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Abstract

Objective: This study aims to assess by the students of the master’s degree in
physical education the quality of course content, assessment methods and
adopted teaching strategies implemented by the trainers. Method: The inves-
tigation was based on a questionnaire relating to the objectives of the lessons
given, the educational strategies, the methods and results of the assessments,
and the supervision of the students. The response to each item of the ques-
tionnaire was assessed using a Likert descriptive-digital scale at 4 levels. Re-
sults: The formulation of the teaching objectives proved to be relevant and
their achievement had been acquired at the end of the learning. Regarding the
adaptability of course content, the lessons were complete and rigorous for
81.1% of the students, and the quality of work was balanced for 72.2% of
them. The courses provided favored sufficient participation for 74.4% of the
students, and the mode of assessment of learning was appropriate. Regarding
the feeling of having developed skills, 71.1% of students held back general
skills, 57.7% for transversal skills, and 56.7% for specific skills. Finally, good
structural and institutional organization of teaching was satisfactory: schedule
and pace of the lessons, 64.4%; hourly volume allocated to the lessons, 71.1%;
material conditions, 68.9%.
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1. Introduction

University pedagogy does not have a long history, at most four to five decades.
As in other areas, its scope has gradually widened, and in several directions.
Originally, these were the most professionalizing scientific fields which were the
first and most active to conduct analyses and research on the quality of their
university training. Little by little, other faculties or departments followed the
movement, which has accelerated in recent years under the pressure of different
factors: important international meetings such as the World Congress of Higher
Education organized in Paris by Unesco in 1998, major political events such as
the Bologna Meeting and the Lisbon Summit, multiplication of educational re-
source centers within universities, emergence of international and national asso-
ciations aimed at improving the quality of university education (De Ketelé,
2010). It is in this context that the teaching profession has experienced a process
of professionalization in recent decades, passing from occupations to profes-
sions, from empirical knowledge to scientific knowledge. Some analyses have
nonetheless identified recurrent criticisms in the discourse of those involved in
education, with regard to knowledge considered too theoretical and inappro-
priate, especially in the effective preparation of future teachers (Poissant, 1996;
Lanares, 2009; De Ketelé, 2010). The question set out by Bru (2002a) has not lost
its relevance twenty years later: how can the conditions for a more sustained ex-
change between research knowledge and the knowledge of education profes-
sionals be met?

The evaluation of teaching by students (EEE) has, since its introduction in the
1960s on the North American continent, raised doubts and controversies (Ca-
verlind, 2005; Bravranmps & Ory, 1994; Hiebert, Gallimore, & Stigler 2002).
Many researchers in the humanities then examined the question and highlighted
the relevance of this form of evaluation, provided that various precautions are
observed (Doyle, 1983; Seldin, 2006). However, a common idea is that students
would not be able to judge the validity of an education. This idea expressed in
the form of “only my peer teachers or educational experts can give an objective
opinion on my practice” is certainly one of the most widespread. Evaluating the
quality of teaching thus appears to be a difficult exercise, with direct conse-
quences on the university environment, whether it be symbolic. As such, it may
seem delicate to ask students strongly involved in the teaching relationship to
assess their teachers.

However, it is admitted to consider the evaluation of teaching by students as a
useful indicator for the understanding of university teaching, as indicated by
Braskamp and Ory (1994): “students are empowered to judge certain aspects of a
teaching, those which refer to their learning experience”. Indeed, the teach-
ing-learning process being complex, its evaluation thus requires the use of a
method taking into account all of all the dimensions that cover it in its entirety.
This is how Bernard (2011a) considers that evaluating a teacher’s teaching

means gathering information on the quality of his teaching work. This author
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added that the answers to the questions: What information should be collected?
What are the important dimensions of education to focus on in order to carry
out a valid, relevant and exhaustive assessment?

The evaluation of lessons at the Marien Ngouabi University of Congo was on-
ly carried out ten years ago since the creation of the Center d’Enseignement
Supérieur de Brazzaville in 1958 with authority over French Equatorial Africa
before independence, which became the University of Brazzaville in 1964 and
the Marien Ngouabi University in 1978. Today, this process makes it possible to
judge the quality of the training offered by the teachers and to strengthen com-
munication with the students. However, to our knowledge, no study has focused
on the evaluation of physical education lessons (PE) by students in training,
whereas this assessment would be an instrument to control the value of training
and the quality of teaching. As a former EPS teacher in high schools in the Con-
go and currently a teacher-researcher at the institute in charge of training future
physical education teachers, we deemed it necessary to reflect on this theme. It is
in this perspective that we conducted this research which answers the following
central question: What are the perceptions of didactico-pedagogical practices of
teachers by Congolese students in PE? Two secondary questions are corollaries
to this main question: 1) Do the didactico-pedagogical strategies and devices
implemented by the teachers require the support of the students? 2) What are
the contextual effects on the supervision of students?

We hypothetized that: 1) the learning objects proposed by the teachers are
well developed, but they are unsuitable in terms of achievement of objectives,
quantification of work, quality of materials, availability and interactive ex-
changes thus leading on student dissatisfaction; 2) the planning and the pace of
the context-dependent supervision activities are not in line with the expectations
of the students.

This study aims to assess by the students of the master’s degree in physical
education the quality of course content, assessment methods and adopted
teaching strategies implemented by the trainers. The interest of this study is to
allow teachers to become aware of the requirements of the training mission and
to improve their practices, with a view to developing ethical and professional
skills among students in the era of quality assurance of training. It is part of the
overall effectiveness of improving teaching and training in PE in order to pre-

pare for the attractiveness, visibility and competitiveness of the training offer.

2. Materials and Methods
2.1. Study Setting

The analytical and cross-sectional study was conducted from March 5 to June
13, 2019 in Brazzaville, capital of the Congo City that houses the one and only
public university in the country. This institute is the first training establishment
for executives in PE in French-speaking black Africa to be attached to a univer-

sity structure when it was created in 1975.
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2.2, Participants

The population consisted of all undergraduate and master’s students in PE, pe-
dagogical supervision and sports from the Higher Institute of Physical and
Sports Education, Marien Ngouabi University in Brazzaville. However, our study
focused only on master students (N = 102). The choice of this population is jus-
tified by the systematic recruitment of these students at the end of the training
within the Public Service of the Congo, particularly at the Ministry of National
Education. They must then exercise the functions of either a physical education
teacher or a pedagogical inspector in high schools. The evaluation of the teach-
ing provided by the trainers who intervene in the master seems to us relevant
and judicious. The inclusion criteria were: regularity in courses and seminars;
consent to participate in the study. The sample was 90 students enrolled in a
master’s in PE, pedagogical supervision and sports, during the 2018-2019 aca-

demic year.

2.3. Finding Aids

The data collection instrument was the questionnaire. This survey questionnaire
carries five evaluation objects which aimed to recognize high quality teaching:
the objectives of the course; course content; teaching strategies and course mate-
rials; the methods for evaluating learning and student supervision.

The questionnaire, in terms of its structure, included: 3 items bearing the ob-
jectives of the course, 3 items on the course content, 6 items on the teaching
strategies and material of the course, 6 items on the evaluation of learning, 4
items on supervision of students. Each item was evaluated according to a Li-
kert-type descriptive-numerical rating scale, ranging from 1, 3 to 4. The re-
sponse methods are represented by: “strongly disagree”, “disagree”, “agree” and

“strongly agree”.

2.4. Data Analysis

Data are expressed in terms of number and percentage. The comparison of two
percentages was examined using the Sokal S test (Sokal & Rohlf, 1995); for more
than two percent, it was the Fisher test. The data was entered by the Epi Info
software version 6.1.0, then transported in the SPSS software version 25.0 (Chi-

cago, IL, USA). p < 0.05 is the significance level of the tests.

3. Results
3.1. Course Objectives

The students” answers to the questions related to defining objectives, respecting
the stated objectives and achieving the objectives pursued are presented in Table 1.
It appears from the analysis in Table 1 that the responses of 67.8% of students
on the clear definition of the teaching objectives converged more towards
“agree” (p < 0.01). However, in order to meet the stated objectives, 65.5% of the

students (p < 0.05) were more inclined towards “strongly disagree”. Likewise,
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when reaching the objectives pursued, 68.9% of the students more often men-

tioned “strongly disagree” (p < 0.001).

3.2. Course Content

The scores relating to the responses obtained in relation to the content of the
courses are shown in Table 2.

In total, 42.2% of students underlined the adaptability of the content of the
lessons to the prior knowledge and to the level of knowledge on the content of
the, the difference being not significant (p > 0.05). Likewise, for consistency and
complementarity with the other lessons on content, the difference in responses
was not significant (p > 0.05). On the other hand, education appeared complete
and rigorous for 81.1% of the students with a significant difference (p < 0.001) in

favor of “totally agree”.

3.3. Teaching Strategies and Course Materials

Student responses are listed in Table 3.

The values recorded in Table 3 indicate that 44.4% of the students (p > 0.05)
answered “totally agree” regarding the importance of the lessons learned for the
professional project. However, for the amount of work requested by teachers,
72.2% of students (p < 0.01) answered “okay”. But for the adaptation of the pe-
dagogical approach to the level of knowledge and training, 54.4% of the students
were in favor of “completely agree” (p > 0.05). Similarly for the availability of

Table 1. Students’ opinions on course objectives.

Not agree  Disagree = Okay Strongly
at all n (%) n (%) n (%) agreen (%)

Teaching objectives are clearly defined 17 (18.9) 5(5.5) 51(67.8)** 7 (7.8) <0.01
The stated objectives are respected 59 (65.5)* 6(4.4) 25(27.8) 10 (11.1)  <0.05

The objectives pursued are achieved 52 (68.9)** 18 (20) 6 (6.7) 4(4.44) <0.01

Marks: *p < 0.05; **p < 0.01.

Table 2. Evocations of students on the adaptation of content adapted to prior learning
and the level of knowledge on consistency and complementarily with other courses, on
the effectiveness of teaching compared to expectations.

Not agree  Disagree = Okay Strongly agree
at all n (%) n (%) n (%) n (%)

The teaching content is adapted to
previous knowledge, to the level of 9 (10.1) 12 (13.3) 31 (34.4) 38 (42.2) P>0.05
knowledge

The content of the teaching is
consistent and complementary with 10 (11.1) 18 (20) 27 (30) 35 (38.9) P>0.05
the other lessons of the training

The teaching seems complete and

. 2(2.2) 6 (6.7) 9(10) 73 (81.1)** <0.001
rigorous

Mark: ***p < 0.001.
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teachers, 58.9% of student responses (p < 0.05) converged towards “totally
agree”. In addition, for 43.3% of students, opinions relating to the mode of
transmission of knowledge leaned towards “totally agree” (p> 0.05). Finally, for
the quality of the materials, the student response rates agree “totally agree”
44.4% (p> 0.05).

3.4. Assessment Methods for Learning

The opinions of students on the methods for evaluating learning are presented
in Table 4.

Table 4 shows that for 74.4% of the students, education provided sufficient par-
ticipation (p < 0.01). For the appropriate mode of assessing knowledge, 71.1% of
students answered “strongly disagree” (p < 0.001). As for the students’ responses
on the feeling of being assessed correctly and fairly, 67.7% of them “totally agree”
(p < 0.01). Whereas on the feeling of having developed general skills 71.1% of the
students recognized it (p < 0.01). Regarding the feeling of having developed trans-
versal skills, 57.7% of the responses obtained leaned towards “not at all in agree-
ment” (p < 0.05). The same was true for the feeling of having developed the specif-
ic skills, with 56.7% of responses “strongly disagree” (p < 0.05).

Table 3. Evocations of students on teaching strategies and course materials.

Not agree Disagree = Okay Strongly

atalln(%) n (%) n (%) agreen (%) P

The contributions of the lessons are
. . . 11 (12.3) 14 (15.5) 28(31.1) 37(41.1) p>0.05
important for the professional project

The amount of work required is balanced 5 (5.6) 8(8.9) 65(72.2)* 12(13.3) <0.01

The educational process 13 (13.4) 6 (6.7) 32 (35.5) 49 (54.4)* <0.05
is adapted to the level 3(1.1) 7 (7.8) 29 (32.2) 51 (58.9)% <0.05
of knowledge and type 7 (7.8) 12 (13.4) 32(355) 39(43.3) p>0.05

Training 6(6.7) 16(17.8) 28(31.1) 40 (444) p>0.05

Marks: *p < 0.05; **p < 0.01.

Table 4. Students’ opinions on sufficient participation, appropriation of the evaluation
method, evaluation and skills development.

Not agree at Disagree Okay Strongly
all n (%) n (%) n (%) agree n (%)

Education allows sufficient

10 (12.3) 13 (14.4) 8 (8.9) 67 (74.4)*  <0.01

participation,

sharing ideas and knowledge 64 (71.1)** 3(3.3) 21 (23.3) 2(2.3) <0.01
The method of evaluating 20 (22.2) 7 (7.8) 2(2.3) 61 (67.7)** <0.01

Knowledge is appropriate 7 (7.8) 10 (11.1) 64 (71.1)** 9 (10) <0.01

The assessment is correct and 52 (57.8)* 13 (14.4) 9 (10) 16 (17.8) <0.05
Fair 51 (56.7)*  15(16.7) 4 (4.4) 20 (22.2) <0.05

Marks:*p < 0.05; **p < 0.01.
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3.5. Knowledge of the Examination System and Knowledge
Control Procedures at the Start of the Semester

The responses relating to the students’ opinions on knowledge of the examina-
tion system and knowledge control methods at the start of the semester revealed
32.2% (n = 29) of affirmative responses and 67.8% (n = 61) of responses nega-

tive, the difference between the two percentages being significant (p < 0.05).

3.6. Supervision of Students

The opinions of the students at the level of the organization of the tests, the
planning, the rhythm of the courses, the material conditions and the hourly vo-
lume of the lessons are contained in Table 5.

Regarding satisfaction with the organization of the test, the responses of
40.1% of the students converged on “completely agree” (p > 0.05). However, the
responses of 64.4% of the students (p < 0.01) converged towards “completely
agree” in terms of satisfaction with the schedule and the pace of the lessons. For the
hourly volume allocated to lessons, 71.1% were “in agreement” (p < 0.01). In addi-

tion, 68.9% of the students (p < 0.01) were satisfied with the material conditions.

4. Discussion

This study of which the goal was to assess the quality of theoretical teaching in
PE by students from Congo Brazzaville, mainly allowed master students of
physical education to know where they were with the lessons received and the
skills developed, which should make it possible to give meaning to the teacher’s

behavior.

4.1. Course Plan and Content

The results obtained from this study carried out in Congo show first of all that
the opinions of the students on the clear definition of the objectives of the
teachings by the teachers, converged towards “agree” significantly (68.74% of the
responses; p < 0.01, Table 1). These results can be explained by the contract be-

tween the trainer and learners. Teachers working in master’s programs thus

Table 5. Evocations of students on coaching.

Not agree  Disagree Okay Strongly
at all n (%) n (%) n (%) agree n (%)

The organization of the event is

. 13 (14.4) 18 (20) 23 (25.5) 36 (40.1) >0.05
satisfactory

The schedule and the pace of the

. 5(5.5) 11 (12.3) 16 (17.8) 58 (64.4)** <0.01
lessons are satisfactory

The hourly volume allocated to th
chomryvormea 0O 667 90100 e4(7L*  11(122) <001
lessons is suitable

Material conditions are satisfactory 5(5.5) 13 (14.4) 62 (68.9)** 10(11.2) <0.01

Mark: **p < 0.01.
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clearly define the objectives. For Cros (2012), an educational objective is what
the learner will be able to do after the training. In the same sense, the same au-
thor stipulates that the pedagogical objectives designate the behaviors that the
learner must be able to perform after learning. The latter is used to develop a
skill that can be expressed in terms of ability. However, 65.5% of the students (p
< 0.05) leaned towards “strongly disagree” regarding the respect of the objectives
stated in the teachings. This contrast in responses, attributable to the vague for-
mation of the objectives stated by the teachers, gives rise to multiple interpreta-
tions, or even misguided. In this regard, Amade-Escot (1991) states that teachers
must build all their activity on clear objectives, but they must also make these,
without ambiguity or mystery, known to their students. It therefore seems in-
conceivable that a teacher knowing what he wants to teach, does not choose
from the start his teaching method. However, we believe that there are teachers
who are aware of the goal, but too lazy or too lacking to deploy the necessary
strategies. Regarding the achievement of the objectives, 68.9% of the students
said, “strongly disagree” with a highly significant difference in percentages (p <
0.01). This reflects the unhealthy spirit that dominates these teachers. In this re-
gard, Bourgeois (2006) finds that one of the best proofs of the unhealthy spirit
which dominates a teaching not focused on explicit objectives, lies in the fact
that students must apply themselves to guess what is important either by an
analysis of the manuals or the types of questions asked in the interrogations, or
even by collecting information from their elders. Now on this subject, It is
known that to formulate an objective is to define it. This formulation consists,
starting from each of the skills listed, in defining a general objective which will
be broken down into several specific objectives.

Thus, it must comply with certain requirements, to guarantee their operation-
al nature. On this subject, Hein and Koka (2007) characterize the general re-
quirements or principles of stating an educational objective. According to these
authors, for an educational intention to become operational:

e its content must be stated as unequivocally as possible;

o this intention must describe an activity of the student identifiable by observ-
able behavior;

e it must mention the conditions under which this behavior must occur;

e it must indicate the level of requirement to which the learner is required to
be placed, and the criteria which will be used to assess this learning.

In addition, our results from our consolidate the ideas of Cyruslink (2014),
who indicates that the educational objectives make it possible to precisely de-
termine the expected results in terms of knowledge, attitudes and behavior of the
learner at the end of the activities’ learning. They guide the choice of teaching,
that is to say, oblige teachers to think and prepare their activities in a precise,
specific and detailed manner. They also allow teachers to make a judicious
choice of teaching-learning methods and techniques, adequate teaching material,

class organization and means of evaluation. In addition, the educational objec-
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tives promote the transmission of knowledge from the teacher and the acquisi-
tion of knowledge from the learner. The dominance of “strongly disagree” shows
how the stated objectives are neither respected nor achieved.

Furthermore, the non-significant difference in the percentages relating to the
responses on adaptability to prior learning and level of knowledge on the con-
tent of the lessons, although in favor of “totally agree” (Table 2), can be attri-
buted to the student learning experience. Indeed, students are empowered to
judge certain aspects of education, especially those that refer to their learning
experience (Braskamp & Ory, 1994). On the other hand, Poissant (1996) re-
ported on this subject that students are not able to assess aspects related to the
content of a course or the amount of knowledge of a teacher in his field. From
this observation, we believe that evaluation by students can therefore be consi-
dered as a relevant tool, but this does not make it possible to measure all the di-
mensions of an education. It is therefore necessary to extend the means of stu-
dent evaluation, for example to classroom observation or even self-assessment.
As for consistency and complementarily with the other lessons on content, the
difference between the percentages linked to the responses is not significant with
a relatively high proportion of “completely agree”. This is dependent on the wi-
dening of the field of university pedagogy. Indeed, De Ketelé (2010) demon-
strated that the widening of the field of university pedagogy took place mainly at
the conceptual level, like what happens with the concept of pedagogy, which in-
itially means art act on children, while it has opened up over time to all catego-
ries of learners (pupils, students, adults in continuing education, professionals,
trainers). If, initially, the accent is put on educational activities within universi-
ties (teaching activities and later, learning activities), it quickly appears that these
can hardly be studied. Isolation, so important is the interplay of relationships
with other components. It is in this context that English-speaking universities,
the first to justify the need for this expansion (notably through the publications
published in the Review of Higher Education, were quickly followed by the pio-
neers of the International Association of University Teaching in 1970s (Parmen-
tier, De Ketele and Gerard. 2007). On this subject, Bru (2002b) adds that the
quality of training is not reduced to the juxtaposition of teaching, whatever the
quality, but depends rather of its coherence, in particular of the articulation of
the teachings between them. On the other hand, the teaching appears complete
and rigorous with a significant percentage difference 81.1% of the answers (p <
0.001) in favor of agree. “This contrast may be reflected in the fact that effective
teaching is representative of our students surveyed. Moreover, Reboul (1980)
emphasizes that teaching, as a long-term activity, takes place in a specific institu-
tion, entrusted to competent people, and whose aim is to allow the taught to ac-
quire skills, organized and transferable knowledge, by developing their critical
spirit.

The notion of education allows us to try to clarify what are the really necessary

and sufficient conditions. Teaching as a transmission of knowledge is based on
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perception, in particular through oratory and writing. The teacher’s presenta-
tion, the use of texts, participation techniques and student debate are some of
the methods used during the teaching process. This is how we distinguish

teaching centered on learning or performance.

4.2. Assessment of Learning and Transmission of Knowledge

Regarding the importance of the contributions of the lessons for the professional
project, the percentages of the students answered with “completely agree”
present an insignificant difference (Table 3). This can be understood by the
professional development of university teachers. Indeed, Paquay, Nieuwenhoven
& Wouters (2010) report that professional development mainly consists in the
construction of skills and identity transformations in work situations during the
career. In this regard, it has been clearly established that teaching constitutes one
of the fields of professional activity of university teachers, in the same way as re-
search, supervision and university administration (Brookfield, 1992). In most
higher education systems, university teachers are trained almost exclusively in
research; which means that their expertise in other areas of their professional ac-
tivity generally develops in their workplace. Professional development, in such
circumstances, depends on mechanisms such as reflective practice, i.e. the sys-
tematic analysis of one’s actions and experiences in order to identify principles
that can guide any future action (Calderhead, 1992; Schon, 1983).

In addition, this reflective practice, supported by feedback from students, col-
leagues or other actors in the university environment, allows university teachers
to develop a knowledge base for teaching that is both rich and validated (Hiebert
et al., 2002). In a system where teacher training is institutionally poorly forma-
lized, professional development results mainly from a voluntary enterprise: uni-
versity teachers devote time to thinking about their practices, to the impact of
their practices on the students’ learning in order to identify principles which will
help them build their pedagogical knowledge base. This calls for great personal
discipline and considerable intrinsic motivation.

In this regard, it is interesting to note, as Cordova & Lepper (1996) point out,
that intrinsic motivation is increased when learning environments are persona-
lized and that they leave room for choice for the student. Thus, for university
teachers, who most often learn their trade in a work situation, reflective practice
may lead to increased professional development if the context in which they
carry out this learning supports their motivation and their development (for
example adaptability various assessments or resources supporting reflection),
while respecting the diversity of visions and aspirations for professional devel-
opment fostered by the teachings (Akerlind, 2005).

Regarding the balance of the amount of work required by teachers, 72.2% of
students answered in favor of “agree” with a highly significant difference (p <
0.001). This is reflected in the effects of the assessment on master students. In-

deed, Rossi & Freeman (1985) mentioned that the effects of evaluation have a
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positive impact on the education system, the authors emphasize that it is impor-
tant that the evaluation is the object of an appropriation by stakeholders and in-
ternal decision-makers in the education system. This determines the regulation
that can ensue, since internal evaluation involves regulatory devices supported
by instrumentation allowing “feedback” on teaching activities.

Compared to the responses associated with the adaptation of the pedagogical
approach to the level of knowledge and training, the responses obtained from
the students are in favor of “completely agree”, the difference being nonetheless
not significant. This fact is partly explained by the progression of university pe-
dagogy. Similarly for the availability of teachers, the student responses converge
towards “completely agree” with an insignificant difference. This is understand-
able by the Student Teacher Assessment (EEE) aimed at the professional devel-
opment of teachers. Bernard, Postiaux, & Salcin (2000), Coggi & Maccario
(2009) have reported on this subject that the feedback received from students
within the framework of the EEA can provide information that is most useful to
the teacher, especially if these are crossed with others such as test results.

As for opinions on the mode of transmission of knowledge, 43.3% of students
answered “completely agree”, with a difference in percentages not significant.
Our observations are in line with those of Piccinin (1999), who underline the
extent to which a student evaluation of teaching (EEE) approach based on
counseling has a much more significant impact on teachers. The system of
Teacher Assessment by Students offered within an institution acts as a strategy
to support educational development. The EEE can therefore become one of the
strategies to support the professional development process of university teachers
and thus act as a complement to other strategies such as advice, training or re-
search applied to university education, sometimes even by initiating them.

In terms of the quality of the materials, 44.4% of the responses from the stu-
dents obtained reported “completely agree”, with a non-significant difference.
Overall, our results on pedagogical strategies (Table 3) are similar to those ob-
tained by the Analysis Committee of the Training Program of the Quebec School
(2009). In fact, this Committee, working in the field with teachers, has identified
the need to make students work harder; they need to be more active. They are
the ones who should be tired at the end of the course. Current students, like
ours, have more skills; they invest faster and are more demanding. You have to
contextualize the tasks all the time; if we just distribute knowledge, they’ll be
bored.

Only, ISEPS master students fully agree with the quality of the supports given
to them by teachers. This can be linked to the pedagogical strategies that teach-
ers use. These strategies include various teaching methods, which in turn include
different teaching techniques.

Furthermore, 74.4% of the students’ responses on effective course participa-
tion, sharing of ideas and knowledge were “completely in agreement” (p < 0.01;

Table 4). These results suggest the EEA formative nature in that it provides in-
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formation on teaching practices, with regard to a certain number of criteria
which establish an “effective” teaching: planning and organization of lessons and
evaluation of learning (Bernard, 2011b). Improvement of lessons is then based
on changes that lead to higher efficiency indicators. The efficiency criterion is
then valued and deserves an analysis by itself. But before looking at efficiency, it
is necessary to consider utility. Perret & Demougeot-Lebel (2014) reported that
the nature of the information provided to teachers is important in the reflective
process, as certain information can give rise to actions more directly achievable
by the teacher. There is also a need to take into account the use of student pers-

pectives by university teachers.

4.3. Assessment Methods and Developed Skills

A total of 74.1% of the students “totally disagreed” on the method of assessing
knowledge, whether it seemed appropriate or not, the difference between the
percentages of responses being significant (p < 0.05 Table 4). This proves how
many times the teachers have given work to them. According to Bélair (1996),
the courses given at the university have little impact on the learning achieved by
the students compared to the situations which are much more influential. Bail-
lauqueés (1996) emphasizes, among other things, that knowledge of the teaching
environment, through experience and studies, highlights that there is a problem
for teachers on the training side. Furthermore, in a study on the influences of the
educational environment offered by universities and on the ways in which stu-
dents learn (Romainville, 1997). For this author, “the students’ perception of the
specifics of their discipline, their sector of study, the education received, the
tasks and the evaluation system influences their choice of approach to study and
learning strategies “(p. 96). Other research has shown that students who invest
more in their studies, more frequently use strategies that allow significant learn-
ing when the training is centered on the student (the program is oriented to-
wards taking responsibility, the course structure is adapted to the students and
the use they can make of knowledge), when the students evaluate positively the
teaching which they receive, when the teaching is based on the discussion and
when the procedures of evaluation aim to measure processes more than results
(Bourgeois, 2006). This fact joins our observations. Our study also found that
67.7% of the students felt that they were correctly and fairly assessed (p < 0.001).
The scores obtained are in line with the work of Bernard, Postiaux & Salcin
(2000). This can be linked to an improvement in student learning, via an im-
provement in the lessons given. Indeed, whatever the institutional context of
recognition of the teaching profession of academics, so that the EEE can be part
of a logic of Professional Pedagogical Development (DPP), it is necessary that
the results are useful to teachers and that teachers give credit to its results so that
it can be viewed from the angle of Evaluation-Advice, which follows from for-
mative evaluation or “evaluation for learning” (Lanares, 2009). This involves of-

fering university teachers to go beyond the observation, by engaging in a reflex-
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ive practice that is part of a continuum from reflection to action (Schén, op.cit.).

While the percentages of student responses on the feeling of having developed
general skills, 71.1% of the subjects were “in agreement” (p < 0.01). Our findings
go hand in hand with the conclusions of the work of De Ketelé (op cit) who
maintains that competence is an ordered set of capacities, activities which are
exerted on contents in a given category of situations to solve problems posed by
those -this. Thus, he distinguishes three structural elements of competence: con-
tent, capacity and situation. We will say in this regard that “a competence is a
power which the learner possesses and which allows him to mobilize and inte-
grate into a coherent whole knowledge, know-how and life skills in order to
solve problems in life situations “. As for the development of transversal skills
through teaching, 57.8% of students leaned towards “strongly disagree” with a
highly significant difference (p < 0.05). This shows that the students surveyed
are not able to exercise in a broad spectrum several situations which do not be-
long only to pedagogy. In this regard, Jonnaert (2009) finds that a transversal
competence allows the subject to use a stabilized operating network of capacities
and skills in many situations which do not necessarily belong to pedagogy, class
of situation. According to Mario & Bissoneetee (2001), these transversal skills
are common to several tasks, activities, functions, trades and reusable in a large
number of situations.

As for the development of specific skills, 56.7% of the subjects answered “not
at all in agreement” (p < 0.05 Table 5). Thus, our master students do not have
the capacity to satisfactorily manage complex projects. The definition reported
by Délignieres (2014) confirms this estimate. According to this author, a skill
can be defined as the ability to successfully manage complex projects. It is a
question of initially distinguishing oneself from the concept of task, in its most
classic acceptance which returns to a clearly defined and delimited situation in
space and time, to reach a goal by taking into account a number of conventional

constraints.

4.4. Study System Organization

Our data also show that 67.8% of students (p < 0.05) were not aware of the ex-
amination regime and knowledge testing methods at the start of the semester.
This observation is due to the lack of prior information from certain groups of
teachers. Information indicates both the message to be communicated and the
symbols used to write it. It is linked to a project and can be built in advance as a
program.

With regard to satisfaction with the organization of the test (Table 5), 40.1%
of the students’ responses (p < 0.05) said “completely agree”. This can be justi-
fied by the involvement of students in the assessment process. According to
Youneés (2009), it is important that students are more and more involved in the
evaluation process because they are the first to benefit from it. Teachers should

be able to indicate whether their presentations are clear, whether comments on
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the work help them to progress, whether the documents used promote under-
standing. Students must also witness their performance. Since the teach-
ing-learning process is complex, its evaluation therefore requires the use of a
method that takes into account all of the dimensions that cover it in its entirety.
This is how Bernard (op. Cit.) Considers that evaluating a teacher’s teaching
means gathering information on the quality of his teaching work.

Similarly, the responses related to satisfaction with the planning and pace of
the lessons, 64.4% of the students were “completely in agreement”, with a statis-
tically significant difference in percentages (p < 0.05). This may be dependent on
the new Master’s Doctorate (L.M.D) system accepted since 2005 by Marien
Ngouabi University. For the hourly volumes allocated to teaching, 71.1% of stu-
dents “agreed” with them (p < 0.01). This can be explained by the number of
credits granted to each discipline. A full course includes eight (8) years of train-
ing (from bac +1 to bac +8), or sixteen (16) semesters. Each semester corres-
ponds to thirty (30) credits. At the end of the course, the student therefore has
four hundred and eighty (480) credits. Finally 68.9% of the students declared
that they were satisfied with the material conditions (p < 0.01). Indeed, the
L.M.D. adopted by all the countries of sub-Saharan French-speaking black Afri-
ca, competition to harmonize the offer of university training with European,
American, Middle Eastern and Asian countries. The aim of this approach is to
facilitate international comparisons and equivalences, then to promote student

mobility and their access to the world of work.

5. Limitations

However, the interpretation of our results must take into account certain limits.
The first is due to the very type of study and its cross-cutting nature which only
allows for a time snapshot. The conduct of a longitudinal interview-based survey
would have been better suited to the identification of relevant indicators for
evaluating the lessons given by the trainers of this institute. The second limita-
tion relates to the mode of expression of the grouped data, not taking into ac-
count the gender of the students surveyed. These limits mentioned do not, how-
ever, completely affect the power of our observations. In any case, this study is
the first of its kind in our community. Other surveys including BA students
should help validate the data obtained.

6. Conclusion

The aim of this study was to assess by future physical education teachers (master
students) quality of course content, assessments and teaching strategies imple-
mented by the trainers. The results obtained confirm our hypotheses, and show
that physical education students have the possibility of better judging or eva-
luating certain objects of evaluation in order to bring about considerable
changes in the teaching process. Indeed, according to the answers obtained, it

emerges for the students: 1) the good construction of skills, through the choice
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of teaching objectives, the management of the space of freedom and the adjust-
ment of training by evaluating the learner progress; 2) adequate resource mobi-
lization; 3) a sufficient level of teacher investment, thus allowing the contribu-
tion of the processes and resources involved. The opposite effects are due to the
inexperience of the students. In other words, this study allowed us to under-
stand, in part, the impact of assessment by learners on learning objects and the
quality of teaching. Consequently, the evaluation of the lessons taken by the fu-
ture physical education teachers themselves helps to optimize the choices of pe-
dagogical and didactic intervention of the teacher, but also to help the latter in

the choice and adjustment of its educational procedures.
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