for dieting (Herman &
Polivy, 1980). Wilson and Smith confirmed that the interview is a superior
measure in assessment of bulimia nervosa than the standardized self-report
questionnaires. Pyle, Halvorson, Newman and Mitchell (1986) also found that
results from self-report questionnaires on identification of binge eating and
fear of loss of control over eating behaviors may be less accurate when
compared with interview assessment. Furthermore, Carter, Aime and Mills
(2001) had similar findings on comparing the interview assessment and selfreport version. The EDE showed higher scores in measuring binge and vomiting
frequencies. Although both measures generated similar results in assessing
laxative and diuretic use, shape and weight issues and binge episodes, they
concluded that in assessing the core features of eating disorder, the EDE
interview showed more accuracy. A 2003 study by Tanofsky-Kraff, Morgan,
Yanovski, Marmarosh, Wilfley and Yanovski also reiterates the accurate results
of a structured interview. However, Fairburn and Beglin (1994) suggest that a
self-report questionnaire generated higher scores than the interview in the
assessment of binge eating and body shape concerns. Parallel results were
found by Wilfrey, Schwartz, Spurrell and Fairburn in 1997. Their study
confirmed that the self-report questionnaire showed greater levels of
disturbance than the interview measure. In 1998 another comparison study was
done by Black and Wilson to assess the validity of EDE-Q. It is a self-report
questionnaire based directly on the Eating Disorder Examination (EDE)
interview (Fairburn & Beglin, 1994). They reported that the self-report
questionnaire seems to be more efficient than the EDE, a semi-structured
interview, in identifying eating disorder symptoms. Similar findings emerged in
a 2005 study by Wolk, Loeb and Walsh which reiterated that a self-report
questionnaire generates higher frequencies in assessing binge eating, overall
diagnosis and other specific features such as vomiting and laxative use than an
interview-based measure. Furthermore, Field, Taylor, Celio and Colditz found
substantial results in a 2004 comparative study of self-report and interview
assessment of bulimic behaviors among adolescents. When purging behavior on
the questionnaire was compared with the interview measure the sensitivity
increased from 0.73 to 0.93.
The objective of the study is to develop and validate a brief self-report
questionnaire designed for college women that will assess the presence of
eating disorder symptoms and disordered eating patterns. The instrument is
intended to provide a reliable and valid measure that will cater to the general
college-aged women population.
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Method
Participants
A total of 258 female college students in an urban college participated in
the study. Purposive sampling was used and confidentiality was guaranteed
verbally. Their ages range from 15 to 26 with a mean age of 18.42. Their mean
height is 5’3” while their mean weight is 118.89. The ethnicity breakdown is as
follows: Filipino, 244; Chinese, 6; Japanese, 3; Filipino-American, 2; American,
1; Korean, 1; Filipino-German, 1. Respondents who divulged or were suspected
of an eating disorder or disordered eating were provided referral information
to seek professional assistance from the college counselors.
Measures
Eating Attitudes Test (EAT 26). The EAT-26 is one of the most
commonly used self-report instruments, measuring attitudes about food and
dieting behaviors that are similar to clinically diagnosed eating disorders (Kirk,
Singh, & Getz, 2001). It has been validated and used in many different
countries to explore eating attitudes mainly among adolescents and young
people (Lynch et al., 2007).It is divided into three subscales, namely, Dieting,
which consists of 13 items, Bulimia and Food Preoccupation which consists of 6
items and Oral Control, which consists of 7 items. The EAT has high criterion
validity in discriminating between those with and without eating disorders for
males and females (Gila et al., 2005; Mintz and O’Halloran, 2000). The EAT-26
has been used extensively with both early adolescents (e.g., Gila et al., 2005).
Pendley and Bates, 1996) and with high school samples (e.g., Gila et al., 2005;
Rosen et al., 1988), and it has shown good construct validity when validated
against other eating behavior measures (Rosen et al., 1988)
Eating Behavior Checklist. The Eating Behavior Checklist is a new test,
developed and pilot tested by the researcher in this study to assess eating
patterns of college women. It is composed of 18 items and 4 subscales namely
Self Starvation (SS), 5 items; Food Restraint, 6 items; Eating Concern, 3 items;
Bulimic Behaviors, 4 items. Responses are based on the duration of six months
up to present. The choices are always(5), usually(4), often(3), sometimes(2),
rarely(1), and never(0). Two behavioral questions that deal on drinking to avoid
eating and eating large amount of food when sad or depressed are included at
the end of the checklist. Both questions are answerable by Yes or No and if
answered Yes, frequency in a week is also filled up. Demographic information is
required such as age, sex, height, weight, ideal weight and nationality.
Procedure
The two questionnaires, EB Checklist and EAT26 were administered
individually and in small groups. The respondents were given information that

ISSN 2094-1412, PEMEA, July 2010

The Assessment Handbook, Vol. 3, 2010

4

the study results will be used in program development to address eating and
body image concerns of college women. There was no compensation offered
and they were assured that the data would be treated with utmost
confidentiality.
The Eating Behavior Checklist was developed to identify eating
disorder/disordered eating patterns specifically in female, college-aged
population. Items used for the development of the EB Checklist were based on
disordered eating signs and symptoms discussed by college students who were
suspected and/or treated for eating disorder in the past. The EB Checklist took
approximately 5 minutes to complete. Subjects responded by using a Likerttype scale: Always(5), Usually(4), Often(3), Sometimes(2), Rarely(1), and
Never(0) in completing the questionnaire.
Data Analysis
Descriptive statistics (means and standard deviations) of the subscales in
the two questionnaires was utilized to come up with a description of the eating
attitudes of the respondents and to obtain convergent correlation of the
subscales and discriminant validity of the EB Checklist and EAT26. A
measurement model using Confirmatory Factor Analysis was also constructed
and tested to further establish construct validity of the EB Checklist and the
EAT26.
Results
Table 1
Means, Cronbach’s alpha, and Correlations of the Factors of EB Checklist
and EAT26
N

M

SD

Cronbach’s
alpha

1

2

3

4

5

6

1

Self-Starvation

258

1.79

1.12

0.8

---

2

Food Restraint

258

1.63

0.78

0.65

.55**

---

3

Eating Concerns

258

1.29

0.78

0.23

.43**

.33**

---

4

Bulimic Behaviors

258

0.31

0.53

0.58

.55**

.41**

.27**

---

5

Diet
Bulimia/
Food Preoccupation

258

0.53

0.55

0.86

.71**

.54**

.57**

.57**

---

6

258

0.18

0.34

0.71

.45**

.32**

.43**

.45**

.62**

---

7

Oral Control

258

0.43

0.47

0.64

.25**

.45**

.23**

.30**

.43**

.45**

*p<.05
**p<.01
Means for all the subscales of the EB Checklist and EAT26 are low
ranging from .34 to 1.79 (4 point scale). Adequate internal consistencies were
obtained for each subscale of the EAT26. Although low internal consistencies
were found for the subscales of the EB checklist as influenced by the small
number of items for each.
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The results of the correlations show convergent validity of the subscales
of the EB Checklist and EAT26. According to Weiner et al. (2003) convergent
validity is reflected when tests measuring the same constructs are highly
correlated. The convergence is indicated by the significant and positive
intercorrelations among the subscales. This indicates that the EB Checklist and
EAT26 are fairly measuring the same construct.
To test for the discriminant validity of the subscales, significant
differences were tested between those who eat large and small amounts,
engage in binge eating and those who do not, experience vomiting and those
who do not, take laxatives or pills and those who do not, treated foe eating
disorders and those who do not, and attempted suicide and those who do not.
It is hypothesized in the present study that larger means will be obtained for
those who affirmed answers for eating large amounts of food, engage in binge
eating, experience vomiting, take pills and laxatives, treated for eating
disorder, and attempted suicide. The t-test for independent means was used to
compare the means for each subscale of the EB Checklist and EAT26.
Table 2
Discriminant Validity of the EB Checklist and EAT26
M

M

t-value

df

p

Yes

No

Self-Starvation

1.97

Food Restraint

1.69

1.68

2.07*

256

0.04

1.59

0.99

256

0.32

Eating Concerns

1.57

1.12

4.72**

256

0.00

Bulimic Behaviors

0.36

0.28

1.21

256

0.23

Diet

0.61

0.49

1.75

256

0.08

Bulimia/Food Preoccupation

0.25

0.14

2.57**

256

0.01

OC

0.42

0.43

-0.20

256

0.84

Yes

No

Self-Starvation

2.03

1.69

2.26*

256

0.02

Food Restraint

1.76

1.58

1.71

256

0.09

Eating Concerns

1.62

1.15

4.66**

256

0.00

Bulimic Behaviors

0.42

0.26

2.23*

256

0.03

Diet

0.70

0.46

3.28**

256

0.00

Bulimia/Food Preoccupation

0.26

0.15

2.56**

256

0.01

Oral Control

0.48

0.41

1.15

256

0.25

Force Vomited

Yes

No

Self-Starvation

2.72

1.70

4.33**

256

0.00

Food Restraint

2.17

1.58

3.52**

256

0.00

Eating Concerns

1.41

1.28

0.72

256

0.47

Bulimic Behaviors

1.15

0.23

9.11**

256

0.00

Diet

1.06

0.48

5.04**

256

0.00

Bulimia/Food Preoccupation

0.41

0.16

3.51**

256

0.00

Oral Control

0.64

0.41

2.25*

256

0.03

Eat large amount of food

Engaged in Binge Eating
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Cont. Table 2
Pills/Laxatives

Yes

No

Self-Starvation

2.75

1.67

5.16**

256

0.00

Food Restraint

2.14

1.57

3.85**

256

0.00

Eating Concerns

1.56

1.26

1.99*

256

0.04

Bulimic Behaviors

0.80

0.25

5.58**

256

0.00

Diet

0.89

0.49

3.84**

256

0.00

Bulimia/Food Preoccupation

0.19

0.18

0.14

256

0.89

Oral Control

0.51

0.42

0.99

256

0.32

Treated for Eating Disorder

Yes

No

Self-Starvation

2.30

1.75

1.90

256

0.06

Food Restraint

1.85

1.62

1.18

256

0.24

Eating Concerns

1.40

1.29

0.54

256

0.59

Bulimic Behaviors

0.52

0.29

1.61

256

0.11

Diet

0.84

0.51

2.31*

256

0.02

Bulimia/Food Preoccupation

0.28

0.17

1.22

256

0.22

Oral Control

0.50

0.43

0.61

256

0.54

Attempted Suicide

Yes

No

Self-Starvation

2.13

1.75

1.55

256

0.12

Food Restraint

1.92

1.60

1.94*

256

0.04

Eating Concerns

1.26

1.30

-0.20

256

0.84

Bulimic Behaviors

0.52

0.29

2.06*

256

0.04

Diet

0.63

0.52

0.95

256

0.34

Bulimia/Food Preoccupation

0.19

0.18

0.20

256

0.84

Oral Control

0.46

0.43

0.31

256

0.76

*p<.05
**p<.01

The hypothesis for the discriminant analysis for the subscales of the EB
Checklist and EAT26 were confirmed for majority of the subscales. For eating
large, significantly higher means were found for Self Starvation, Eating
Concerns, and Bulimia/Food Preoccupation. For those who engage in binge
eating, significantly larger means were obtained for all subscales except for
Food Restraint and Oral Control. For those who experience vomiting,
significantly larger means were obtained for all subscales except for Eating
Concerns. For the ones who take pills and laxatives, significantly larger means
were obtained for all subscales except for Bulimia/Food Preoccupation and
Oral Control. For the ones treated for eating disorder, it only discriminated for
diet. For the ones who attempted suicide, significantly larger means were only
found for Food Restraint and Bulimic Behaviors. Generally, the EB checklist
effectively discriminates behavior for taking pills and laxatives.
A measurement model using a Confirmatory Factor Analysis (CFA) was
constructed and tested to further establish the construct validity of the EB
Checklist and EAT26. The measurement model represents EB Checklist and
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EAT26 as two separate latent factors were correlated and the indicators are
their specific subscales. The correlation in between EB Checklist and EAT26 as
two latent constructs indicates construct validity of the two scales. Factor
validity is also proven by testing whether their respective indicators will turn
out to be significant.
The results of the CFA showed that a significant relationship between EB
Checklist and EAT26 was found. This further supports the construct validity of
the EB Checklist and EAT26 that they are measuring the same behavior. All
indicators of the EB Checklist and EAT26 had significant paths. This indicates
that a three factor structure is appropriate for the EB checklist and a four
factor structure for the EAT26. The model’s goodness of fit was also tested and
it was found that the observations (N=258) were fit for the structured common
factors of EB Checklist and EAT26. The adequate fit was indicated by χ2=77.42,
df=13, RMS Standardized Residual=.05, PGI=.91, Joreskog GFI=.93, BentlerBonett Normed Fit Index=0.90, and Bentler-Bonett Non-Normed Fit Index=0.89.
Figure 1
Measurement Model for EB Checklist and EAT26

Self-starvation

.88
Food restraint

.49

EB Checklist
Eating Concern

.46

Bulimic
Behavior

.34

.95

.51

Dieting
.22

EAT26

Bulimia
.22
Oral control

The 18-item Eating Behavior Checklist subscales displayed adequate
internal consistencies, particularly 0.8 for Self-Starvation (SS) and 0.65 for
Food Restraint (FR). The small number of items for each subscale accounts for
the low consistencies. Majority of the subscales of the EB Checklist and EAT26
showed discriminant validity. Higher means were found in Self-Starvation (SS)
(2.07), Eating Concern, (EC) (4.72) and Bulimia/Food Preoccupation (BFP) (2.57)
for respondents who eat large amount of food when sad or depressed. For

ISSN 2094-1412, PEMEA, July 2010

The Assessment Handbook, Vol. 3, 2010

8

those who engage in binge eating, significantly larger means were seen in all
subscales except for Food Restraint (FR) (1.71) and Oral Control (OC) (1.15).
Those respondents who experience food vomiting, all subscales have significant
larger means except for Eating Concern (EC) (0.72). For those who take pills
and laxatives, significant larger means were obtained for all subscales except
for Bulimia/Food Preoccupation (BFD) 0.14) and Oral Control (OC) (0.99). Those
who are being treated for eating disorder, it only discriminated for Diet. For
the ones who attempted suicide, significantly larger means were only found for
Food Restraint (FR) (1.94) and Bulimic Behaviors (BB) (2.06). The study
constructed and tested a measurement model using Confirmatory Factor
Analysis to establish construct validity of the EB Checklist and EAT26. CFA
results showed that there is a significant relationship between the EB Checklist
and EAT26.
Discussion
It is apparent that those respondents who tend to starve themselves and
adopt bulimic behaviors may eat large amount of food with a sense of lack of
control when sad or depressed. Findings are consistent that those who engage
in binge eating have less control over food intake. But for those who force
vomit to lose weight, they seem to be those who are not preoccupied with food
or who do not eat more than is expected. Another unexpected finding is that
those who take pills and laxatives tend to exhibit less bulimic behaviors. Those
who were treated for eating disorder, dieting was found as the most significant
behavior. Lastly, those who divulged that they have thought or attempted
suicide were found to have bulimic behaviors and restrained food intake.
The primary purpose of this study is to develop, evaluate and validate a
self-report questionnaire that will assess disordered eating patterns in collegeaged women across all groups, i.e., athletes, dancers or artists. Descriptive
statistics showed that the EB Checklist measured the factors that it purports to
evaluate. The significant relationship of the EB Checklist and the EAT26 as
shown in the Confirmatory Factor Analysis supports the construct validity of the
two instruments. It is also indicated that a three factor structure is appropriate
for the EB Checklist and a four factor structure for the EAT26. One limitation is
the low internal consistencies of the subscales that were found in the EB
Checklist, as influenced by the small number of items for each subscale.
Another concern is that the EB Checklist was developed and validated in a
sample population in one college. It is recommended that the EB Checklist will
be administered and validated in other colleges and universities in the future.
This will help other counselors identify the prevalence of eating disordered
patterns among their female clientele and eventually develop programs for
them. It is primarily an attempt to widen the radius of eating disorder
awareness among Filipino adolescent women.
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Tourism 1 of the
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Curriculum
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11

With the increasing number of schools offering
tourism and hospitality programs, there is a need
to ensure that administrators are provided data
to assess its programs. A formative evaluation of
Tourism 1, part of the jointly offered program of
the Lyceum of the Philippines and Dusit Thani
College, was undertaken. It sought to describe
the intended and the implemented program in
terms of the following elements:
course
syllabus, facilities, faculty profile, instructional
materials, learning experiences provided, and
the tools used to evaluate students. Using the
experience of LPU Manila, interviews with key
selected administrators, student examination
results, secondary data from HRD and the
Guidance Office were utilized.
The results
confirm that various factors, both external and
internal, influence the program to a great
degree.
They provide the standards for
assessing the intended curriculum against the
implemented and what was actually achieved.
There is a need to constantly monitor the
elements against the standards and make
corresponding changes to ensure that deviations
from the intended are manageable. It is
recommended to replicate this study in other
schools offering tourism and hospitality programs
so that issues and suggestions for improvements
can be taken for similar situations.
Other
schools offering multiple sections of the same
subjects in a single or multiple campus can also
undertake a similar study. A summative
evaluation can be conducted once the whole
program is completed.

Key words: formative evaluation, intended
curriculum, implemented, assessment

I

n a rapidly changing social and natural
environment, higher education institutions
in the Philippines are expected to play a
complex role in the development of society.
There is a need to match what higher
education institutions do and what society
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expects of them (UNESCO, 2008). Thus, educational leaders are confronted
with the challenge of making their curriculum responsive and relevant to the
needs of all sectors of society, the industry sector that it intends to serve,
students that would enroll in the program and other stakeholders such as
faculty and management. There is a serious need for schools, colleges, and
universities to ensure the quality of their programs and to assess their capacity
to produce graduates who have the required attitudes, as well as conceptual
and technical skills and competencies needed in the field.
The hospitality sector is a fast expanding industry both here and abroad.
Due to increased employment requirements, the tourism and hospitality
education programs are becoming the most sought after course among students
seeking post secondary programs. The program scope allows students to gain
knowledge and skills necessary to work in lodging, food and beverage,
transportation and recreation establishments. The hospitality and tourism
industry includes multiple segments that are all interrelated and yet discrete.
The single factor common in these segments is dependence upon the successful
provision of service, a commodity which cannot be seen, but a means of
generating revenue. The service is delivered by a person to another person,
and cannot be mechanized or automated fully. The human element is the
determining factor of the hospitality industry.
Tourism and hospitality education has experienced tremendous growth
since the early 1920‟s, when a committee of hoteliers decided that Cornell
University (USA), should train hotel managers (Barrows, Bosselman, 1999). The
initial concept had the training taking place in city hotels with no degrees
awarded. Since then, the training has evolved to different types of programs
offered in a technical vocation institution or a higher educational institution
such as four year degree program in the undergraduate, master‟s and doctoral
levels.
Because of the consistent growth in the hospitality industry, there is a
need for educational institutions to review the curriculum in order to see if the
ideas and skills it propagates, meet the various and changing needs of the
industry. Lefever and Withiam (1998) identified several industry-related issues
that may guide teachers and program administrators in determining their
program‟s focus: (1) issues that face the industry in the next few years; (2)
issues on human resources; (3) implementing technology; and, (3) government
regulations. These issues should also be addressed by Hospitality and Tourism
programs being offered in the Philippines.
Curriculum evaluation refers to the formal determination of the quality,
effectiveness, or value of the curriculum (Worthen, Borg, & White, 1993).
Curriculum evaluation helps higher education institutions examine the
implementation of the planned curriculum set by the school and as required by
CHED. The school may also opt to examine its curriculum implementation with
international standards as a means of benchmarking with recognized schools
abroad. Accreditation may also be another option for schools to pursue as part
of their quality assurance program. Aside from the regular accreditation, there
are no formal studies made to examine how the curriculum in these schools is
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implemented. Thus, it is imperative that a study should be conducted along
this need.
This study aims to evaluate the implemented tourism and hospitality
management curriculum of the Lyceum of the Philippines University (LPU),
particularly for the professional core subject, Tourism 1. This is a course that
is taken by all students enrolled in the tourism and hospitality management
program. Specifically, the goals of this study are to assess whether the
intended subject in the LPU- Dusit Thani College (DTC) curriculum is being
implemented as planned. It will also describe the implementation of the
subject in terms of: course syllabus, facilities, faculty profile, instructional
support, learning experiences provided, and the tools used to evaluate
students. As a result, it will provide recommendations for the implementation
of future offerings of Tourism 1 or a similar study could be undertaken for
other professional courses in the tourism and hospitality programs.
To attain these goals, this study will describe the intended Tourism 1
syllabus using the standards specified in the Commission on Higher Education
Memorandum Order (CMO) number 30, series 2006 and the LPU DTC design
content using the following elements:
objectives, content, learning
experiences, evaluation, faculty performance, facilities and instructional
materials.
This study will provide a framework for the evaluation of subjects that
takes into account various factors that need to be analyzed in order to plan,
carry out, and evaluate a tertiary course effectively and efficiently. More
importantly, this study involves the evaluation of a jointly offered program for
tourism and hospitality management program, offering a model that may be
used to for examining the gaps between the intended and the implemented
curriculum of a subject being offered.
Brookes and Becket (2009), identified various dimensions of
internationalizing degree programs in various schools in the United Kingdom.
Among
these
dimensions
are
internationalizing
the
curriculum,
internationalizing the student experience, internationalizing recruitment,
international partnerships and strategic alliances, international exchanges of
staff and student, international research and alumni relations.
The
opportunities for internationalization provide graduates who are capable of
working effectively within the global industry, as country borders seem to be
reduced in the tourism and hospitality industry. With the growing number of
Philippine schools offering tourism and hospitality education, there is need to
differentiate schools and various programs it offers to their market.
Curriculum
Stark and Lattuca (1997) define curriculum as an academic plan. As an
academic plan, a curriculum then encompasses a total blueprint for action
including purposes, activities, and ways of measuring success.
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These elements consists of the following: Purpose – the general goals
that guide the knowledge, skills and attitudes to be learned; Content – the
subject areas where the learning experiences are embedded; Sequence – an
arrangement of the subject matter intended to lead to specific outcomes for
learners; Learners – information about the learners for whom the plan is
devised; Instructional Processes – the instructional activities by which learning
may be achieved; Instructional Resources – The materials and settings to be
used in the learning process; Evaluation – the strategies used to determine if
skills, knowledge, attitudes, and behavior change as a result of the learning
process; Adjustment – changes in the plan to increase learning, based on
experiences and evaluation.
The elements of a curriculum as an academic plan, as proposed by Stark
and Lattuca, are very useful in evaluating the LPU DTC curriculum, specifically
the Tourism 1 subject. All these elements are embedded in the intended and
implemented curriculum of the school, and were analyzed in this study.
Program/Curriculum Evaluation
Program/curriculum evaluation is a review of a program/curriculum that
includes several activities such as identifying standards for judging quality,
gathering relevant data, and applying the standards to determine the quality of
the program (Sowell, 1996). Ideally, program/curriculum evaluation should be
part of the program/curriculum process in an educational institution.
In this particular study, program/curriculum evaluation also involved
discovering how curricular elements helped achieve changing curricular aims
and industry standards. And since the program/curriculum being evaluated has
just been recently implemented, evaluation is considered formative.
Formative evaluation is used to examine the operations of a program,
including which activities are taking place, who is conducting the activities,
and who is reached through these activities. Formative evaluation assesses the
manner in which inputs or resources have been allocated or mobilized, as well
as how activities are planned and implemented. Evaluation of this kind
identifies program strengths, weaknesses and areas for improvement.
As the curriculum was implemented only AY 2009-2010, formative
evaluation was undertaken for a subject that is commonly taken by all students
enrolled in the College of International Tourism and Hospitality Management of
LPU Manila.
External and Internal Factors Affecting Curriculum
Armstrong (1989) pointed out that for a curriculum to be relevant, it
must involve planned interactions involving primary stakeholders. These
primary stakeholders may include the government, faculty members,
administrators, students, and other organizations in society. Understanding the
factors that affect the process of curriculum implementation is crucial in
determining the relevance of a curriculum.
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For the tourism and hospitality education programs, the external factors
include government agencies that prescribe regulations for the offering of such
programs such as the Commission on Higher Education (CHED) Memorandum
Orders, the Training Regulations of the Tourism Sector prepared by the
Technical Education Skills Development Authority (TESDA). These government
agencies define standards that are relevant to LPU.
The history of the program provides a huge amount of information on
how the program was developed, what needs were addressed, what variables
are considered, and what types of changes occurred. This information will help
educators in making curricular revisions and in evaluating program/curriculum.
The faculty members‟ educational background, educational beliefs, and
their level of expertise in the discipline affect their involvements in
program/curriculum planning and implementation. Stark and Lattuca (1997)
stress that instructors‟ beliefs about the purpose of education are important
because they are closely related to their views of the discipline. Facilities and
the availability of resources contribute to the successful implementation of a
program/curriculum. Rules on admission and retention also play an important
role in program/curriculum. The admission policies will tell you what type of
students can be admitted to the program and what are the expectations that
students have to meet in order to finish the degree.
The learners‟ background, motivation, and abilities are also integral part
in curricular development. These include the learners’ background – pertains to
the gender, culture, and socio-economic status of the students; motivation –
examining the motivation behind student enrollment will aid faculty members
in planning learning experiences and learners’ abilities - the students‟
academic preparation and scholastic records will have a bearing on the learning
process of the students. Considerations on the demographic profile of the
students entering LPU were made.
Astin (1990) developed an assessment and evaluation model that
incorporates the following elements: inputs, the environment, and outcomes.
The inputs include the personal qualities of the students when he enters the
program, which includes the demographic profile, test scores, life goals and
personal values. The environment includes the student‟s experiences while in
campus and these includes courses, faculty, student organizations, extra
curricular activities and even living arrangements. This element is usually the
most difficult to measure since each student creates his own environment.
Outcomes include the academic achievements, awards and professional
accomplishments. This is the critical element in an assessment process and is
often viewed as the dependent variable while the inputs and environment are
the independent variables.
Assessment
Student assessment is important as it provides data for both the student
performance for grading purposes and on the overall effectiveness of
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instruction for identifying areas that may require improvement (Diamond,
1998). It also tells helps the student assess his own progress in meeting course
goals.
Based on the objectives of the course, one can design procedures and
instruments that can serve any of the following functions: to identify students
for remedial action or exemption; determine whether the objectives of each
session or subject are being met by measuring student performance that
includes skills, knowledge and attitudes; determining whether and how
student‟s attitudes towards the course and discipline have changed and
whether the overall course design, materials and procedures are efficient and
effective.
Tests represent an attempt to provide objective data that can be used
with subjective impressions to make better, more defensible decisions
(Kubiszyn, Borisch). The subjective impressions that teachers have of students
are tempered by tests results as these are not subject to influences that affect
teachers. A combination of objective data (scores of students) and subjective
judgments (performance, attitude, perception in understanding of students) in
the classrooms will result in a more appropriate decision inside the classroom.
Sax (1997) describes the difficulty level of an item (p) as the proportion
of students responding correctly to it. Thus, the higher this proportion is, the
easier the item. When the maximum value of p, +1.0, occurs, it means that
everyone responded correctly to the item. The difficulty level does not
indicate that the item is good or bad, only that it is easy or hard for the
students. In a mastery test, as students are constantly drilled on the concepts,
the resulting p value is high, which means that scores tend to pile up at the
high end, creating a negatively skewed curve. The results will identify those
who fail to reach mastery. However, hard tests will show who among the
students excel in relation to the other members of the test group. Whether
the p values should be high or low depends on how the results of the test will
be used. Sax (1997) provides a rough guideline for interpreting the difficulty of
an item. It is considered an easy item if difficulty is between .85 to 1.00 (only
15% did not get it), medium is between .50 to .84 (16 to 50% got the answer
correctly) and hard if .00 to .49 (51 to 100% did not get the answer correctly).
Kubiszyn and Borich (2007) mentions that when p levels are less than
about 0.25, meaning, only 25% of the exam takers get the correct answer, the
item is considered relatively difficult. When p levels are above 0.75, meaning,
75% of the exam takers get the correct answer, the item is considered
relatively easy. It is recommended by test construction experts to prepare
tests that have most items that are between p levels of 0.20 and 0.80, with an
average p level of about 0.50.
Learning Experience
Diamond (1998) prepared a summary of research findings on
instructional methods and learning sourced primarily from Lion Gardiner‟s
Redesigning Higher Education published in 1996 and T.A. Angelo‟s A Teacher‟s
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Dozen: 14 Useful Findings from Research on Higher Education published in
1993. They mention that lecture, a principal method of instruction in higher
education, used about 80% of the time, is an effective way to teach low-level
factual materials as compared to discussion, which is effective for the
retention of information, the transfer of knowledge to other applications,
problem solving and changes in attitude. Multi-sensory or active learning is
more effective than passive learning and thus students must be exposed to
more stimuli in the learning process. Cooperative learning leads to greater
reasoning ability and higher self esteem as compared to competitive or
individual learning. Teachers rate their own teaching very highly with over 90%
of teachers rating themselves above average or superior. New information that
is organized in personally meaningful ways is more likely to be retained,
learned and used. There was significant and positive correlation on student‟s
ability to think critically with levels of praise from faculty, interaction among
students and faculty and high-level cognitive responses from students in class.
Faculty Evaluation
Evaluating faculty members have gained increasing interests among
school administrators. Factors that bring this strong interest are mostly
external constituencies such as legislatures, boards of regents, funding and
accrediting agencies, the public (Berman, 2002, 2003). In the past, evaluation
was not well regarded, and was considered as a bonus. However, the new
trend makes evaluation more central to the process of teaching, learning,
program development and evaluation as it becomes an ongoing part of the
process, brining it to the direction that it is targeted. The two basic purposes
for evaluating anything is either formative or summative. The chosen purpose
will determine the source of evaluative data, the methods of collecting
information and the importance of a formal process. Summative evaluation
focuses on judging the results, which will be used in the context of tenure and
promotion, merit raise, and hire/fire decisions. Because it will affect the
professional career of the person, a high standard of fairness is important.
Formative evaluation is undertaken for improvement or development. Results
will be used to engage in activities that will develop and improve a teacher‟s
skills in teaching. This is usually individualized and informal. The focus of
teaching cannot be deemed effective unless learning takes place. Thus,
teaching evaluation may focus on teacher attributes/behavior and/or learner
outcomes. Most often, student learning is used as the primary measure of
teaching effectiveness rather than student or colleague judgments. However,
using student learning outcomes to judge the teaching ability becomes
problematic as it may lead to “grade inflation by teachers” (Berman, 2002,
2003).
Studies have shown that students who scored highest on the final also
tended to rate their instructors highest (Cohen, 1987). Formative evaluation of
teaching involves getting feedback early and often, and using the results to
improve on the teaching. Some sources of evaluation are the following:
teaching portfolio, end of semester student ratings, midsemester focus group
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evaluations, classroom assessment, peer/expert observation, videotaping (selfobservation).
Framework of the Study
Taking into consideration all the factors discussed, a framework for this
study was prepared to show the relationships of the different factors and how
these factors affect the intended, implemented and achieved
program/curriculum.
There are three major factors that affect the development of the
intended program/curriculum and implementation of the curriculum – external
factors, school factors and the students. These factors are part of what Print
(1993) termed as curriculum presage – those activities and forces that
influence curriculum developers in their curriculum making tasks.
Consequently, these three major factors directly influence the implemented
curriculum. They also provide standards for assessing whether the curriculum
was able to meet the needs of the students, the school, and the demands of
several government agencies and accrediting bodies. The formative evaluation
will assess whether the inputs coming from these three major factors have
been considered in the implementation of the curriculum.
The intended curriculum consists of what the school has outlined for its
students to learn and what their teachers should be teaching (Print, 1993). This
is often referred to as the written curriculum (Glatthorn, Boschee, and
Whitehead, 2006) or the formal curriculum (Goodlad & Associates, 1979). In
short, the intended curriculum is that which has been officially approved
curriculum by the school and any other approving agencies. In the case of this
study, the intended curriculum is that which was officially approved by LPU,
DTC and CHED.
The main focus of the evaluation is the implemented curriculum. The
implemented curriculum includes what is actually taught by teachers in their
classrooms as they and the students interact with the intended curricula (Print,
1993). In the process of implementing the intended curriculum, several
educational and social changes may occur like new policies and pressing needs
that will surely affect the implemented curriculum, directly or indirectly. This
is reflected in the evaluation framework by the arrows leading to the
The framework also shows the achieved curriculum. Print (1993)
referred to this as “what the students actually learned as a result of their
interaction with the implemented curriculum” (pp. 4). However this study will
not discuss the achieved curriculum since the new LPU DTC ladderized program
for tourism and international hospitality management of LPU is still in its first
year of implementation.
Using the Discrepancy Evaluation Model of Provus (Mckenna, 1981), the
intended curriculum could be defined as the standard and compare the
implemented with the standard. The necessary adjustments are made by
administrators to address the positive or negative discrepancy/ies. The
standard is the course description and program design for Tourism 1 defined by
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governmental regulations i.e. CHED CMO 30, series 2006 and the LPU DTC
additional requirements to enhance the program to distinguish it from all other
programs offered within the university and externally, all other schools that
offer the same program. The implemented program is how CITHM executed
Tourism 1 for 1st semester AY 09-10 and how the how the various elements in
the program were utilized in LPU Manila.
Methodology
In order to do a formative evaluation of Tourism 1, data was gathered
and processed using three distinct phases:
Figure 1
Data Gathering and Processing Procedure

Environmental
Scanning

Analysis of the Intended
Curriculum/Syllabus

Analysis of the
Implemented
Curriculum/Syllabus

Phase 1: Environmental Scanning
The purpose of this phase was to assess whether the intended
curriculum/syllabi was being implemented as planned. To address the goal
mentioned, the following were solicited: data on the curriculum/syllabi of the
2009 program; faculty and student related files (e.g. enrollment data, student
policies, student achievement records, faculty profile, faculty performance
evaluation, departmental exam results of Tourism 1) for 1st sem 2008 and 2009;
documents pertaining to the historical development of the tourism and
hospitality education programs were also obtained. Documents pertaining to
the program‟s history, curriculum development, curriculum implementation,
and the transcript of interviews were evaluated and analyzed in order to
determine the frequency and nature of revisions done; to determine the
problems and issues that arose during each revision; and to identify the actions
taken that address the said problems.
Phase 2: Analysis of the Intended Curriculum
This phase was conducted to describe the intended curriculum based on
the objectives, content, learning experiences, evaluation, faculty, facilities,
and, admission policies of the school. It also sought to assess the intended
curriculum against CHED CMO no. 30, Series of 2006 and the LPU DTC defined
syllabi which was finalized by all campus managers of the various campuses
during a workshop prior to the offering of Tourism 1. In order to achieve the
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above-stated goal, documentary analysis of the intended program, the Tourism
1 subject of the 2009 LPU DTC was carried out. The analysis covered the
program‟s objectives, content, learning experiences, evaluation tools, faculty,
and facilities, as well as the school‟s admission and retention policies.
Phase 3: Analysis of the Implemented Curriculum
The purpose of this phase was to describe the implementation of the
2009 LPU DTC syllabi for Tourism 1 in terms of: course syllabus; facilities;
faculty qualifications; instructional support; learning experiences provided; and
the tools used to evaluate students. The qualifications of the various faculty
members of CITHM of the LPU was analyzed in order to know whether the
standards for faculty set by CHED and LPU DTC standards were met. Frequency
count and percentage were used for this purpose. To assess the college‟s
facilities, a comparative analysis of the CHED and LPU DTC standard
requirements against the LPU‟s inventory was done. In addition, an ocular
inspection was done to verify findings. A checklist was prepared to examine
whether the facilities that are mentioned in the CMO #30, series 2006, are
actually available at CIHM.
Results and Discussion
In Philippine schools, colleges and universities, curriculum processes are
often subject to strong external influences from government agencies such as
CHED or TESDA, accrediting agencies, and professional organizations. New laws
and executive orders regarding education definitely affect the development of
curricula in schools.
CHED and Quality Assurance Programs
One of the popular higher education courses in the Philippines is the
Bachelor of Science in Hotel and Restaurant Management/Administration (BS
HRM/HRA) and BS Tourism, BS Travel Management. There are 323 schools in
the Philippines (CHED Data for S.Y. 2004 – 2005) offering this course based on
the Commission on Higher Education (CHED) statistical report.
The
requirements of offering these programs are defined in the CHED Memorandum
Order (CMO) No. 30, Series of 2006 entitled Policies And Standards For
Bachelor Of Science In Tourism Management(BSTM)/ Bachelor Of Science In
Hospitality Management (BSHM)/ Bachelor Of Science In Hotel And Restaurant
Management (BSHRM)/ Bachelor Of Science In Travel Management (BTrM).
The CMO includes the program‟s requirements for curriculum, facilities,
faculty and other implementation guidelines. According to CHED rules, prior to
offering a BS HRM degree, schools are expected to submit their curriculum, as
well as a list of facilities, administration, faculty and non-teaching roster, and
other program elements. A Regional Quality Assurance Team (RQAT) is sent by
CHED to the school to undertake an inspection of the facilities, and other
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resources and check the school‟s compliance to the standards. If these are
met, the RQAT team recommends to the Regional Director a permit to operate.
CHED issues to the school a permit to operate for the first two years. After the
first year of operation, the school submits additional requirements to apply for
recognition for the 3rd and 4th year of the program. An RQAT team is sent again
to check compliance. The RQAT team then makes a recommendation to the
CHED Regional Director, and the schools are issued a For Recognition status if
they meet the requirements for the 4 years.
CHED also provides other quality assurance programs which LPU has
achieved. Among these are University status, Autonomous, IQuAME A(t), and
ETEEAP deputized for several programs including HRM.
Once a school has been recognized and has graduated at least three
batches, schools may submit themselves to voluntary accreditation with any
accrediting institutions duly recognized by the Federation of Accrediting
Agencies in the Philippines (FAAP). To attain standards of quality over and
above the minimum required by the government, CHED encourages and
provides incentives to public and private institutions whose programs are
accredited. CHED authorizes the FAAP as the agency that would conduct the
accreditation process and makes the necessary recommendation to CHED.
Some of the accrediting agencies are the Association of Christian Schools and
Colleges Accrediting Agency, Inc. (ACSC-AAI), the Philippine Accrediting
Association of Schools, Colleges and Universities (PAASCU), the Philippine
Association of Colleges and Universities Commission on Accreditation (PACUCOA), and the Accrediting Agency of Chartered Colleges and Universities of the
Philippines (AACUP). Depending on the level of accreditation, benefits may
range from partial to full administrative deregulation, financial deregulation in
setting tuition fees, partial curricular autonomy, authority to graduate students
without prior approval of CHED and without need for Special Orders, priority
funding assistance, priority for government subsidy for faculty development,
right to use on its publications or advertisements the word “ACCREDITED” and
limited visitation/inspection and/or supervision by CHED
The LPU HRM program has a Level 3 Accreditation, the first program
to reach Level 3 in NCR and in the Philippines, as accredited by PACUCOA. The
LPU Tourism program received its Level 1 accreditation 2010.
Internal influences are just as crucial as external factors, in shaping
programs/curricula. These internal influences include the program history,
faculty, facilities, and school policies. Their degree of influence varies across
various cases.
LPU and Tourism and Hospitality Programs
The Lyceum of the Philippines was founded by President Jose P. Laurel
and opened its door to tertiary education programs in 1955. It began to offer
the Bachelor of Science in Hotel and Restaurant Management as an associate
degree program (2-year certificate) in 1990 under the College of Business
Administration (CBA). Subsequently, in 1992, it became a degree program (4-
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year diploma). The school sought permission and recognition for these
programs with CHED. The HRM as an associate degree program and as a BS
degree program was offered under the CBA for nearly eight (8) academic years.
In order to accommodate the increase in student population, and put together
common resources, and faculty, the College of International Hospitality
Management (CIHM) was founded in November 1998. Being the first in the
Philippines to use the appellation International Hospitality Management, the
new CIHM offered the BS HRM program, initially offered by CBA, and the
Bachelor of Science in Tourism (BST), originally under the College of Arts and
Sciences (CAS). The establishment of CIHM was announced to the Council of
Hotel and Restaurant Educators of the Philippines (COHREP), a professional
organization of educators in the HRM program and to the Hotel and Restaurant
Association of the Philippines (HRAP), a professional organization of hotels and
restaurant industry members in 1999. The name of the college was further
enhanced to College of International Tourism and Hospitality Management last
May 2009. The name includes Tourism, a significant industry that is served by
the graduates. The college name was adopted by all campuses of LPU.
Curricula Revisions. Since 1989, the various programs under the tourism
and hospitality management portfolio of LPU has gone through many revisions.
Aside from a number of prospectuses that were found in the college files of
CBA and CIHM, no other documentary evidences detailing the changes in the
curriculum were found. Based on existing prospectuses, there were many
adjustments made in the curriculum. Overall, the identified changes in the
curricula from 1999 up to 2005 are based on prospectuses that were available.
Reasons for the changes such as transfer from one year level to another,
changes in the title/content, deletion or introduction of new courses are based
on interviews of some people. However, written documents on the changes
were not available.
The 2007 revised curricula were undertaken due to the following
reasons: to undertake realignment of courses so as sufficient knowledge, skills,
attitudes and values are provided in all aspects needed in the hospitality
industry; to incorporate recommendations by CHED in providing core courses in
business and tourism, and specialized courses in the HRM and Tourism programs
as provided in CMO #30, series 2006; to provide options for students pursuing
the „ladderized‟ program in the hospitality industry where skills courses are
offered in the first two years, and supervisory and management skills are
offered in the last two years as provided by Executive Order (EO) #358; to
enhance the content of various courses by separating, combining or deleting
some courses; to update the curriculum considering the developments in the
hospitality industry; and, to review and propose new changes in program titles
in response to changes in the industry. To undertake the said curriculum
review, the CIHM took into consideration the following documents: CHED
Memorandum Order (CMO) #30, series 2006; Executive Order (EO) #358;
comments from the chairs, college secretary, faculty members, graduates and
students; and, feedback from training institution partners and employment
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partners. This was the only well-documented and well-defined curriculum
review done by the CIHM.
LPU Dusit Thani Agreement. The leading hotel-brand in Thailand, the
Dusit Thani Public Company Limited signed an agreement last December 2008
with LPU to offer Dusit Thani College‟s popular curriculum in various programs
of hospitality management at the four campuses of LPU. Another MOA was
signed last December 2009 with Dusit Thani Hotel to provide practicum training
for LPU students, and faculty immersion opportunities.
Under the first
agreement, Dusit Thani College will provide curricula design and academic
resource materials for all programs that will be developed collaboratively by
LPU and DTC. Defining the programs that would be developed took several
workshops and consultation with various stakeholders. The programs defined
include Bachelor of Science in International Travel and Tourism Management
(BSITTM) and BS in International Hospitality Management (BSIHM) with four
specializations: Hotel and Restaurant Administration (HRA), Culinary Arts and
Kitchen Operations (CAKO), Cruise Line Operations in Hotel Services (CLOHS)
and Cruise Line Operations in Culinary Arts (CLOCA). In addition to curricula
design assistance, Dusit will provide support in refreshment training,
orientation to LPU‟s teaching professionals and defining quality standards that
meet international standards.
A curriculum workshop attended by administrators of the various
campuses offering Hospitality Management of the LPU campuses and
representatives from DTC, was held to design and plan a collaborative
curriculum that considered DTC‟s inputs, as well as current CHED
requirements. The resulting curriculum was used by all campuses of LPU
starting AY 2009-2010. The LPU DTC curricula meet the CHED requirements as
indicated in the CMO 30, series 2003. Specializations were created in the 18
units free electives which were designed to provide students with unique
subjects that will develop their competencies in the specific area of their
interest. Aside from the LPU institutional requirements, students are also
provided with additional courses that are common for all tourism and
hospitality management programs. As a result, the specialized free electives
go beyond the required units of CHED. Competencies identified in the TESDA
relevant trades of tourism, as well as the competencies in the ASEAN Common
Competency Standards for Tourism Professionals (ACCSTP)
have been
integrated to provide LPU graduates preparation for the ASEAN GATS by 2015.
Aside from the existing administrative organization in LPU, new
committees and positions were formed consisting of LPU and Dusit
International representatives. These include designations of the Campus
Managers – the deans of the various campuses, and a Project Director who will
coordinate with the various campus managers. The formation of the Academic
Committee composed of the campus managers, project director and Dusit
representatives, and the Supervisory Council composed of the presidents of all
campuses and 2 other LPU officers with Dusit International administrators that
include industry practitioners.
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LPU DTC Curricula. The latest revision, started in 2008, and
implemented starting AY 2009-2010, was undertaken to accommodate inputs
from Dusit Thani College, a new partner in offering the program. The various
hospitality programs of the college were reviewed due to the following: to
incorporate curricular recommendations of a new school partner, Dusit Thani
College; to undertake realignment of courses so as sufficient knowledge, skills,
attitudes and values are provided in all aspects needed in the hospitality
industry; to standardize all curricular offerings of the various Lyceum campuses
in Manila, Cavite, Batangas and Laguna; to provide options for students
pursuing the ladderized program in the hospitality industry where skills courses
are offered in the first two years, and supervisory and management skills are
offered in the last two years as provided in E.O. 358 and E.O. 694 ; to enhance
the content of various courses by separating, combining or deleting some
courses; to update the curriculum considering the developments in the
hospitality industry; to review and propose new changes in program titles in
response to changes in the industry and offer specializations that will focus in a
particular section of the hospitality industry.
The current curricula were reviewed taking into consideration the
following: CHED Memorandum Order (CMO) 30, Series 2006; Relevant TESDA
Training Regulations in the Tourism Sector, Executive Order 358 and E.O 694 ;
comments from the chairs, college secretary, faculty members, graduates and
students; feedback from training institution partners and employment partners.
The new curricula was approved by CHED March 2009 for implementation in all
LPU Campuses, Manila, Batangas, Cavite, and Laguna for AY 09-10.
LPU has defined its Vision, Mission, Objectives, Core Values, Quality
Philosophy and Quality Objectives. These are communicated well to members
of its community. The non-teaching personnel have periodic refresher courses
on its application to their work. For academic units, there is constant review
as first day classes are focused on reviewing these important key points. The
objectives of the CITHM are shared by all of the college‟s subjects as indicated
in the inclusion in all of the college‟s syllabi given to all students. The syllabi
allocate the first day activities in all subjects as an orientation on the Vision,
Mission, objectives of the university and college. The faculty also discuss how
the VMOs are applied in the current subject the students are taking. Thus,
there is a strong impact of the VMO in the daily lives of the students, faculty
and non-teaching personnel.
The LPU DTC curricula has identified around thirty five (35) subjects that
will be developed, and this study could be replicated in succeeding courses so
that improvements can be undertaken in the formative phase, and a summative
evaluation could be undertaken after the four years of implementation.
The curriculum of the LPU‟s tourism and hospitality management
program is composed of five major clusters. The framework of the courses is
based on the Commission on Higher Education Memorandum Order (CMO) No.
30 series of 2006. General Education Courses (GE) are from the area of
Humanities, Mathematics and Natural Sciences, Social Sciences, and also
includes Government Mandated Courses. The aim of the General Education
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program is to provide foundations in the arts, mathematics, science and social
science. Professional Education Courses (PROF) are a combination of the
Business Core and Tourism Core subjects prescribed by CHED. These courses
include common subjects that should be taken by all Hospitality Education
students, including the Tourism 1 subject. The aim of the Professional
Education courses is to develop specific skills required by industry. Specialized
Courses (SPEC) are specific to the program to train and develop competencies
necessary in the particular field of interest. In LPU tourism and hospitality
management programs, there are 2 major areas, with 4 specializations in the
BS IHM. Institutional requirement refers to the mandatory course on Jose P.
Laurel. This subject deals with the study of the life and ideas of the founder of
the university who is also a former President of the Philippines. This subject
allows students to imbibe the spirit, the vision and the values of the founder
hoping they will be movers and doers in the chosen profession they will pursue.
National Service Training Program or NSTP is a replacement of the former ROTC
required of male students. The BS HRM curriculum also includes courses related
to Physical Education. Both NSTP and PE are required of all higher education
programs in the country.
Table 1
Curriculum Framework of CHED vs. LPU’s Tourism and Hospitality
Management Programs
Cluster of Courses
General
Education
(with Government
mandated courses)
Business Education
Core
Tourism Core
Specialization Subjects
Required
Free Electives
Institutional
Requirements
Practicum
PE / NSTP
Total
LPU vs CHED units

CHED
Reqts for
BS
HRM/HM

BSHIM

CHED
Reqts for BSTM/
BSTrM

BSITTM

HRM

CAKO

CLOCA

CLOHS

51

51

51

51

51

51

51

21

21

21

21

21

21

21

22

22

22

22

22

22

22

18
18

21
29
3

21
30
3

21
30
3

21
21
3

18
18

18
27
3

7
14
151

10
14
166
+15

10
14
165
+14

10
14
168
+17

10
14
166
+15

6
14
150

10
14
164
+13

An initial examination of the curriculum documents show that the LPU
DTC curricula comply with the CHED requirements in the area of course
content coverage and competencies in all clusters. In some clusters, LPU goes
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beyond the minimum requirements of CHED.
LPU DTC programs have
additional 13 to 17 units than required by CHED. Table 1 presents a
comparison of the CHED standard curriculum and LPU curricula clusters.
Tourism 1 Course Description. Tourism 1 has the following course
description and content “ This course provides an introduction to the study of
tourism, where tourism is examined from the perspectives of a phenomenon,
an industry and as a field of study or research. As a phenomenon, the major
factors that contribute to its development, growth and decline both in the
world and in the Philippines are analyzed. As an industry, the course looks at
the various sectors that comprise the tourism system and how they interact
with each other. As a field of research, major tourism theories are
introduced. Basic definitions and concepts relating to tourism's political,
environmental, economic and cultural impacts are also discussed.” (CHED CMO
30, s. 2006).
The Tourism 1 of LPU is able to meet the minimum requirements defined
by CHED in terms of course description, objectives and content. It even goes
beyond the minimum and thus is able to provide a better appreciation of the
tourism industry as a whole. This subject is offered in the first semester,
however, there are some irregular students who take this course in the second
semester. Students may be considered irregular as a result of failing a
particular section thus removing them from the block sections, or they may be
transferees who are admitted during the second semester or summer.
Tourism and Hospitality Students. For the 1st semester 09-10, the
college had around 7000+ students of the 10,000+ students in the university.
Refer to Table 6 for demographic profile of freshmen students. Information
from the Guidance and Testing Center of LPU show the following student
profile for 1st semester AY 08-09 as compared to 1st semester AY 09-10. The
general characteristics common in both academic years indicate that there
were ore female students, but percentage decreased for current year as
compared to last year. Majority enter first year at 16 years old. A third of the
student population resides in Manila, with Cavite and Quezon City as next place
of residence. Most of the students‟ fathers are privately employed, with an
increased percentage in OFW. Majority of the mothers are housewife, with
having 2 siblings and most parents are married, and the students still live with
both parents. Majority of the students are full time students. Overall, there are
no distinct demographic characteristic that distinguishes students who entered
AY 08-09 and AY 09-10.
As seen in Table 2, AY 2008-2009, during the pre-LPU DTC phase, only
three programs were offered. Compared with Table 3, there are eight programs
that were offered in AY 09-10. This shows that the old programs were still
being offered for that academic year for the upperclassmen, while the new
programs under the LPU DTC curricula were offered for the new intakes.
There was an increase in enrollment of 26.79% of first year from Ay 08-09 to AY
09-10. For AY 08-09, the highest enrollment was in BSHRM Cruise Line, but for
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freshmen enrollment, it was BSHRM. For AY 09-10, the biggest enrollment in
the new program was in BSITTM. This could be explained as the HRM cluster
was broken into specializations, from 2 (HRM & HRM CL) to 4 (HRA, CAKO,
CLOHS, CLOCA), spreading the enrollment.
Table 2
CITHM Student Enrollment for 1st Semester AY 08-09
course/year level
1st
2nd
3rd
BST
616
600
521
BSHRM
665
300
235
BSHRM CL
623
532
314
sub-total
1904
1432
1070
Table 3
CITHM Student Enrollment for 1st Semester
course/year
level
1st
2nd
BSIHM HRA
549
5
BSIHM CAKO
199
1
BSIHM CLOHS
532
4
BSIHM CLOCA
337
1
BSITTM
797
6
BST
563
BSHRM
511
BSHRM CL
628
sub-total
2,414
1,719

4th
169
183
477
829

total
1906
1383
1946
5235

AY 09-10
3rd
1
1
1
1
464
576
652
1,696

4th
1
1
1
297
573
544
1,417

total
556
201
537
339
805
1,324
1,660
1,824
7,244

For the data on Dean‟s list, found on Tables 4 and 5, an initial finding
was a decrease in both number and percentage to total from 8.11% of total
enrollees to 3.11%. The preliminary findings may indicate that the students in
AY 09-10 were not better academic performers as the previous year. However,
there was a change in policy on qualifications to become a dean‟s list.
Previously, the lowest GPA of a student could receive was 2.0 to receive a
Bronze award, but for AY 09-10, it was now increased to 1.75. The BST and
BSITTM students were better academic achievers for both academic years.
Table 4
Dean’s Listers for Academic Performance 1st Semester AY 08-09
course/year
level
total
Gold
Silver
Bronze
Total
BST
1906
13
60
131
204
BSHRM
1383
16
85
101
BSHRM CL
1946
27
93
120
sub-total
5235
13
103
309
425
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Table 5
Dean’s Listers for Academic Performance 1st Sem AY 09-10
course/year
level
total
Silver
Bronze
Total
BSIHM HRA
556
2
7
9
BSIHM CAKO
201
1
1
BSIHM CLOHS
537
3
3
BSIHM CLOCA
339
3
3
BSITTM
805
2
28
30
BST
1,324
28
67
95
BSHRM
1,660
8
24
32
BSHRM CL
1,824
10
42
52
sub-total
7,244
50
175
225

28

%
to
course
1.62%
0.50%
0.55%
0.55%
3.72%
7.18%
1.93%
2.85%
3.11%

Faculty Profile. The faculty members translate the syllabus and
instructional materials into a learning experience for the students.
A
st
st
comparison of the faculty profile for 1 semester 08-09 and 1 semester 09-10
is presented in Table 6. Some significant findings of the faculty profile are the
increased part-time faculty members and the improved educational
achievements of the faculty. The increased part-time faculty members were
due to the increase in student enrollment.
Table 6
Comparison of Faculty Profile for 1st sem 08-09 and 1st sem 09-10
Characteristics
1st sem 08-09
1st sem 09-10
Number of faculty
129
135
Highest Educational
Achievement
BS
27.12%
20.00%
Master’s units
32.56%
29.63%
Masters
34.11%
34.31%
PhD units
3.88%
10.37%
PhD
2.33%
5.19%
Status
Full time
58.14%
53.33%
Part-time
41.86%
46.67%
As part of the faculty development program, The Train The Trainer
(TTT) workshop provided by DTC to LPU provided new methods of instruction
delivery, where teachers became “facilitators” rather than teachers and
allowed students more opportunities for self discovery.
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Tourism 1 Offerings for AY 09-10. In the Manila campus, there were 58
sections of Tourism 1 offered for the 1st semester AY 09-10. These were
handled by 22 faculty members handling from 1, to 5 sections at most. Of the
22 faculty members who handled Tourism 1, there were 6 male faculty
members and 16 female members. There were only two regular faculty
members (tenured, full time), three who were part-time (with a load of less
than 24 units) and seventeen full-time (non-tenured, with a load of 24 units
and up). Details of the Tourism 1 offerings for AY 09-10, including the gender,
appointment status and number of sections handled by each faculty member is
found on Table 7.
Table 7
Faculty Members and Number of Tourism 1 Sections Handled
Faculty Code
Gender
Appointment Status
No. Of sections
1
F
Part-time
3
2
F
Part-time
1
3
F
Full time
3
4
F
Full time
4
5
F
Part-time
1
6
M
Full time
1
7
F
Full time
4
8
M
Full time
1
9
M
Full time
2
10
F
Part-time
4
11
F
Full-time
4
12
F
Full time
5
13
M
Full time
2
14
M
Full time
4
15
F
Full Time
2
16
F
Full time
5
17
F
Full time
2
18
M
Regular
1
19
F
Regular
2
20
F
Full time
1
21
F
Full time
1
22
F
Full time
5
Faculty Evaluation. All faculty members are evaluated by different
groups during the semester. The groups who evaluate the faculty members
including the share in the overall rating are: Students with 40% of total rating,
Chairpersons with 35% and the Dean with 25%.
For the student evaluation, this is composed of the following areas:
Teaching competence, Classroom management and Compliance to school
policies. Each area has around 4 to 10 performance indicators that are rated
by the evaluators. For the chairpersons‟ and dean‟s evaluations, criteria
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include submission of exams for preliminary, mid terms, finals; Classroom visit;
Administrative compliance that include memo reading, attendance in the
classroom and in meetings/special events and Overall performance.
The rating for all evaluations follow the same scale, 1 to 5, with 1 being
the lowest, and 5 being the highest. The 5 point scale has the following
equivalent descriptive adjectives:
Table 8
Quantitative and Qualitative Descriptions used in Evaluation
rating
Qualitative Grade
%
0.00
Poor
0.00
3.55
Fair
71.00
3.93
Average
78.60
4.34
Above Average
86.80
4.69
Excellent
93.80
The student faculty evaluation ratings of the faculty for Tourism 1 are
found in Table 9. There were 58 ratings for all the Tourism 1 sections. There
were some teachers with multiple sections who received varying ratings from
different sections.
Most of the faculty members were rated fair by their
students, but more than 45% received above average to excellent rating.
The researcher only utilized scores from the student evaluations as
these would indicate “teaching effectiveness” rather than using the overall
evaluation. For this academic year, some teachers took the TTT, and DTC also
provided instructional materials for Tourism 1 which were used for the first
time by all the teachers. DTC developed materials for Tourism 1 for use of the
LPU faculty members and students. These materials included the following:
Instructor‟s Guide – a book with text, exercises, and answers for the exercises;
Student‟s Manual – a book with text and exercises; Lesson Guide – a daily lesson
plan that details the ROPES (Review, Observations, Present, Evaluate,
Synthesize) method of daily instruction, for a 3 hour class ; and Powerpoint
Presentation slides – to be used for each day of the 16 weeks session.
Table 9
Frequency and Percentage Allocation of Student Faculty Evaluations for SY
09-10
rating
frequency
%
Poor
3
5.17%
Fair
16
27.59%
Average
12
20.69%
Above Average
15
25.86%
Excellent
12
20.69%
total
58
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To better appreciate the faculty evaluation in relation to Tourism 1,
scores from the previous academic year, AY 08-09 were also taken for Tourism
1. Table 1 presents these findings. There were 46 teachers who handled the
Tourism 1 requirements. The coverage was the same, but had a different
syllabus. Teachers developed their own lesson plan and used personal
presentation slides. The faculty members also could plan their own activities
in the classroom with no need to “follow” a guided plan. The TTT was not
conducted yet and so each teacher used their own style in instruction. For AY
08-09, most of the faculty members got Above Average rating and more than
69% of them got above average to excellent ratings.
Table 10.
Frequency and Percentage Allocation of Faculty Evaluations for SY 08-09
rating
frequency
%
Poor
1
2.17%
Fair
2
4.35%
Average
11
23.91%
Above Average
24
52.17%
Excellent
8
17.39%
total
46
In comparing the teachers‟ evaluation from AY 09-10 to AY 08-09, the
following observations can be made. Excellent, above average and average
ratings had higher percentage frequencies in AY 08-09. Poor and Fair rating are
both high for percentage frequencies in AY 09-10. This could be due to the new
materials which were given the faculty members, and due to reproduction
difficulties, were given only a few days before classes started. Faculty
members did not have enough time to study the new materials. Aside from the
new materials, they tried to apply the activities as defined in the Guided Plans
using the techniques learned in the TTT. There were some faculty members
who did not attend the TTT yet, and thus, had to handle the new material
only.
There was also a significant number of faculty members who
participated in the Train the Trainors (TTT) workshop prior to the offering of
the LPU DTC curriculum and who handled Tourism 1 for 1st semester 09-10.
Evaluation scores were also compared between faculty members who took the
TTT , and those with no TTT, using the evaluation scores of 1st sem AY09-10,
some salient findings are: There is a higher percentage of non TTT faculty
members in the excellent, above average and poor rating; There is higher
percentage of TTT faculty in fair and average rating. This could be due to any
of the following reasons: There were many new faculty members who were
hired and were teaching for the first time this subject; The instructional
materials were new, and the teaching style was also new and thus, even senior
faculty members had difficulty adjusting to the new materials and new style;
The materials came a few days prior to the start of the semester and thus,
faculty members had little time to study the materials; The faculty members

ISSN 2094-1412, PEMEA, December 2009

The Assessment Handbook, Vol. 3, 2010

32

who did not have the TTT were not pressured to use the new teaching style and
thus used their own personal styles that they have been using the previous
semesters.
For Faculty members who undertook the TTT, the minimum rating was
3.42, and the maximum was 4.82, with an average of 4.18. For faculty
members with no TTT, the minimum rating was 3.36 and the maximum was
4.83, with an average of 4.28. Overall, the rating of the Non-TTT faculty
members were better as compared the faculty members with TTT .
Departmental Examinations. Departmental examinations were utilized
for the final examinations of 1st semester 09-10 for students taking Tourism 1.
Teachers handling Tourism 1 were requested to submit 20 multiple choice
questions, with maximum of 5 choices per question, to their respective
chairperson. The chairperson reviewed the questions and selected 100
questions from the “test bank,” based on frequently raised
questions/coverage. The various sets were made by varying the arrangement
of 90 items, and adding 10 new questions. The chairperson would assign the
particular set to the faculty member based on a particular schedule. Teachers
proctored their own section. Students used an answer sheet where they
shaded correct choice.
Examinations were given in different time slots, following the regular
class meetings that spread out to the 6 days of the exam week, different time
periods starting at 7:00 a.m., and every 2 hours interval. Answered sheets
were passed through an optical media reader (OMR) and statistical data were
generated. Aside from the minimum, maximum and average values that could
be generated, another significant value that could be computed was the
difficulty levels. These results are found in Table11. There was one section
that did not give a departmental exam.
Table 11
Results of Tourism 1 Departmental Exams 1st sem AY 09-10
Day of Exam
Mon
Tue
Wed
Thu
Fri
Sat
total

Number of
sections

no. of
examinees

19
11
8
4
8
7
57

563
372
293
164
329
249
1970

Min
27.78
35.56
37.78
26.67
30.00
25.56
30.56

Max
100.00
100.00
94.44
95.56
95.56
94.44
96.67

ave
64.36
67.68
64.08
67.79
67.93
59.09
65.16

level of
difficulty
35.64
32.32
35.92
32.21
32.07
40.91
34.84

There were 1,970 students who took the examinations in 57 scheduled
periods. The first two days had a student receiving a perfect score. Several
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statistics were generated. These were the minimum (min) which is the the
lowest score % received for that particular day; maximum (max), the highest
score % received for that particular day and the average (ave) computed by
averaging the scores of all the sections/students who took the examination on
that particular day. The Level of difficulty is the proportion of students who
answered the item correctly.
Instead of undertaking an item analysis, the overall scores were utilized
to generate level of difficulty on a class basis. The exam for the class is
considered an easy exam if difficulty is between .85 to 1.00 (only 15% did not
get it), medium is between .50 to .84 (16 to 50% got the answer correctly) and
hard if .00 to .49 (51 to 100% did not get the answer correctly).
The results of the departmental exams are considered “medium” with
difficulty levels ranging from 32.07 to 40.91%. There may be need to increase
student performance as this is a foundation course that sets many basic
concepts for use in higher courses. It must also motivate the students to want
to continue learning about their specialization otherwise, they may feel that
succeeding courses would be difficult to handle.
Day 5 had the lowest level of difficulty (32.07). Level of difficulty for
day 6 ( 40.91) was the highest as compared to the 5 other days. The lowest
score (25.56) was received during the last day of exams. The students in the
Saturday section had the highest level of difficulty (40.91), followed by the
Wednesday sections (35.92).
Perhaps students were stressed during the first day and did not have any
leads if exam was easy or not, and thus would account for the high level of
difficulty. As “leaks” regarding exams were spread to other students, level of
difficulty decreased for some days.
However, students became more
complacent as the days passed on, and thus, level of difficulty became the
highest on the last day.
Comparison for departmental exams results handled by faculty members
who underwent TTT versus departmental exams results of faculty members
who did not yet take TTT was undertaken. The figures are presented in Tables
12 and 13.
Table 12
Departmental Exam Results of Faculty with TTT training
level of
Faculty with TTT
Min
Max
ave
difficulty
Mon
27.78
100.00
63.32
36.68
Tue
38.89
95.56
67.47
32.53
Thu
26.67
88.88
60.29
39.72
Fri
30.00
95.56
65.18
34.82
ave
30.84
95.00
64.07
35.93
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Table 13
Departmental Exam Results of Faculty with no TTT training

Faculty with no TTT
Mon
Tue
Wed
Thu
Fri
Sat
ave

Min
41.11
35.56
37.78
36.67
43.33
25.56
36.67

Max
90.00
100.00
94.44
95.56
94.44
94.44
94.81

ave
64.77
66.41
64.08
66.18
67.24
59.09
64.63

level of
difficulty
35.23
33.59
35.92
33.82
32.76
40.91
35.37

no. of
examinees
154
185
293
82
154
249
1117

Some observations are: the minimum score of a student in the nonTTT
teacher was higher than the student in the TTT class; the maximum score of a
student in the TTT teacher is slightly higher that in the non-ttt class; the
average and level of difficulty are both higher in the non-teaching class as
compared to the TTT teacher class.
Faculty members had little time to review, study the instructional
materials and be familiar with the daily sessions as these were given a few days
before classes started. Although the content was similar than the 2007
curriculum, the delivery was different as faculty members had to do the DTC
Instructional Delivery method following the “ROPES” method (Review,
Overview, Present, Exercise, Synthesize) the daily sessions. There are also
some errors in the book, including grammatical errors as well as examples
which are not appropriate in the Philippine setting. The teachers also do not
know when the material is an exercise already or is part of the text lecture as
there are no indicators in the instructor‟s copy. Details of these comments
have been collated by the campus manager for the Instructional Material
Review workshop will be conducted sometime April 2010 to review all materials
developed by DTC for LPU use to resolve some of these difficulties. All
materials will have a one year use lifespan before a revised version is printed
out.
Facilities. All the LPU classrooms are air conditioned and has around 45
to 50 individual chairs with writing tablets. Aside from these, a teacher‟s table
is available. Whiteboard is installed in all rooms. CITHM has an allocation of 45
classrooms. The college has around 4 media rooms where an LCD projector
with PC is permanently installed and a TV and DVD player. Aside from these,
there are 6 roving LCD projectors with lap top and 2 roving overhead
projectors. These roving equipment are available on a reservation basis. Due
to the limited availability of these projectors, faculty members can reserve
only 2 sessions of 1.5 hours each per day, and 3 times a week, to allow other
faculty members to use them. With these limitations, there are days that no
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projector is available and thus the faculty member will have to use alternate
ways of showing the slides made by DTC. Some bring their own laptop and show
the slide in the monitor of their laptops – but with 40 to 50 students, the view
is not well received by all students, specially those sitting at the back of the
classroom. Other faculty members do not use the powerpoint slides made and
just use the whiteboard to write important things.
Summary and Conclusions
A formative evaluation of the Tourism 1 of the LPU DTC curriculum of
the Lyceum of the Philippines Manila was conducted. Documents reveal that
curriculum revisions were not properly documented; minutes of the meeting,
memoranda, and other documents relating to the revisions of the were
unavailable for the early curricula revisions. Prospectuses were the only clear
indication that revisions had taken place. Based on available prospectuses and
documented materials, there were six revisions undertaken since tourism and
hospitality management programs were offered in LPU. There should be better
identification of course changes and the creation of a college based curriculum
review committee to be headed by the various chairs for a particular cluster of
subjects may be undertaken. Part of the responsibility will be to develop
standard syllabi that will be used as minimum learning for particular subjects.
Define pre-requisite courses so that it will provide sufficient background in
certain aspects of hospitality industry will be added by providing pre-requisites
to some courses. Adjustments and changes in course titles and units were also
made resulting to new classifications and new categories particularly with
regards to the professional courses. Documentation must be strongly followed
in any curriculum review as current paper trail can provide more exposure to
various groups and documentation will be undertaken for all levels. Submission
of a file to the Library for archiving can also be undertaken to ensure that
documents are available for review.
The 2009 LPU DTC tourism and hospitality management programs of LPU
meet the standards prescribed by the CMO.
It adequately satisfies the
requirements for the ladderized curriculum. It also allows for the uniqueness
of the CITHM program versus other programs offered in other schools. More
than the standard requirements in tourism and hospitality management, CITHM
students are also equipped with technical and soft skills which meet global
standards due to the collaboration with Dusit International, a company that
manages the leading Thai hotel and resort chain, Dusit Thani Hotels. Tourism 1
course description, number of units and content covers more than the required
topics as prescribed by CHED. The tourism and hospitality management
curricula of LPU has more units than required by CHED i.e. BSIHM has more
than 15 units, with BSITTM has more than 14 units required by CHED.All
competencies required for the embedded trades of TESDA into CHED subjects
were achieved. These subjects are offered in the first two years of the tourism
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and hospitality management programs. Tourism 1 has more depth and breadth
as compared to the CHED course content.
A system of prerequisites was observed in designing the curriculum due
to the requirements of the ladderized program. The current syllabi were
reviewed by LPU during the summer of 2009 to make sure that changes in the
curriculum were met. The demographic profile of the 2009 students are not so
different as compared to 2008 students, prior to the LPU DTC curriculum. The
increased enrollment by more than 25% for SY 09-10 as compared to the dean‟s
listers generated for the same period to previous year may not be a good
performance indicator as the definition of a dean‟s lister was changed for SY
09-10, thus, reducing drastically the number of dean‟s listers for the current
year. There are more part-time faculty members for A09-10 as compared to the
previous academic year and may affect the instructional effectiveness and
efficiency as the new faculty members may not be too familiar with the DTC
way. It is recommended that more senior faculty members be assigned to
handle Tourism 1 so that there is more familiarity with the content and
delivery requirements of the DTC subject. Hire more full time faculty
members, and those with a minimum of a masters degree to meet 2012
requirement of CHED that all tertiary teachers should have masters degree.
Provide all faculty members who will handle the LPU DTC subject training on
the DTC “ROPES” delivery so that there is full appreciation of the daily lesson
plan and uniformity and consistency is established. Departmental exam results
show that an exam that is given during different time slots and days may result
to leakage and higher levels of difficulty. Thus, a one time slot, one day exam
be given for all subjects that have more than 3 sections, including Tourism 1.
Tourism 1 instructional materials (Teacher‟s, Student‟s, Guided Lesson Plan
and powerpoint slides) be reviewed taking into account feedback from teachers
and students who used the materials. As there are powerpoint slides, it is
recommended that either transparencies for OHP be provided to the teacher
and more LCD projectors be purchased to allow faculty members good
utilization of the powerpoint slides prepared by DTC.
By adhering to both local and international standards, the LPU‟s tourism
and hospitality management programs ensure that its graduates are equipped
with the skills needed to respond to industry demands both here and abroad.
To ensure that the program remains as responsive and effective, an
institutional commitment for continual curriculum evaluation is crucial.
Recommendations
The study would like to recommend the following based on the result of
the analysis of the intended and the implemented curriculum of the tourism
and hospitality management programs of the LPU.
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Curriculum Revisions
Based on the documentary analysis as well as the interviews conducted,
there is a need to document all activities and processes (meetings,
memorandum, other pertinent letters) pertaining to the development and
revision of the curricula. These documents will serve as bases for curriculum
evaluation and revision in the future. The availability of these documents will
ensure that future evaluators of the program will learn and understand the
rationale for each curricular component, each curricular change. When these
curriculum-relevant documents are already available, these should be filed
appropriately, turned over from one administration to the next, so that the
history of the program can be easily traced. A regular evaluation of the
curriculum should be planned and implemented by the school. The evaluation
should not only involve the college‟s administrators, faculty and students, but
also members of the hospitality management industry and graduates. Involving
major industry stakeholders will help maintain a curriculum that is authentic
and responsive to the industry‟s needs.
Syllabi Content
Review syllabi yearly to ensure appropriateness and relevancy.
Instructional materials that support the syllabi must be appropriate for the
Philippine setting as materials were developed fully in another country. Have
a yearly review of the syllabi to enhance content and to solicit feedback form
faculty members handling the course together with Dusit Thani College
representatives so that materials will be easy to use for everyone concerned.
Learning Experiences
Regular instructional evaluation be conducted to ensure that this
continues to be the case. Evaluation is also necessary to improve on the quality
of learning experiences and instructional methods.
Evaluation Tools
Faculty members teaching the same courses must have regular cluster
meetings, not only to allow themselves to update each other on the progress of
their respective sections, share best practices in the classroom, but also, agree
about the content of the exams. These regular cluster meetings should be
properly documented, and the minutes and documentation, well-disseminated
across the faculty. There should be better coordination in preparing
departmental exams. It is recommended to conduct an item analysis of the
questions to generate valid and reliable questions that measure learning of
students.
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Faculty
Administrators must require faculty members to pursue graduate studies
that are aligned with the courses they are handling. The institute must provide
incentives by reducing the load of faculty members who are studying, as well
as providing them with thesis grants. Encourage faculty members to go into
research related to their field, with financial assistance which may be in the
form of research units – remuneration paid monthly for a research program that
the faculty will pursue. This will strengthen new knowledge that may be useful
in instruction and extension activities.
Encourage faculty members to attend continuing professional
development programs relevant to their field to make sure that everyone is up
to date in the courses they teach. The institute must make sure that the
schedule of attendance and completion of the faculty, especially the area
chairs, to various training programs that will enhance their teaching, as
required by government and other agencies.
Faculty evaluation tools can be reviewed to see if performance
indicators are comparable to other tools being used in educational institutions
and consider other aspects that go beyond instruction, such as research and
extension activities.
Facilities
With the extensive use of laboratories in the various skill courses of the
tourism and hospitality management programs, there is a need to maintain an
updated and adequate set of equipment and utensils. Schools must constantly
benchmark their facilities and equipment with industry standards to ensure
that students are properly trained with current practices in the industry.
Classrooms should also have sufficient audio visual equipment to make learning
more “multi-sensory” for the students.
The formative evaluation of the curriculum of the Tourism 1 of LPU DTC
confirms that various factors, both external and internal, influence the
curriculum to a great degree. They provide the standards for assessing the
intended curriculum against the implemented and what was actually achieved.
There is a need to constantly monitor the elements against the standards and
make corresponding changes to ensure that deviations from the intended are
manageable.
It is recommended to replicate this study in various higher educational
institutions offering tourism and hospitality education programs. Issues and
suggestions for improvements can be discussed by the administrator of the
program so that there could be uniform actions taken for similar situations.
Other schools offering multiple sections of the same subjects in a single or
multiple campus can also undertake a similar study. It could provide
administrators information on areas of improvement based on discrepancies
between the standard (planned) and the implemented. A longitudinal study of
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a cohort of students and faculty, both for short and long term measures could
be undertaken over a period of time so that programs can be effectively and
efficiently administered.
A summative evaluation can be conducted once a batch of students
graduate after AY 2013-2014, when the whole program is completed.
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Grading is the one of the major function, result, and
outcome of assessing and evaluating students’ learning
in the educational setting. This short report provides
three basic information about grading students: Its
definition, purpose, and rationale. The definition of
grades presents the concept of grading that is
acceptable in literature as well as its process. The
purpose of grading is discussed in terms of feedback
administrative purposes, discovering exceptionalities
and motivation. The rational of grades are further
explained through absolute and fixed standards, norms,
individual growth, and achievement relative ability and
effort.
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rationale of grades
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Defining Grading

E

ffective and efficient way of recording and
reporting evaluation results is very important
and useful to persons concerned in the school
setting. Hence, it is very important that students’
progress is recorded and reported to them, their
parents and teachers, school administrators,
counselors and employers as well because this
information shall be used to guide and motivate
students to learn, establish cooperation, and
collaboration between the home and the school. It
is also used in certifying the students’
qualifications for higher educational levels and for
employment. In the educational setting, grades are
used to record and report students’ progress.
Grades are essential in education such that
students’ learning can be assessed, quantified, and
communicated. Every teacher needs to assign
grades which are based on assessment tools such as
tests, quizzes, projects, and so on. Through these
grades, achievement of learning goals can be
communicated with students and parents,
teachers, administrators, and counselors. However,
it should be remembered that grades are just a
part of communicating student achievement;
therefore, it must be used with additional
feedback methods.
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According to Hogan (2007) and Magno and Ouano (2010), grading implies (a)
combining several assessments, (b) translating the result into some type of scale that
has evaluative meaning, and (c) reporting the result in a formal way. From this
definition, we can clearly say that grading is more than quantitative values as many
may see it; rather, it is a process. Grades are frequently misunderstood as scores.
However, it must be clarified that scores make up the grades. Grades are the ones
written in the report cards of students which is a compilation of students’ progress
and achievement all throughout a quarter, a trimester, a semester or a school year.
Grades are symbols used to convey the overall performance or achievement of a
student and they are frequently used for summative assessments of students. Take for
instance two long exams, five quizzes, and ten homework assignments as
requirements for a quarter in a particular subject area. To arrive at grades, a teacher
must be able to combine scores from the different sets of requirements and compute
or translate them according to the assigned weights or percentages. Then, he/ she
should also be able to design effective ways on how he/ she can communicate it with
students, parents, administrators and others who are concerned. Another term not
commonly used to refer to the process is marking (see Holbrook, 2010). Figure 1
shows a graphical interpretation summarizing the grading process.
Figure 1
Summary of Grading Process
Separate Assessment
Tests, Quizzes, Exams,
Projects, Seatworks,
Worksheets, etc.

Reported
Grades are
communicated to
teachers, students,
parents, administrators,
etc.

Combined
Depends on the assigned
weights/percentages for
each set of requirements

Translated
Combined scores are
translated into scales
with evaluative meaning

The Purposes of Grading
Grading is very important because it has many purposes. In the educational
setting, the primary purpose of grades is to communicate to parents, and students
their progress and performance. For teachers, grades of students can serve as an aid
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in assessing and reflecting whether they were effective in implementing their
instructional plans, whether their instructional goals and objectives were met, and
such. Administrators on the other hand, can use the grades of students for a more
general purpose as compared to teachers, such that they can use grades to evaluate
programs, identify and assess areas that needs to be improved and whether or not
curriculum goals and objectives of the school, and state has been met by the students
through their institution. From these purposes identified, the purposes of grading can
be sorted out into four major parts in the educational setting.
Feedback. Feedback plays an important role in the field of education such
that it provides information about the students’ progress or lack. Feedback can be
addressed to three distinct groups concerned in the teaching and learning process:
parents, students, and teachers.
Feedback to Parents. Grades especially conveyed through report cards provide
a critical feedback to parents about their children’s progress in school. Aside from
grades in the report cards however, feedbacks can also be obtained from standardized
tests, teachers’ comments.
Grades also help parents to identify the strengths and weaknesses of their
child. Depending on the format of report cards, parents may also receive feedbacks
about their children’s behavior, conduct, social skills and other variables that might
be included in the report card. On a general point of view, grades basically tell
parents whether their child was able to perform satisfactorily.
However, parents are not fully aware about the several and separate
assessments which students have taken that comprised their grades. Some of these
assessments can be seen by parents but not all. Therefore, grades of students,
communicated formally to parents can somehow let parents have an assurance that
they are seeing the overall summary of their children’s performance in school (Magno,
Lynn, Lee, & Ko, 2009).
Feedback to Students. Grades are one way of providing feedbacks to students
such that it is through grades that students can recognize their strengths and
weaknesses. Upon knowing these strengths and weaknesses, students can be able to
further develop their competencies and improve their deficiencies. Grades also help
students to keep track of their progress and identify changes in their performance.
This feedback is directly proportional with the age and year level with the
students such that grades are given more importance and meaning by a high school
student as compared to a grade one student (see Raven, 2010); however, Motivation
plays a role in grades. Such that grade one students (young ones) are motivated to get
high grades because of external rewards and high school students (older ones) are also
motivated internally to improve one’s competencies and performance.
Feedback to Teachers. Grades serve as relevant information to teachers. It is
through grades of students that they can somehow (a) assess whether students were
able to acquire the competencies they are supposed to have after instruction; (b)
assess whether their instruction plan and implementation was effective for the
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students; (c) reflect about their teaching strategies and methods; (d) reflect about
possible positive and negative factors that might have affected the grades of students
before, during and after instruction; and (e) evaluate whether the program was
indeed effective or not. Given these beneficial purposes of grades to teachers, we can
really say that teaching and learning is a two way interrelated process, such that it is
not only the students who learn from the teacher, but the teacher also learns from
the students. Through grades of students, a teacher can be able to undergo selfassessment and self- reflection in order to improve herself and be able to recognize
relative effectiveness of varying instructional approaches across different student
groups being observed and be flexible and effective across different situations
(Jorgenson & Jorgenson, 1993).
Administrative Purposes
Promotion and Retention. Grades can serve as one factor in determining if a
student will be promoted to the next level or not. Through the grades of students,
skills, and competencies required of him to have for a certain level can be assumed
whether or not he was able to achieve the curriculum goals and objectives of the
school and/ or the state. In some schools, the grade of students is a factor taken into
consideration for his/ her eligibility in joining extracurricular activities (performing,
theater arts, varsity, cheering squads… etc.). Grades are also used to qualify a
student to enter high school or college in some cases. Other policies may arise
depending on the schools’ internal regulations. At times, failing marks may prohibit a
student from being a part of the varsity team, running for officer, joining school
organizations, and some privileges that students with passing grade get. In some
colleges and universities, students who get passing grades are given priority in
enrolling for the succeeding term, as compared to students who get failing grades.
Placement of Students and Awards. Through grades of students, placement
can be done. Grades are factors to be considered in placing students according to
their competencies and deficiencies. Through which, teaching can be more focused in
terms of developing the strengths and improving the weaknesses of students. For
example, students who consistently get high, average and failing grades are placed in
one section wherein teachers can be able to focus more and emphasize students’
needs and demands to ensure a more productive teaching learning process. Another
example which is more domain specific would be grouping students having same
competency on a certain subject together. Through this strategy, students who have
high ability in Science can further improve their knowledge and skills by receiving
more complex and advanced topics and activities at a faster pace, and students
having low ability in Science can receive simpler and more specific topics at a slower
pace (but making sure they are able to acquire the minimum competencies required
for that level as prescribed by the state curriculum). Aside from placement of
students, grades are frequently use as basis for academic awards. Many or almost all
schools, universities and colleges have honor rolls, and dean’s list, to recognize
student achievement and performance. Grades also determine graduation awards for
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the overall achievement or excellence a student has garnered throughout his/ her
education in a single subject or for the whole program he has taken.
Program Evaluation and Improvement. Through the grades of students taking
a certain program, program effectiveness can be somehow evaluated. Grades of
students can be a factor used in determining whether the program was effective or
not. Through the evaluation process, some factors that might have affected the
program’s effectiveness can be identified and minimized to improve the program
further for future implementations.
Admission and Selection. External organizations from the school also use
grades as reference for admission. When students transfer from one school to
another, their grades play crucial role for their admission. Most colleges and
universities also use grades of students in their senior year in high school together
with the grade they shall acquire for the entrance exam. However, grades from
academic records and high stakes tests are not the sole basis for admission; some
colleges and universities also require recommendations from the school, teachers
and/ or counselors about students’ behavior and conduct. The use of grades is not
limited to the educational context, it is also used in employment, for job selection
purposes and at times even in insurance companies that use grades as basis for giving
discounts in insurance rates.
Discovering Exceptionalities
Diagnosing Exceptionalities. Exceptionalities, disorders and other
malfunctions can also be determined through the use of grades. Although the term
exceptionality is often stereotyped as something negative, it has its positive sides
such as giftedness and such. Grades play an essential role in determining these
exceptionalities such that it is a factor to be considered in diagnosing a person.
Through grades, intelligence, ability, achievement, aptitude, and other factors that
are quite difficult to measure can be interpreted and therefore be given proper
interventions and treatments when they fall out of the established norms.
Counseling Purposes. It is through the grades of students that teachers can
somehow seek the assistance of a counselor. For instance, a student who normally
performs well in class suddenly incurs consecutive failing marks, then teachers who
was able to observe this should be able to think and reflect about the probable
reasons that caused the student’s performance to deteriorate and consult with the
counselor about procedures she can do to help the student. If the situation requires
skills that are beyond the capacity of the teacher, then referral should be made.
Grades are also used in counseling when personality, ability, achievement,
intelligence, and other standardized tests are being measured.
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Motivation
Motivation can be provided through grades; most students study hard in order
to acquire good grades; once they get good grades, they are motivated to study
harder to get higher grades. Some students are motivated to get good grades because
of their enthusiast to join extra- curricular activities, since some schools do not allow
students to join extra-curricular activities if they have failing grades. There are
numerous ways on how grades serve as motivators for students across different
contexts (family, social, personal…etc.). Thus, grades may serve as one of the many
motivators for students.
Rationalizing Grades
Attainment of educational goals can be made easier if grades could be accurate
enough to convey a clear view of a student’s performance and behavior. But the
question is what basis shall we use in assigning grades? Should we grade students in
relation to (a) an absolute standard, (b) norms or the student’s peer group, (c) the
individual growth of each student, (d) the ability of each student, or (e) the effort of
the students? Each of these approaches has their own advantages and disadvantages
depending on the situation, test takers, and the test being used. It is expected for
teachers to be skillful in determining when to use a certain approach and when not
to.
Absolute Standards. Using absolute standards as basis for grades means that
students’ achievement is related to a well defined body of content or a set of skills.
For a criterion- referenced measurement, this basis is strongly used. An example for a
well defined body of content would be: “Students will be able to enumerate all the
presidents of the Philippines and the corresponding years they were in service.” An
example for a set of skills would be something like: “Students will be able to
assemble and disassemble the M16 in 5 minutes.” However, this type of grading
system is somewhat questionable when different teachers make and use their own
standards for grading students’ performance since not all teachers have the same set
of standards. Therefore, standards of teachers may vary across situations and is
subjective according to their own philosophies, competencies and internal beliefs
about assessing students and education in general. Hence, this type of grading system
would be more appropriate when it is used in a standardized manner. Such that a
school administration or the state would provide the standards and make it uniform
for all. An example for tests wherein this type of grading is appropriate would be
standardized tests wherein scales are from established norms and grades are obtained
objectively.
Norms. The grades of students in this type of grading system is related to the
performance of all others who took the same test; such that the grade one acquires is
not based on set of standards but is based from all other individuals who took the
same test. This means that students are evaluated based on what is reasonably
expected from a representative group (see Russell, 2005). To further explain this
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grading system, take for instance that in a group of 20 students, the student who got
the most number of correct answers- regardless whether he got 60% or 90% of the
items correctly, gets a high grade; and the student who got the least number of
correct answers- regardless whether he got 10% or 90% of the items correctly, would
get a low grade. It can be observed in this example that (a) 60% would warrant a high
grade if it was the highest among all the grades of participants who took the test; and
(b) a 90% can possibly be graded as low considering that it was the lowest among all
the grades of the participants who took the test. Therefore, this grading system is not
advisable when the test is to be administered in a heterogeneous group because
results would be extremely high or extremely low. Another problem for this approach
is the lack of teacher competency in creating a norm for a certain test which lets
them settle for absolute standards as basis for grading students. Also, this approach
would require a lot of time and effort in order to create a norm for a sample. This
approach is also known as “grading on the curve.”
Individual Growth. The level of improvement is seen as something relevant in
this type of grading system as compared to the level of achievement. However, this
approach is somewhat difficult to implement such that growth can only be observed
when it is related to grades of students prior to instruction and grades after the
instruction, hence, pretests and posttests are to be used in this type of grading
system. Another issue about this type of grading system is that it is very difficult to
obtain gain or growth scores even with highly refined instruments. This system of
grading disregards standards and grades of others who took the test; rather, it uses
the quantity of progress that a student was able to have to assess whether he/ she
will have a high grade or a low grade. Notice that initial status of students is required
in this type of grading system.
Achievement Relative to Ability. Ability in this context refers to mental
ability, intelligence, aptitude, or some familiar constructs. This type of grading is
quite simple to understand such that a student with high potential on a certain
domain I expected to achieve at a superior level, and the student with limited ability
should be rewarded with high grades if the student exceeds expectations.
Achievement Relative to Effort. Similarly, this type of grading system is
relative to the effort that students exerted such that a student who works really
diligently, responsibly, complying to all assignments and activities, doing extra credit
projects and so on should receive a high grade regardless of the quality of work he
was able to produce. On the contrary, a student who produces a good work will not be
merited a high grade if he was not able to exert enough effort. Notice that grades are
based merely on efforts and not on standards.
As mentioned earlier, each of these approaches in arriving at grades have their
own strengths and limitations.
Using absolute standards, one can focus on the achievement of students.
However, this approach fails to state reasonable standards of performance and
therefore can be subjective. Another drawback in this approach would be the
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difficulty in specifying clear definitions; although this difficulty can be solved, it can
never be eliminated.
The second approach is appealing such that it ensures realism that is at times
lacking in the first approach. It avoids the problem of setting too high or too low
standards. Also, situation wherein everyone fails can be prevented. However, the
individual grade of students is dependent on the others which is quite unfair. A
second drawback to this kind of approach is that how will the teacher choose the
relevant group; will it be the students in one class, students in the school, students in
the state, or students in the past ten years? Answers to these questions are essential
to be answered by a teacher to have a rationale if achievement in relation to other
students. Another difficulty for this approach is the tendency of encouraging
unhealthy competitions; if this happens, then students become competitors with one
another and it is not a good environment for teaching and learning.
The last three approaches can be clustered such that they have similar
strengths and weaknesses. The strength of theses three is that they focus more on the
individual, making the individual define a standard for himself. However, these three
approaches have two drawbacks; one is that conclusions would seem awkward, or if
not, detestable. For example, a student who performed low but was able to exert
effort gets a high grade; but a student who performed well but exerted less effort got
a lower grade. Another example would be: Ken with an IQ of 150 gets a lower grade
compared to Tom with an IQ of 80 because Ken should have performed better; while
we were pleasantly amazed with Tom’s performance… Kyle starting with little
knowledge about statistics learned and progressed a lot. Lyra, who was already
proficient and knowledgeable in statistics, gained less progress. After the term, Kyle
got a higher grade since he was able to progress more; although it can be clearly seen
that Lyra is better than him. Conditions of these types make people feel
uncomfortable with such conclusions. The second drawback would be reliability.
Reliability is hard to obtain when we use differences as basis for grades of students. In
the case of effort, it is quite hard to measure and quantify it, therefore, it is based on
subjective judgments and informal observations. Hence, resulting grades from these
three approaches when combined to achievement are somewhat unreliable. Table 1
presents a summary of the advantages and disadvantages of the different rationales in
grading.
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Table 1
Advantages and Disadvantages of Different Rationales in Grading
Rationale
Absolute Standards

Advantages
- Focuses exclusively on
achievement

Disadvantages_______________
- Standards are opinionated
- Difficulty in getting clear
definitions

Norms

- Ensures realism
- Always clear to determine

- Individual grades depend on
- Choosing relevant group

Improvement,
Ability, Effort

- Concentration on individual

- Awkward conclusions
- Reliability
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The report emphasized on how Assessment of Learning
and Assessment for Learning can contribute to one’s
learning. Assessment of Learning usually takes place
towards the end of a course. Assessment is conducted
to assess student’s mastery or achievement. Assessment
for learning, on the other hand, takes place in the
middle of a course. Teachers use the data gathered
from assessment to determine and address learning
needs of students to make improvements on curriculum
and teaching. The report also discussed ways to
implement assessment for learning and other ways of
applying Assessment for Learning. The last section
discussed other affective processes that promote
Assessment for Learning.
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ducational institutions in the country and even
outside the country have been engaged in
reforms to improve instructional programs and
academic achievement. A need for appropriate
assessment that will identify what the students
should know and should be able to do at a certain
level is at the core of these reforms. Assessment,
therefore, may be a powerful tool that is made
available to us for ensuring that students meet the
standards requisite to their specific grade or year
level.
Assessment of and for learning can both
promote greater learning. However, schools place
more emphasis on assessment of learning rather
than making a much stronger importance in
assessment for learning. The crucial distinction
between the two is assessment of learning carries
out for the purpose of grading and reporting the
student performance while assessment for learning
uses classroom assessment process and the
continuous flow of information about student
achievement that advances student learning
(Stiggins, 2008). Moreover, the purpose of
assessment of learning is usually summative. It
intends to report student’s progress or
achievement. It is often done towards the end of a
course or a program and takes the form of tests or
exams. In contrast, assessment for learning focuses
on collection or gathering of data to modify the
learning process of students. Assessment for
learning usually happens in the middle of a course
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or a period. In Assessment for Learning, teachers use their knowledge of the students
and assessment to identify learning needs of the students (Earl, 2003).
This report explores how assessment for learning can make the students keep
learning and remain confident. Assessment for learning is one of the most important
goals of assessment.
Black and William (1998) made a review of research into classroom assessment and
found out that assessment for learning is one of the most powerful ways of improving
learning and raising standards. Because of this finding, they proposed that when
anyone is trying to learn, feedback about the effort has three elements: redefinition
of the desired goal, evidence about present position, and some understanding of a
way to close the gap between the two.
To balance our use of assessment of learning with assessment for learning in
our current school system, this report aims to:
1. Discuss the principles of assessment for learning.
2. Identify how to implement assessment for learning.
3. Recognize other ways to apply assessment for learning.
4. Present affective processes that can be measured to promote assessment
for learning.
Assessment for Learning
Can the standardized tests, procedures and scores help the learners have
interest in learning and feel able to learn? Stiggins (2008) argued that the more we
generate valid and reliable tests, the more it is challenging to let the learners feel
the positive impact of the scores on them. This is the problem in assessment of
learning because standardized tests can not capture the whole learning experience of
the students.
Looking at the use of the assessment information to support learning and
teaching is central in assessment for learning. As defined by the Assessment Reform
Group (2002), assessment for leaning is “the process of seeking and interpreting
evidence for use by learners and their teachers to decide where the learners are in
their learning, where they need to go and how the best to get there.” To strengthen
the assessment for learning, the following are the ten research-based principles listed
by the Assessment Reform Group to guide the classroom practice:
(1) It is part of effective planning. Learner and teacher are given both
opportunities to gather and maximize the information about progress towards learning
goals should be considered in teacher’s planning. Strategies are planned to ensure
that learner will receive feedback, take part in their learning assessment and be
assisted to make further progress.
(2) It focuses on how pupils learn. When the assessment is planned and the
evidence is interpreted, learner and teacher take into account the process of
learning. Learner’s awareness not only on “what” of the learning but as well as the
“how” must be achieved.
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(3) It is central to classroom practice. Recognizing assessment for learning as
central to classroom practice when teachers observe, interpret and judge how
learners demonstrate and improve their knowledge, understand and skills. It is
essential to integrate this assessment process in everyday classroom practice and
involve both the teacher and learner in reflection, dialogue and decision making.
(4) It is a key professional skill. Possessing the knowledge and skills in
implementing assessment for learning is considered as a key professional skill of the
teachers. They are required to plan for assessment, observe learning, analyze and
interpret evidence of learning, give feedback to learners and support learners in the
self-assessment. Supporting the teachers to improve these skills can be attained
through planning a continuing professional development.
(5) It is sensitive and constructive. There is an emotional impact if assessment
for learning is put into practice. Hence, teachers need to be aware of their
comments, marks and grades as these affect the confidence and enthusiasm of the
learner. Focusing on the work rather than the learner is more constructive and
sensitive for learning and motivation.
(6) It fosters motivation. Learner motivation is considered important in
assessment for learning by emphasizing progress and achievement rather than failure
in the class performance. Preserving and enhancing motivation can be manifested by
protecting the learners’ independence, providing them choices and feedback as well
as creating opportunities for self-direction. When learners are compared with others
who have been more successful, they are unlikely to be motivated and may even
withdraw themselves from the learning process in areas where they have been made
feel they are incapable of doing.
(7) It promotes understanding of goals and criteria. Promotion of
commitment to learning goals and a shared understanding of the criteria by which
they are assessed can lead to effective learning. Prior to commitment and
understanding, the learner should be given some part in deciding goals and identifying
criteria for assessing the progress. The process of communicating the criteria for
assessment involves a discussion with the learners using terms that they can
understand, stipulation of examples on how to meet the criteria and engagement of
the learners in peer and self-assessment.
(8) It helps learners know how to improve. Constructive guidance about how
to improve is part of planning assessment for learning. The teachers should not only
identify the strengths of the learner but as well as advise on how to develop them.
Moreover, teachers can provide opportunities for learners to improve upon their work
if they know how to address the weaknesses in a clear and constructive manner.
(9) It develops the capacity for self-assessment. Autonomous learners display
the ability to search for and gain new skills, knowledge and understanding which
make them more reflective and self-managing because of their capacity for selfISSN 2094-1412, PEMEA, July 2010
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assessment. Thus, it is the role of the teacher to equip the learners with the interest
and the capacity to take charge of their learning by developing their skills on selfassessment.
(10) It recognizes all educational achievement. The use of the assessment for
learning is to enhance all learners’ opportunities in all areas of educational activity.
Teacher must recognize all the efforts of the learners in accomplishing tasks.
Implementing Assessment for Learning
Assessment of learning has well established procedures since it is widely used
by different schools. However, for the assessment for learning, some theoretical ideas
need to be understood in order to maximize its potential benefits. Following certain
guidelines which reflects the essential features of assessment for learning is
important.
Closing the gap between current and desired academic performance is central
to assessment for learning. To be able to maximize the use of assessment, here are
the specific assessment actions that must be taken.
1. We must balance our assessments to provide relevant information needed
by instructional decision- makers. Three important questions should be considered
when we do assessments: (1) What information do we get from the use of assessment
that are relevant to the stakeholders? (2) What are the decisions that stakeholders
make after getting the information? (3) Who are the decision- makers? The answers to
these questions vary across contexts – from classroom to school districts to the
community. At the classroom level for instance, we have been used to conducting a
year end test or achievement test to assess the mastery level of students. However,
we fail to assess the pacing of their learning during the school year. We forget to see
where the student is in terms of his or her learning. At the program level, teachers,
subject coordinators, principals must be able to highlight the standards that student
should know and should be able to do. School leaders should be able to communicate
these standards not yet met to the teachers so they can focus on improving their
teaching and instructional programs. At the institutional level, the district
supervisors, school leaders must collaborate to help students in the entire community
to meet the standards and to help them prepare to the next level.
2. We must continue to make refinements or improvements in our academic
achievement standards. Standards have been set for almost two decades. However,
the problem lies when the standards in place are not sufficient to represent what
students should be able to master. Therefore, we must be able to continue to make
improvements and refine the standards to encompass what are essential, enduring
and continuous. Standards must be ordered in such a way that that it promotes
learning progression. It is not the case when a student has mastered the skill and then
later on, the student has not able to master it. Rather, students must be able to
master in an ascending level of proficiency. Refinement in the standards is everyone’s
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accountability. Teachers, subject coordinators, and qualified professionals can refine
these standards, deconstruct each standard and prepare student expectations.
3. We must assure a quality assessment in the classroom. Focus has been given
to students who are not meeting the standards. We fail to accommodate differences
in the needs of the students in the classrooms. Students who have been meeting or
even exceeding the standards have needs far different from those who do not meet
the standards. Therefore, to address the varying needs of the students, teachers,
principals and school leaders must have professional training to be able to institute or
design programs that will address to the needs of the students. Framing improvement
in terms of building on success is much helpful to the students. Teachers can lead the
students toward a variety of improvements such as:
4. We must be able to turn learners to become assessors of their own learning.
The time has come that learners must be turned into assessors. Adults must come in
the way to help students self – assess by comparing their work against the standard.
This is consistent with the principles and practices of classroom assessment for
learning. Again, teachers must be given the opportunity to learn to apply these
principles and practices. Pre-service programs and professional development for
teachers must be ongoing.
5. We must re-evaluate our feedback strategies. The central to learning is the
idea of future performance is being influenced by information about the previous
student performance. Feedback is powerful that can provide information on learning
success or failure in order to assist the students know about their areas of strengths
and weaknesses. Teachers must be trained on how to effectively use feedback so as
to support and encourage student learning. It is much easier when teachers are clear
about learning intentions if they really want to focus on feedback and be more
specific about where students are in their learning. Hattie and Timperley (2007)
report that feedback works well when it does the following:
a. It focuses on the student’s work rather than the students attributes as a
learner.
b. It is descriptive of the work indicating how students could make the work
better.
c. It is clearly understood.
d. It sufficiently detailed.
e. It is timely.
6. We must build on learner success as a key motivator. Success in learning
works as a motivator for learners. Intimidation on the other hand, may be a motivator
to some but it also produces anxiety and fear to others. The fact that we all want
students to achieve the standards, then it simply implies that achieving success is just
within our reach. Therefore, we must be able to build the confidence of the students
to help them have a positive attitude towards their learning.
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7. We must assure assessment literacy throughout our assessment systems. To
assure assessment literacy in the classroom or the entire district, we must equip our
educators with the right skills in doing assessments. We must provide them
opportunities to learn and apply the principles in assessment for learning. It is in this
way that we will be able to help them maximize and effectively use assessment.
Alternative Assessment
If assessment for learning can help the students want to learn and feel able to
learn, what are the other current approaches to assess the student learning
improvement? The alternative assessment is one approach that teachers can use to
measure the greater impact of the learning process. It includes any other assessment
method other than the traditional paper- and pencil type of test.
In alternative assessment, it requires students to demonstrate skills and
knowledge that cannot be assessed by using the paper and pencil type. Critical
thinking and evaluation skills are revealed when using alternative assessment. With
alternative assessment, it will help schools prepare students for more complex tasks
that may be required of them when they become adults by focusing on critical
thinking skills rather than memorization. They are designed to help students selfassess and be responsible for their own learning. It emphasizes students’ areas of
strengths instead of their weaknesses.
Alternative assessment may take different forms based on the skills and
knowledge being assessed. Students are usually asked to demonstrate learning
through creation of a product, an oral presentation, performing a skill or conducting a
demonstration. Among the variations of alternative assessments are performancebased assessment, authentic assessment, portfolio assessment, and student selfassessment.
The features of alternative assessment are the following: (1) Assessment is
based on authentic tasks that demonstrates learner’s ability or skills. (2) Learners set
up criteria for successful completion of tasks. (3) Learners are given the opportunity
to assess themselves and their peers.
Alternative assessment relies on observations that are recorded using checklist,
holistic scale, analytic scale and rubrics.
Checklist. A checklist is used to keep track of a student’s progress or work
through recording. It can be used to check whether a task is accomplished or not. To
create a checklist, one has to determine the specific tasks to be assessed and to
create a column for marking yes or no.
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SAMPLE CHECKLIST FOR MULTIMEDIA PRESENTATION
Criteria

Yes

No

Use of Animation
Use of Graphics
Use of Sounds
Holistic Scale. The holistic scale contains several criteria, yielding a single
score that gives an overall impression or rating. It is used to determine an overall
rating of all the factors or dimensions being assessed. It is simple in such a way that a
single rating represents overall evaluation.
SAMPLE HOLISTIC SCALE FOR MULTIMEDIA PRESENTATION
3-Excellent Multimedia Presentation
* included 10 kinds of animation
*included 5 varieties of sounds
* included 3 kinds of graphics
2 - Good Multimedia Presentation
* included 5 kinds of animation
* included 2-4 varieties of sounds
* 1 kind of graphics included
1 - Poor Multimedia Presentation
* included less than 5 kinds of animation
*included 1 kind of sound
*no graphics included
Analytic Scale. Whereas holistic scale gives an overall rating, the analytic
scale provides a single rating for each particular dimension being assessed. This gives
a clearer picture of how performance is evaluated because all the factors are listed
and considered.
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SAMPLE ANALYTIC SCALE FOR MULTIMEDIA PRESENTATION
Outstanding
3

CRITERIA

Competent
2

Poor
1

Creative Animation
Varied Graphics
Original Sounds
Rubric Scale. Rubric involves the use of scoring criteria combined with a
rating scale. Rubrics are scoring guide that use criteria to differentiate between
levels of student proficiency. Rubrics should answer the following questions:
a. By what criteria should performance be judged?
b. Where should we look and what should we look for to judge performance
success?
c. What does the range in the performance quality look like?
d. How do we determine validity, reliability, and fairly what scores should
be given and what that score means?
e. How the different levels of quality should be described and distinguished
from one another?
SAMPLE RUBRIC FOR MULTIMEDIA PRESENTATION
Excellent

Meeting Standards

Progressing

Not met
standards

Graphics

Well-placed
graphics were used
to make essential
points on how
parallel and
perpendicular lines
are used in real life

Graphics were used
to make essential
points on how
parallel and
perpendicular lines
are used in real life.

Graphics were
used .

No graphics
used.

Effects

Different
transitions,
soundswere used .
Additional
animation used.

Different
transitions, effects
were used.

One type of
transition or
effect was used

No Transitions
/effects used.

Sounds

Various sounds
used,
Original sounds
included

Few sounds used

One type of
sound used
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Affective Processes in Student Learning
In assessing student achievement over the years, we are only occupied with
cognitive processes. We tend to neglect measures of affective processes such as
motivation, self-regulation and self-efficacy. The affective processes are rarely
considered as interacting with the cognitive processes. Others frequently think
affective domain only in terms of a student's motivation to learn. As Smith and Ragan
(1999) have pointed out that any cognitive or psychomotor objective has some
affective component to it.
Exploring assessment in relation to affective processes can maximize the use of
assessment for learning. Although teachers may not always aware of, motivation is a
contributing factor to student achievement. The role of the teacher is to identify the
intrinsic and extrinsic motivation of the students in their class performance. Fritz
Heider’s attribution theory is one explanation about the intrinsic motivation which is
usually associated with high educational achievement and enjoyment by students. A
teacher can attempt to assess the amount of effort the learners put in doing tasks,
the belief of the learners that they can be effective in reaching desired goals and the
level of learner interest in mastering a topic. For extrinsic motivation, teachers can
identify what are the rewards that can lead to better student learning.
Teachers can make use of the following instruments to assess the student
motivation.
(1) Motivational Element Questionnaire (MEQ). A valid questionnaire
constructed by Schimdt et al. to measure intrinsic and extrinsic motivation.
(2) Instructional Materials Motivation Survey (IMMS). It was developed by
Keller that requires students to rate 36 statements in relation to the instructional
materials they have just used.
(3) Motivational Delivery Checklist (MDC). This is a tool proposed by Keller
and Keller which has 47-item ARCS-based instrument for evaluating the motivation
characteristics of an instructor’s classroom delivery.
(4) Motivational Intensity Questionnaire (MIQ). Gardner constructed this
instrument to measure the intensity of one’s motivation.
(5) Attitude/Motivation Test Battery (AMTB). Gardner validated this test
comprising of scales which assess the individual's affective reactions toward various
groups, individuals and concepts associated with second language acquisition.
Self-efficacy is another construct that can be measured in the learning process.
It is rooted in Bandura’s social-cognitive theory. It is linked with motivational
constructs such a goal setting and persistence (Multon et al., 1999) and with affective
constructs such as stress and anxiety (Finney & Schraw, 2003). Based on the studies
done, individuals with higher levels of self-efficacy tend to be more motivated and
experience less stress and anxiety. However, most of the studies in self-efficacy are
related with specific academic and social sub-domains which results to a few
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measures of general academic self-efficacy. Below are some of the instruments that
determine the general academic self-efficacy of the students.
(1) Student Readiness Inventory (SRI). Casillas et al. developed this
instrument which aims to measure the students’ psychosocial and academic skills. It
has 108 items with a 6-point response scale ranging from strongly disagree to strongly
agree.
(2) College Academic Self-Efficacy Scale (CASES). It was developed by Owen
and Froman to assess student self-efficacy. It has 33-item survey format that contains
questions pertaining to different items that relate to the perceived level of selfefficacy for a college course.
(3) Scale of Perceived Social Efficacy (PSSE). Smith & Betz developed this
scale to measure the social self-efficacy beliefs of the college students.
(4) College Self-Efficacy Inventory (CSEI). It is a useful construct that may be
of interest to the teachers who would like to know the academic and career-related
outcome in relation to student’s self-efficacy.
When belief in one’s capabilities to achieve a goal or self-efficacy is assessed,
the teacher can better assist the students how to improve their learning strategies. It
is noted that intrinsically motivated students have strong sense of efficacy as they
deal with difficult tasks. Self-efficacious students are more likely to achieve their
personal goals and can recover quickly from setbacks compared to students with low
self-efficacy who have low aspirations and may consider challenging tasks as threats
that are to be avoided. Margolis and Mccabe (2006) suggested tips to improve selfefficacy for struggling students.
Use moderately- difficult tasks. Teacher aims to target for difficulty that is
slightly above the students' current ability level. Task that is too easy will appear
boring or embarrassing and may communicate the feeling that the teacher doubts
their abilities and a too-difficult task will reinforce low self-efficacy.
Use peer models. In achieving the goal, students can learn by watching a
peer succeed at a task. Peers may be drawn from groups as defined by gender,
ethnicity, social circles, interests, achievement level, clothing, or age.
Teach specific learning strategies. It is more effective if teachers provide a
concrete plan of attack for working on an assignment, rather than simply turning
them loose. This may apply to overall study skills, such as preparing for an exam, or
to a specific assignment or project.
Capitalize on students' interest. Match the course material or concepts to
student interests such as sports, pop culture, movies or technology.
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Allow students to make their own choices. Include in teachers’ planning
that students are allowed to make their own decisions in some areas of the course
such as with flexible grading, assignment options or self-determined due dates.
Encourage students to try. Give the learners consistent, credible and
specific encouragement that can make them do the task successfully.
Give frequent, focused feedback. Giving praise and encouragement is very
important, however it must be credible. Use praise when earned and be direct and
objective. It will be more effective when giving feedback on student performance
to compare the past performances of the same student rather than make
comparisons between students.
Encourage accurate attribution. Help the students understand the reasons
why they fail and not to judge them as dumb just because they did not accomplish
the task. Reasons may include they did not follow instructions, they did not spend
enough time on the task, or they did not follow through on the learning strategy.
Another affective domain that captured the interest of the researchers is
assessing is self-regulation. Self-regulation can demonstrate significant predictions of
students’ academic outcomes or performance. Unlike mental ability or academic
performance skill, self-regulated learning (SRL) is viewed by Zimmerman as:
(1) A self-directive process and self-belief that enables the learners to
transform their mental abilities into an academic performance such as verbal aptitude
into writing.
(2) A proactive process that students use to acquire academic skills such as
setting goals, selecting and deploying strategies and self-monitoring one’s
effectiveness.
(3) A set of proactive qualities of learners which are important in social forms
of learning such as displaying personal initiative, perseverance and adaptive skill.
Studying self-regulation was evident during 1970 to 1980 focusing on the
impact of self-regulatory processes such as strategy use, goal setting, imagery or selfinstruction. The researchers on this area were Ann Brown, John Levin, Donald
Meichenbaum, Michael Pressley, Dale Shunk. In 1986, when American Education
Research Association held a symposium, there was an attempt to integrate under a
single rubic research on such processes as learning strategies, metacognitive
monitoring, self-concept perceptions, volitional strategies and self-control. Moreover,
it was also the time when the definition of SRL refers to the degree to which students
are metacognitively, motivationally and behaviourally active participants in their own
learning process. Instruments assessing metacognitive, motivation and behavioural
constructs were also developed. Known researchers for this movement were Monique
Boekaerts, Lyn Corno, Steve Graham, Karen Harris, Mary McCaslin, Barbara McCombs,
Juditch Meece, Richard Newmann, Scott Paris, Paul Pintrinch, Dale Shunk strengthen
this.
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The instruments that focused on motivation, metacognition and behaviour are
Learning and Study Strategies (LASSI), Motivated Strategies for Learning Questionnaire
(MLSQ) and Self-Regulated Learning Interview Scale (SRLIS). However, Winne and
Perry (2000) classified these three tests as aptitude measures of self-regulation.
Below are the proponents, description and constructs of the instruments.
Test

Proponents

Description

Constructs

LASSI

Weinsein,
Schulte and
Palmet, 1987

5-point rating scale with
80 items self-report
inventory

1. Skill
a. Concentration
b. Selecting main ideas
c. Information processing
2. Will
a. Motivation
b. Attitude
c. Anxiety
3. Self-regulation
a. Time management
b. Study aids
c. Self-testing
d. Test strategies.

Motivated
Strategies for
Learning
Questionnaire
(MLSQ)

Pintrinch,
Smith, Garcia,
McKeachie,
1993

7-point scale with 81
items

1. Learning Strategies
a. Cognitive-Metacognitive
i.
Rehearsal
ii.
Elaboration
iii.
Organization
iv.
Critical thinking
v.
Metacognitive self-regulation
b. Resource Management
i.
Managing time and study
environment
ii.
Effort management
iii.
Peer learning
iv.
Help seeking
2. Motivation
a. Valuing
i.
Intrinsic-extrinsic goal
orientation
ii.
Task value
b. Expectancy
i.
Self-efficacy
ii.
Control of learning
c. Affect
i.
Test anxiety
ii.
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Interview Scale
(SRLIS)

Zimmerman
and MartinezPons, 19886,
1988

4-point scale with 6
open-ended problem
contexts
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1. Motivation
a. Self-evaluation reactions
b. Self-consequences
2. Metacognition
a. Goal setting and planning
b. Organizing and transforming
c. Seeking information
d. Rehearsing
e. Memorizing
3. Behavior
a. Environmental structuring
b. Reviewing texts, notes and tests
c. Seeking assistance from peers,
teachers and parents

The early test development studies merited further research on producing clear
evidence of SRL. An alternate assessment of SRL is an event approach that aims to
separate students’ efforts to self-regulate into phases such as before, during and
after attempts to learn (Pintrinch, 2000). Event approach measures can assess
chronological dependency responses which are appropriate for making causal
inferences about online changes in self-regulation in real time and authentic contexts.
Although aptitude measures of SRL provide useful information on the methods of
learning of the students, online measures of SRL make detailed information on
cognitive processes available in real time. There are also efforts to assess students’
SRL online such as computer traces, microanalytic measures, think-aloud protocols,
structured diaries and direct observations. Conducting this method poses several
questions with the following methodological innovations:
(1) How trace measures of SRL compare to self-report measures in assessing
changes in self-regulation during learning? Winnie and his colleagues (2006) developed
innovative software program called gSudy that enables the learners to make notes,
create glossaries, label and index context, construct concept maps, search for
information, chat and collaborate and receive coaching. Researchers can measure the
traces which are defined as observable indicators about cognition that students create
as they engage in a task. From these traces, the research can likewise reconstruct
event description of students’ study method and link to academic outcomes in real
time.
(2) Is students’ level of SRL in personally managed contexts, such as at home
or in the library, linked to improvements in their overall academic achievement?
Linking academic improvement to SRL can be measured by applying the think-aloud
method which was developed by Azevedo and his collegues. A think-aloud method for
assessing SRL as an online event in a hypermedia learning environment involves
students’ report about their thoughts and cognitive processes while performing a task.
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(3) Can teachers modify their classrooms to foster increases in SRL among their
students? Using structured diaries and time-series data can assist the teachers in
changing the classroom structure to promote intensification in SRL among the
students. SRL diaries can be framed by using a series of event questions regarding the
students’ study session. To study changes in SRL during classroom learning events, we
can also use a variety of quantitative and qualitative measures such as observation
forms, portfolio assessments and interview of teachers and students.
(4) What is the role of students’ motivational feelings and beliefs in initiating
and sustaining changes in the SRL? Zimmerman and his colleagues developed a
microanalytic methodology for assessing SRL in three sequential phases: forethought
phase, performance phase and self-reflection phase.
Conclusion
Shift in the practice of assessment can be fully achieved if schools exert effort
in balancing assessment of learning and assessment for learning. Assessment of
learning helps to determine the student performance but student for learning
advances student learning by providing continuous feedback on their strengths and
areas for improvement. Since assessment of learning has taken place in the schools,
educators need to increase their knowledge on the principles of assessment for
learning to have its effective implementation. To maximize the learning
opportunities, bridging the gap between current and desired academic performance is
the main goal of assessment for learning. It means that the focus of the assessment is
not just on the cognitive processes of student achievement but as well as its affective
processes such as motivation, self-efficacy and self-regulation. Alternative assessment
is what we use to measure the affective processes. Nowadays, assessment is not
necessarily in the form of paper and pencil because there are skills that are better
captured through alternative assessment (Magno & Ouano, 2010).
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The assessment of teacher performance is a
routine, mandatory practice in most schools and
universities. Its relevance in the context of
school accountability on the learning of students
cannot be underestimated. As an old adage goes,
“a school is only as good as its teachers.” But
how can we determine if a teacher is good? The
answer is obvious and we do not need to light a
candle in order to see the sun – it is through
assessment. This report explores the meaning
and process of assessing teacher performance.
Specifically, this report explores the description
and the procedure of each of the most common
form of assessment of teacher performance –
supervisor, student, peer, and self. This report
also contains a discussion of the purpose of
assessing teacher performance, as well as some
criteria used in assessment of teacher
performance and effectiveness. In addition, the
use of integrated assessment and student
outcomes in assessing teacher performance is
discussed. Some examples of foreign and local
frameworks of teacher effectiveness are also
cited. Lastly, a discussion of some basic
guidelines in communicating the result of
assessment of teacher performance is presented.
This report hopes to contribute in the awareness
and understanding of the meaning, procedure,
and
importance
of
assessing
teacher
performance and effectiveness.

A

ccountability is a top priority in
educational settings and programs are
now undergoing assessments to prove
that what they are doing is successful and
effective. Assessment is one of the
processes/activities that characterize a
school system and usually, the learners in
the school system are the principal focus in
assessment (Joshua, Joshua, & Kritsonis,
2006). However, while the usual goal of such
assessment is determining the presence and
extent of learning among students, the
teachers are given a large amount of
responsibility to promote and ensure
learning in students. Schools and teachers
are being asked to be more accountable for
student outcomes (Naugle, Naugle, &
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Naugle, 2000). Shymansky (1978) once argued that there are numerous factors
contributing in effective classroom instruction, but it is the teacher that is
recognized as having the greatest influence on the program success. Assessing
the performance of teachers then seems to be as important as assessing the
students or learners.
This report presents the basic issues in the assessment of teacher
performance and discusses the different approaches of assessing teacher
performance and effectiveness. Obviously, one of the most important concerns
in an educational institution is the assessment of teachers‟ performance. This
assessment can give one an insight on how teachers perform their roles as
facilitator of learning inside the classroom which translates into students‟
learning achievement and their progress towards the desired skills and
abilities. Given the importance of assessing teacher‟s performance, certain
critical issues still need to be resolved; first, what is the most effective way of
assessing teachers‟ performance? Is peer evaluation more effective than
student‟s evaluation or the reverse? Or is it better to leave evaluation of
teacher‟s performance to their immediate supervisors or administrators?
Second, what are the appropriate criteria to be used in assessing teacher‟s
performance and effectiveness? Should it only involve classroom facilitation of
learning or should it also entail students‟ learning performance (e.g. test
scores, achievement, etc.)?
Several solutions were offered by different experts to resolve the issues
or concerns on teacher‟s performance assessment; however, just like in any
scientific inquiry, it is more appropriate to define first the main problem at
hand before we can offer a wide array of solutions. It this case, it is just right
to define first what an “effective teacher” is before we can decide on the most
effective mode of assessment (peer, supervisor, self, or student evaluation)
and the most appropriate criteria for assessing teachers‟ performance.
Criteria for Assessment of Teacher Performance
Basically, an assessment of teacher performance involves assessing if a
teacher has the competencies in general areas required of a teacher. But in
view of the accountability of teachers in the learning process of students,
whether they are being effective or not form part of their assessment. The
teaching process can be viewed as a well thought of series of steps or action to
facilitate learning and teaching effectiveness can be measured by the degree
to which the expected learning takes place (De La Rosa, 2001). Effective
teaching is said to be brought about by the inner drive of the faculty to guide
student learning equipped by his or her mastery of subject content and
competence in utilizing appropriate pedagogical requirements (de Guzman,
2000). The strengths or limitations of teachers with regard their content and
pedagogical knowledge are the most basic measures of teacher effectiveness
and are usually assessed in most teacher assessment or evaluation frameworks.
Danielson & McGreal (2000) proposed a model containing four domains
embodying the components of professional practice. These are planning and
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preparation, the classroom environment, instruction, and professional
responsibilities. This model highlights the fact that teachers‟ functions and
responsibilities are varied and encompasses several areas of competencies.
Competence in these domains can serve as criteria of teacher‟s performance
and effectiveness. Meanwhile, Tigelaar, Dolmans, Wolfhagen, and van der
Vleuten (2004) proposed a framework of teaching effectiveness with the
following major domains – person as a teacher, expert on content knowledge,
facilitator of learning processes, organiser, and scholar/lifelong learner. The
most significant addition in this framework is the authors‟ giving importance on
aspects of a teacher‟s personality that are conducive to learning by proposing
the domain of „person as a teacher‟.
Indeed, outside of the teaching competencies and other professional
responsibilities that help define what makes an effective teacher, a teacher
must also have certain traits or characteristics that are imperative to make his
or her teaching effective. The absence or lack of such traits may spell the
difference between success and failure in bringing about the desired learning
outcomes in students. For example, the qualitative study of Bustos-Orosa
(2008) on Filipino teachers‟ conception of good teaching reveals that both
dispositional traits and professional competence are seen as components of
good teaching. Furthermore, Bustos-Orosa named personality-based
dispositions, content mastery and expertise, pedagogical knowledge and
teaching competence traits as critical factors in good teaching (2008). Orosa‟s
findings on the importance of personality traits in teaching fit in the framework
for teaching competencies developed by Tigelaar, Dolmans, Wolfhagen, and
van der Vleuten (2004). On the other hand, a quantitative study of Magno and
Sembrano (2007) using structural equations modeling (SEM) found that the
personality characteristics of a teacher influences his teaching performances,
effective teaching characteristics, and teaching efficacy.
Recently, Goe, Bell, and Little (2008) developed a five-point definition
of teacher effectiveness through research analysis, policies, and standards that
addressed teacher effectiveness. This endeavor did
not only end in
constructing definitions but it proceeded to series of consultations with a
number of experts which further reinforced and strengthened the definitions of
what an effective teacher is. The following explains the five- point definition:
1. Effective teachers have high expectations for all students and help
students learn, as measured by value-added or other test-based growth
measures, or by alternative measures.
2. Effective teachers contribute to positive academic, attitudinal, and
social outcomes for students such as regular attendance, on-time promotion to
the next grade, on-time graduation, self-efficacy, and cooperative behavior.
3. Effective teachers contribute to the development of classrooms and
schools that value diversity and civic-mindedness.
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4. Effective teachers collaborate with other teachers, administrators,
parents, and education professionals to ensure student success, particularly the
success of students with special needs and those at high risk for failure.
These definitions imply that teacher effectiveness goes beyond direct
classroom instruction; instead, it also encompasses other job facets of teachers
like, collaboration with parents, other professionals, and school administrators.
The concept of teacher effectiveness also covers the teacher‟s roles as citizens
in classrooms and schools, communities, and society as a whole. Most
importantly, teacher‟s effectiveness can be assessed through its reflections on
students‟ progress in the academics and their development as a person.
Each educational institution may have its own definition of teacher
effectiveness depending on the school‟s goals and thrust. An institutionally
defined teacher‟s effectiveness may include the teacher‟s participation and
partaking on the achievement of institution‟s objectives. In view of these
things, regardless of the model or framework to which assessment is based,
assessment of teacher performance and effectiveness ought to include
assessment of both professional competencies and personal qualities.
Purpose of Assessing Teacher Performance
In general, assessment of teacher performance is for the purpose of
monitoring and evaluation. In education, there is greater concern over
methodological issues like the purpose of evaluation and how it should be
evaluated more than the question of who should assess or evaluate (Nhundu,
1999). In terms of purpose, we can surmise that data obtained from the
assessment of teacher performance could be used to make decisions on both
tenured (for promotion or advancement) and untenured (for renewal,
separation or permanency) teachers. It may also provide information on the
area of strengths and weaknesses of a teacher which could be used as basis for
improvement, not only for teachers, but also for the school in general in terms
of policy-making in teacher hiring and professional development. Lastly, data
from assessment and evaluation of teachers can provide a clear and objective
picture of the state of education in a particular institution of learning. This
exercise helps to determine the degree to which an educational institution
meets the challenges of its own standards of excellence (Tan, 1998).
Supervisor Rating of Teacher Performance
Assessment of teacher performance through the school administrator or
supervisor is the traditional way of assessing teachers. This is commonly done
through classroom observation where the supervisor visits the class of the
teacher (announced or unannounced) and observes the teacher handle the
class, in part or the whole duration. The schedule and frequency of
observations depends on the needs of the school and the purpose of
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observation. Obviously, a classroom observation for the purpose of formative
evaluation necessitates observation in more than one occasion.
The rating scale or checklist is the common instrument of choice and
involves observation of how the students respond to their teachers. In a typical
elementary or high school class, the observation may involve assessing the
lesson plan of the teacher prior to the class or while the class is on-going. The
supervisor can also review other class-related documents of the teacher (e.g.
teacher‟s portfolio, students‟ works).A conference with the teacher is usually
conducted by the supervisor before (preobservation conference) and after the
observation (postobservation conference). The purpose of the conference
varies but the primary aim of the post-conference is for the supervisor to
communicate the result of his observation and assessment to the teacher.
The main criticism of having administrators/supervisors as raters or
evaluators in assessing teacher performance is the threatening nature of such
exercise. There is the possibility of inducing fear in the evaluatee due to
perceptual dilemma resulting from contradictory bureaucratic and professional
expectations inherent in administrative and supervisory roles (Nhundu, 1999).
To some teachers, this exercise may feel more like an administrative task
conducted by the supervisor and less of an exercise for the purpose of
teacher‟s development. The validity of the rating may also be questioned
because it is susceptible to subjectivity, especially if there is only one
supervisor acting as rater or evaluator.
Nhundu (1999) adds that the
assessment of teacher performance using supervisor-ratings is often too
sporadic, and supervisory visits are too few and far apart in their frequency
that they may not have any meaningful effect in the modification of teaching
behavior.
Student Assessment of Teacher Performance
The most widely used technique to measure teachers‟ competence
inside the classroom is through student evaluation or student rating (Ochave &
Abulon, 2006). This is based on the premise that students are the direct
consumers of the services provided by teachers and are therefore in a good
position to assess and evaluate their teachers‟ performance. First introduced in
the 1920s in the United States, it has now become a routine and mandatory
part of teaching. This is most often done by the use of rating scale or checklist
where classes are visited by proctors and asked the students to rate and
evaluate the performance of a particular teacher in a single course or subject.
Sometimes, provisions for qualitative reports are given by asking the students
to write their unedited comments about the teacher and the course/subject.
This guarantees that the assessment data will not be limited to quantitative
score but will be reinforced by qualitative data.
This assessment covers the most observable teaching habits of teachers
in classroom situations to the personal attributes encompassing communication
styles, attitudes, and other dispositions observable in a teacher. Algozzine,
Beattie, Bray, Flowers, Gretes, Howley, Mohanty, and Spooner (2004) wrote
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that student rating using a “cafeteria-style” rating scale generally has the
following characteristics:
a.
an instrument is developed, comprised of a series of open-andclosed questions about course content and teaching effectiveness
b.
at least one item addresses overall effectiveness
c.
written comments about the course content and the effectiveness
of the instructor are solicited
d.
anonymity of responses is assured and assumed
e.
responses are obtained at the end of the term in the absence of
the instructor
f.
item and scale responses are summarized across instructors,
departments, and colleges, as evidenced of teaching effectiveness used in
making various professional development decisions
g.
student, course, and instructor differences are largely ignored in
analysis and reporting of scores reflective of effectiveness (p.135)
However, in spite of research findings pointing that students are in a
unique position to assess a variety of aspects concerning effective instructions
(Hanif & Pervez, 2004), the validity studies of student ratings yield inconsistent
findings. And even if some studies have supported the validity of student rating
of teacher performance, many still express reservations about their use,
especially for personnel and tenure decisions (Algozzine, et al, 2004). Some
teachers have negative reactions to student evaluation of teacher‟s
performance and they usually complain about the intellectual and personal
capacity of students to objectively evaluate teacher‟s effectiveness. It is
possible that some ratings become assessment of students‟ satisfaction or
attitude toward their teachers instead of being able to assess actual teacher
performance and effectiveness. There is also the possibility that students may
rate higher teachers who seem to be fair in grading or those who provides
easier classroom tasks. For instance, Wright (2006) cautioned that a teacher
evaluation from a student could be based solely on latent anger resulting from
a recent grade received on an exam, or from a single negative in-class
experience with an instructor over the course of an entire semester.
Peer Review of Teacher Performance
Peer Evaluation is a process or system for the evaluation of teacher
performance by a peer or colleague. Many scholars believe that informed and
well-trained peers are usually and ideally suited to evaluate their colleagues,
especially colleagues in the same field (Kohut, Burnap, & Yon, 2007). In usual
cases, peer evaluation is conducted by a more senior faculty who has similar
knowledge or expertise about the subject being taught. This is in consonance
with the observations made by Yon, Burnap, and Kohut (2002) who said that
the most trustworthy peer reviewers are those who know the discipline content
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of the teacher being reviewed and those who are trained and experienced in
observation are deemed more competent in peer review.
The method of peer review provides for a more constructive feedback
for the improvement of teacher‟s performance. Peer evaluation is commonly
done through classroom observation wherein a peer evaluator visits another
teacher for an on-site or actual teaching assessment. In many institutions,
classroom observation schedules are announced and expected randomly on the
classes handled by a teacher on a day of visitation. Also, teachers are already
oriented on the criteria as reflected in the observation forms being used by
evaluators. The process of peer review typically includes a pre-observation
conference between the teacher and the evaluator, followed by classroom
observations by the evaluator, and concludes with a meeting to review and
discuss the results of the evaluation with the teacher (Kumrow & Dahlen,
2002).
Although many faculty members feel they benefit from thoughtful
attention to their teaching, other faculty find the peer-review process
intimidating, meaningless, or both (Carter, 2008). One common argument
against this approach is that classroom observation may give one an adequate
measure of teachers‟ ability to teach and their teaching practices but little it
can give the evidence about the students‟ actual learning. Other problems
identified in many literatures concerning the process of peer evaluation include
issues on validity of instruments used, high subjectivity of the observer, and
the negative notion of other teachers regarding the purpose of observation.
Thus, in order to guarantee a reliable and useful teacher assessment using peer
review, schools should try to address the problems mentioned by ensuring
validity and reliability.
Carter (2008, pp. 85-87) proposed five steps for peer reviewers to enrich
the peer-review process:
(1) Understand alternative views of teaching and learning – A peer
reviewer must understand that there is not one best way to teach. Different
methods suit different goals. The question a reviewer should be asking is how
well a particular pedagogy is advancing the learning goals, not whether the
pedagogical choice is the right one.
(2) Prepare seriously for a previsit interview – It is imperative for peer
reviewers not only to collect course materials before the classroom visit, but to
spend time reading them carefully and trying to develop an understanding of
overall course goals, objectives, and strategies. It is the reviewer‟s
responsibility to try to gain an understanding of the framework before the
preconference interview and to prepare questions on any element that remains
unclear.
(3) Listen carefully to what the candidate says in the previsit interview –
The reviewer‟s first task during the previsit is to confirm his or her
understanding of course goals and instructor strategies, as indicated by course
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materials. The reviewer should also ask about the personality of the class to be
observed. Finally, it is not only important but courteous and collegial for the
reviewer to ask the candidate if there is something in particular to which he or
she would like the reviewer to pay attention.
(4) Watch the students, not just the candidate – The goal of any class is
student engagement and learning, and the best way to gather information in
that area is to watch students themselves. Student behavior is a rich mine of
information about how well a class is progressing.
(5) Check your impressions during the postobservation conference
interview and focus on helping rather than judging - Peer review works best
when it resembles formative assessment (intended to focus on improvement)
more than summative assessment (intended to pass a kind of final judgment).
It is equally important to offer suggestions for improvement.
Self-Assessment in Teacher Performance
An alternative approach in assessing teacher performance is selfassessment – where teachers rate and evaluate themselves based on a welldefine set of competencies or characteristics. Nhundu (1999) argues that selfevaluation have the greatest potential of producing changes in teaching
practices because they provide teachers with the rare opportunity to reflect on
their teaching and modify accordingly.
Ross and Bruce (2005) proposed a model of self-assessment comprised of
three processes. First, teachers produce self-observations, focusing on aspects
of instruction relevant to their subjective standards of success. Second,
teachers make self-judgments in which they determine how well their general
and specific goals were met. The primary data are teacher perceptions of
changes in student performance gleaned from student utterances, work on
classroom assignments, homework, and formal assessments. Third, are selfreactions, interpretations of the degree of goal attainment that express how
satisfied teachers are with the result of their actions. This model can be
adapted by teacher assessment frameworks that incorporate teacher selfassessment.
Current Trends: Integrated Assessment and the Use of Student Outcomes
Many schools and universities now practice the use of integrated forms
or approaches of assessing teacher performance. In some institutions, they
conduct peer rating and supervisor rating on top of the use of student rating.
Others also include self-assessment in addition with the aforementioned ones.
One of the strength of this practice is the provision for varied sources of the
teacher‟s performance which contribute in the validity of findings. One of the
most glaring limitations of this practice is that it is not really cost-efficient. A
considerable amount of time and physical resources is needed to effectively
implement integrated assessment. The possibility of having varying frameworks
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for each form which lead to varying criteria for assessing teacher performance
and effectiveness also defeats the point of integration to some extent.
Another trend that has been getting attention in the literature is the use
of student outcomes as basis for assessing teacher performance and
effectiveness. Students‟ test or achievement scores (standardized or teachermade) and grades are used as measures of a teacher‟s performance,
effectiveness, and achievement. In the United States, there have been efforts
seeking to employ standardized test score gains as a key policy instrument for
holding educators and school systems accountable (Kupermintz, 2003). This
approach has its share of criticisms; primary of this is the validity of using
students‟ scores to assess teacher‟s performance and effectiveness. Indeed,
there are several factors that contribute to student outcomes. While teachers
should also be held accountable for student outcomes, using students‟ scores to
make decisions on a teacher can be unacceptable to some people. Perhaps,
this approach can be of better service when use alongside the more common
forms of assessment within an integrated framework.
Basic Guidelines in Communicating the Findings of an Assessment
The reviewer or evaluator must be able to use assessment terminology
appropriately and must be able to articulate the meaning, limitations, and
implications of assessment results. Whether the assessment data came from
the supervisor or peer or students, communicating the results of assessment
could be one of the most challenging tasks that a supervisor or colleague will
have. The following are some basic guidelines to remember when one has the
task of communicating the assessment findings:
(1) Set an informal mood – Most teachers experience a degree of fear
and anxiety whenever the results of their observations or evaluations will be
communicated to them. This is especially true for novice and untenured
teachers. Providing an accepting and secure atmosphere minus the formality of
a paper presentation can help teachers feel less threatened which in turn
makes it more probable that a meaningful discussion will occur.
(2) Keep it short and simple – The duration of the meeting will depend
on the purpose of the assessment. However, it is advisable to keep the
discussion concise. All important elements observed must be communicated to
the teacher in a succinct but effective way.
(3) Be honest with the ratee – Honest and objective observations must
be communicated to the teacher. Limitations or weaknesses on the part of the
teacher must be seen as opportunities for growth and improvement.
(4) Choose appropriate words in communicating the result- Genuine
compliments for positive observations must be communicated to the teacher.
When it comes to seemingly negative findings, one must refrain from using
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(5) Be on-guard for sensitive teachers – Communicating the assessment
result should not look like an exercise for passing judgment on the teacher.
Even when the findings of an assessment contain several difficult issues that a
teacher may be defensive about, communicating it in a civil and cordial
manner can lessen its impact.
Summary
Assessing teacher performance in an academic institution is as important
as assessing learning in pupils and students. Teachers are accountable in the
educational process and their assessment serve as one way to monitor and
regulate accountability- that is, through assessment, the performance and
effectiveness of a teacher can be determined. Two key issues – the most
effective way of assessing teachers‟ performance and the appropriate criteria
to be used in assessing teacher‟s performance and effectiveness – is explored
by presenting the most common forms of teacher assessment, namely, self-,
peer, supervisor, and student assessments. Each of this form of teacher
assessment has their own merits as well as limitations. Their usage may depend
on the specific needs of an institution. Many schools and universities nowadays
make use of the integration of these forms. Also, using student outcomes as
basis for assessing teacher effectiveness has been part of the literature on
assessment for accountability. The specific model or framework which serves
as basis of what criteria will be used in assessing teacher performance and
effectiveness is an important concern. Such framework should be anchored on
the vision and mission of the academic institution. Communicating the results
of teacher assessment is also an important concern. Certain guidelines must be
observed in order to ensure that the essential purpose of assessment is
achieved. Assessment of teacher performance is more complex than most
people perceive. It is an essential exercise and it is here to stay. It is
important, however, that as new models of what effective teaching means or
what how learning is measured, modified approaches and new mechanisms of
assessing teacher performance also emerge.
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