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FORWARD

The goals of Research and Cumiculum Development Unit (RCDU) of the
g - I3 0] N
Camegie Corporations Projects in Ahmadu Bello University (ABU), Zaria include

am
among others the need to:
{ gslrengthen postgraduate teaching and research for the enhancement of
' the University's capacity for postgraduate programme design, delivery and

management; ‘
enhance the University’s capacity for creativity in responding to global and
national changes in knowledge acquisition and utilization as well as the

needs of the Nigerian labour force; and

. prepare the University academic stalf and postgraduate sludenis for life-

long intetlectual pursuits and professionalism
In its efforts to achieve these goals, the RCDU organized workshops on
procedures and methods of curriculum design, development, implementation and
evaluation. it is the ocuicome of these workshops that culminated into the
‘ Y i j o
publication ot this book by the Carnegie Corporations Project, Ahmadu Be
) iaerian
University to serve as reference material on curriculum for the use of the Nigeria
university cornmunity and the general public. - N
Considering the rich content of the book vis-a-vis the caliber h
i i istance to the
contributors, | am confident that this book will be of great assista f
‘ i i of our
academic staff and students for shaping and re-shaping the curriculurm 1
iti ing needs of our
educational institutions ta respond positively to the changm%:; o
iety. | strongly recommend the use of this book i our educationa! institu .
society.

Professor 8. U. Abdultahi, OFR,mni
Vice-Chancelior, Ahmadu Bello University, Zaria
2006

estrengthan its acadernic Programmes

PREFACE
The basic mission of the pesigraduate programme in Ahmady Bello University |
1befieve is 1o Prépaie studemts for fife-long intellectyal pursuils and professionalism
1€specially through advanced and specialized programmes of study. In order o meoet
{the needs of 21 century Nigeria and indoed the world, the University has Planned to

particularly at the Postgraduate level through
' z This informed the

-85 well as for capacily buitding.
' The strategic objectives of the RCDU are to ensure the:
4 Availabitty of Postgraduate struclures and profcedures capable gf
greater efficiency and with capacity lor creative and responsive
POstgraduate pragramme desigs, implementation and delivery.
i, Reviaw of existing Postgraduate programmes and expansion of
ypes of programmes and the creation of capacty in iheg
Posigracuate schao! as well as within the acadernic depaitments
for teaching. research, curricufum davelopmeont and  eflactive
planning ang monitoring,

#i, Enhé@cement and upgrading of teaching and research facilities in
academic departments, institules and Centres especially in seipcted
areas of proven nstiiutional sirength and puthe negds.
fv, Research results and postgraduaie academic endeavours within
and cutside the university.

Preparation of periodic reports and studies on the issues relating to

T T T
a3

1. Curriculum Design and Devalopment sub-Unit
2 Capacity Buitding. linkages ang E. xchange sub-Lipit
3. FPublication and information Management sub-Uni

B R L TV T TR AR

This publication is indecd the result of one of the numearous activities
ogamized o faciitale the achievement of the Research and Curriculum
Development Unit (RCDL) objectives ang the Camegre Comporation gt large. I is
; my hope that you wilt use this opportunity to develop yourseives for your own
qacd and lor the good of the University and manking,

iy .

Professor Zakari Muhammaa, FNLA, FNIM
Coordinator. RCDL
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1. DES!GNING CURRICULUM FOR POSTGRADUATE PROGRAMME
1.0 INTROPUCTION

One of the major chatlenges facing postgraduate studies in most academic
institutions globally is responding to new needs and new perspectives in the
ever-changing society.

Ahmadu Bello University, Zaria like any other university has many
postgraduate programmes springing up to reflect global changes, the changing
needs of the country as well as meeting the aspirations of graduates in Nigeria
who may wish to come for postgraduate studies. This calls for the need for
departments to demonstrate commitment 1o making their programmes more
relevant and atiractive through improving the design of postgraduate curriculum.

This paper aims at fulfiling cne of the objectives of the curriculum design
and development unit of the Ahmadu Belio University. Zaria that is to facilitate
curricutum design, development and implementation in acadermic departments,
What is a Curriculum? '

The word curriculum has been defined by different people at various times
and places in ditferent ways. it is derived from a Latin word meaning, “a runway.
a course through which one runs to reach a goal’. (Onwuka, 1985) The
meaning of curriculum has however changed with time. The various definitions
of curriculum span from the primitive definition which views curriculum as a
collection of syllabus or the subjects to be taught in schools to mare articulated
definitions.

Onuoha (1986) defines curriculum as a school's plan for all the learning
experiences the leamer is expected o engage in under the guidance of the
school. Curriculum has come to include the total environment in wh-ch education
takes place.

As educatars broadened their view they progressively review tre concept of
curriculum whereby the concept is no longer limited o the subjects studied in

ce o LHHOGYZODNY
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school. 1t has come to embrace all the activities that were referred 1o as extra

CUIT'.CU‘a.

The term curricutum however as preferred by other authors, such as Onwuka

1988, can be replaced with the iefm educational programme which consists o

three basic elements:

1) Programme of studies
2} Programme of activities
3 Programme ot guidance

i the school.
Thus, curriculum s the sum by

total of experiences offered

Types of Curriculum | |
There are yarious forms of curricula in schools. These include: ' N
.1 The axplicii or formal curricutum - which includes syllabi descnt:u‘r;i
' ards and objectiv

courses, test, curricular materials and subject area stand

to preserve and fransmit 10 students the cutture and tradition of the p
to anticipate the knowled

need in order 10 function effective
educators regard the for

The explicit catriculum has tWo functions: aj

ge, skitl and abilities that teday’s students
fy in tomorrow's Society.

! d that toda most
1t should be note tha y o
orgahization of intended outcomes for which the schoal 1lakes responsmi}!ty. -

o-curriculum. This includes gludents’ actt

d school newspa

Iis but social skl

2y The extra curriculum or ©
such as spor, olub student’s government an

computers, debate eic enhance not only academic sKi

i \
These activities are regarded SO important that they are N0

um but as co-curriculum.

well.
referred to as extra curricul
3y The impliglt of hidden curriculum = emerges
3 r .
jnteraction between the students and the physical, social
The Hidden curriculd

incidentalty from

environments of the school.
undesirable. f# could be & vehicle for moral growth. T

ie yseful to &
emanate from teacher o students Of student 10 student. nis u

mal curriculum as d

~ taken sericusly can affect the cutricuium of higher educalion.

ia] and interpe i
m may be desirablé

he hidden curricu'.ir:J

|

__this point that making the distinction between the formal curviculum and the

hidden curficulum is a major criterion tor a formal educational process. This is

" hecause studies have revealed that hidden curriculum in higher education if not

For exampie,
Cleck (1960) in Andres (2004) describes the hidden curriculum in its most
pernicious form. According to Andre an open door policy of community colieges,
which overtly promise the uitimate attainment of university degrees 10 jts client,
has its hidden purpése of encouraging students 10 abandon their plans of
transferring to university and instead accept a terminal curriculum,

Simitarly, Daugherty (1989) in Andres (2004) explains how community
college entrance hinders the educational attainment of pacccelourre  (1ast
Secondary Examinations for France) aspirants. He describes as three key
processes, which crealed a funnei-ike structure 10 militate against transfer to
degree granting institution and subsequent degree completion. This Process
created problems that affected transfer and thus affect the institution in several
ways such as low academic seleclivity and prestige, fower expectations ot
instructors and credit loss suffered in the transter process. These factors prevent
large numbers of students whao begin in communily colleges from the successful
attainment of their goals. _

Academic staff should find a way of exposing these hidden curricula and
replace them with transformation and transgressive curricula, teaching alnd
policies that will ensure a good posigraduate curriculum design that would be
successful and lead to the attainment of goals.

New Directions for the Curriculum

Technological developments have shifted the focus of most advances and
developing counlries’ economy from the production of goods (industrial} to
information processing (post industrial) as new careers in technology, computer
and communication emerge. This accelerated rate of change has graat impact on
the school curriculum. in addition, the tremendous knowledge explosion has



produced more information than schools can teach. This may in term lead to the
belief that schools need to turn away Wwom the traditional curriculum angd
emphasize on the thinking skills needed iin e new information socisty.

What are these more relevant thiinkieg skills? Sadker (2003) identifies
“thinking operaion” as that which lays emghasis on developing critical thinking
skills; things should be taught directly’ by comparing, interpreting, observing,
classifying, decision making, creating andi calicizing.

However, most academics would argewe that the ideal purpose of their
teaching is to foster a critical appreciation df ideas, creativity and independence
of thought. It is not the lecturer that will @nceurage such higher disposition rather
it is the design and conduct of assessmemt ol our postgraduate programme.
Designing a Post Graduate Curriculum

Curriculum design involves thinkimg about what it is the teacher wants
students to leam, how the teacher can make these goals clear to the students,
and how the students’ own experiences might be an advantage or disadvantage
to their capacity o learn.

Designing a curriculum according to Hillda (1967) involves the following: ~ \
1)  Diagnosis of Need

Every human society is dynamic rather than static. A society constantly

changes in terms of needs, value and gaals of its members. The fact that every
society is constantly changing means that ¥ education is to serve ils cause in a
society, the school curriculum has to be in line with the societal need and of
course the individual needs.

The needs and experiences of the studients are sometimes under-presented in
the design and delivery of postgraduate programmes. The experience and
expertise of tutors are often more critical fo the development of postgraduate
curricula than the experiences of students. However, identifying the characteristic
of prospective leamers is a fundamental first stage in programme design. Most
of the postgraduate students apply for posigraduate studies so as to enhance

S

their knowledge and skills and in addition enhance their career potentials. Thus
we need to be aware of our likely students and consider how the curriculum is
going to attract such students.

A good starting point is to check the background of our students in terms of:

- Entry qualification e.g. their 1* degree

- Previous education —e g state university, overseas

- Their work experience

: Their familiarity with IT

- Do they have reasonable study skill

- Know what career they are aiming for.

It is only by so doing that we can make our post graduate studies relevant
to the need of the learner. Those designing a postgraduate curriculum need to
be aware of the career destination of its student. Note that, graduate
destinations are a key programme indicator used by the government and by
potential applicants.

If your programme is not related to a specific professional area then those
designing the curriculum should be able to demonstrate that the curriculum
develops generic skills that will enhance employability. We should ask
ourselves if employability and career work are integrated into the curriculum.
Timely and effective careers management skills integrated into the
postgraduate curriculum of post graduate studies can raise aspirations and
increase motivation as students can see clearly the relevance of the activity to
the world of work. By so doing, it would help in reducing graduate under-
employment as commonly observed in Nigeria today.

2. Formation of Objectives

In every post graduate programme of study there must be intentions, which
are normally described as goals, purpose, objectives and aims. Aims are broad:
they are general expression of intension of purpose. They provide guidance on
the overall direction or thrust of the programme. They contribute logical starting



points for topic design. Objectives are of two different categories: general
objectives and specific objective. The general objectives are the school-wide
outcomes, e.g development of critical thinking skills. While specific objectives
answer the question what will the pupils be doing at the end of a course of
instruction?

Once we are clear about what we want to  achieve we can then make
decisions about how we will achieve it. Imporantly, when selecting objectives
we must consider the following factors:

- Analysis of culture

- The present status of the students

& The relevance of the objectives to the school philosophy of education

- The consistency of these objectives with the theory of learning.

= What we know enough about to teach.

3) Selection of Content

This involves the selection of subject matter if we like the selection of subject

units and topics e.g course outline in a subject.

If the curriculum is to be a plan for learning, its content needs to be
carefully selected so that they serve the educational objectives. Selection of
content for postgraduate studies should satisfy the following criteria-validity,
significant, utility, interest and learn ability.

4) Organization of Content

After the contents to be included in the curricula have been selected they
need to be organized in such a way as to produce major changes in the
learner in the direction of stated educational outcome. Organization is a
crucial task in designing a curriculum because it greatly influences the
efficiency of instruction and the achievement of learning that takes place. The

' criteria for effective organisation are:

- There should be conlinuity

- Establish a sequence

=

- Integration
5) Selection of Learning Experiences, methods techniques for achieving
identified

objectives

Leaming experience refers to the interaction between the learner and the

external condition in the environment to which he can react. Trese leaming
experiences can be calegorized into three: mental, physical and emotional
experiences.

The selection of learning experience takes place after the contenl of
postgraduate programme has been carefully selected ie after the syllabus has
been drawn up. The following criteria would help in the selection of learning
experiences.

- Validity
- Relevance w life
- Variety
- Suitability
6) Organization of Learning Experiences

After the learning experiences to be included in the programme nave been
selected, they need to be organized in such a way that they would produce
major changes in the learner in the direction of stated education outcomes. It
is important to note that the achievement of educational objectives usuall
takes a long time. A single learning experience. which a studer't undergoes
will not have much effect on him/her, he/she has to go through a number of
experiences 1o buttress and reinforce learning

Criteria for effective organization of learning exparience inlude continai
establishing a sequence and integration. Integration in this case refe's 1 it

utilization of curriculum element from one subject area 1o another subi2ct ar

of the curriculum. so as to buttress learning

\



7) Determining procedure for Evaluation

This is the final stage of curriculum design. It is the process of deterrmnmg

the nature and extent of changss in the b ehaviour of students after a course of

study.

It answers the question - is it wworthwhile to devote time to learning the

materials included in the programme

Do the educational materials reflect recent developments and
contemporary ideas in a given field of intellectual or scientific
behaviour?

Are the study materials frec from absolete concepts and ideas?

Has the student actually acgqu = - e facis xnowledge. shills. attitudes,
peliefs and values intended”
Did the selected content contilm Ut elfectively or would other contents
have been more suitabl=?

What sort of soncomitan: learn ~; resuited from the organiz ation used?
Under the prevailing system of teaching and e aming cond tions can the
new programme be succesgfully implemenic d?

Will the students master certain skills as a resull of the programme etc”
Measures of how far the student has come ang how he’she still has o

go are fundamental to curricula decisions

However, Taba's curriculum design (figure 1) is represented as a cycle

Figure 1
Diagnosis of Need
OBJECTIVES
Selection of content Organization of mmcmj
b A
Selection of lcaming‘_‘l Organization of learning
expenence expenence

EVALUATION

Basic Requirements in Designing Postgraduate Curriculum

In designing postgraduate curriculum we need t0 consider the following

requirements:
- Course requirement — what to teach and the content

Costs — knowing the cost implication helps us to map out strategies for

sourcing for funds to make the postgraduate programme viable

Staff requirements - Do you have qualified staff that can properly
handle the course content? Note that teachers work collaboratively
rather than in isolation. When lecturers work together as professional
team they ensure that all the standards are met. What are the staff

needs etc?

b



Learning environment ke clssrom, labs, etc affect the design and l Wi and Whet Snape he Curriauiie

delivery of the programme Different group can influence the curriculum. Below is a pressure cooker of
Material requirement- /Are thee apportunities for students to mix, to  different interest groups that shape the curriculum:

work together on problems/tasis, B network electronically, to use wide
range of researches? Dio we wume ICT which can help students learn at

Students
| Figure: 11

their own pace and can |provide epportunities to interact with curriculum ]
materials and with each other? 1F Taaban
D B
Stakeholder demands - the stakeholders of postgraduate programmes | Rt Collaor and
; o . Sundardized Tes—— ——
are now assuming a stronger rde in determining curriculum needs and L e b : SRS
) caunon S — State (i
development, thus, we meed to modify and implement new approaches | i o
’ ) Communitiecs——P® 4 | neul Government
and ideas to make our programme acceptable and relevant to our local ' Federal —_— -
needs. } 4 Prnfessinnal
I Special Interest g € Puhlishers

Government Directives - the federal government influences the
curriculum through schaol relased legislation and national educational

goal. In designing posigraduae curriculum therefore, we need to Source: Sadker and Sadker (2003)
Reflection: What groups exert the most influence? Do you see all these groups

|

consider government directives.
\ as a mere of democratic participation, or an inappropriate intrusion in curricular

decision-making?
l[ Gender and Curriculum

Those engaged in designing curriculum for postgraduate programmés should
develop relevant curriculum that females will be attracted to and benefit from the
curriculum. This curriculum should be relevant to their lives; it should seek out
their potential in the given settings and at the same time eliminate gender

stereotyping. In designing poslgraduate curriculum the unit, lesson and even the
entire programme should focus around the needs and contribution of women
because this aspect has been omitted in the past.
Recommendation

In a time of continuous economic, social and technological change, skills

and knowledge become out of date. The curriculum for any post graduate studies

10 I



. should first and foremost be seen mesponding to new needs and - new
<. - perspectives. Thus, we should think globally and act locally.

' Secondly, academic staff involved in designing curricuium for postgraduate
programme should be seen to be exploiing the future, setting the context for
what to teach and how to teach, while we bring our cufriculum to internationg)
level.

Thirdly, in designing a curriculum, we must establish and maintain
enhanced quality and standards through relevant competency-based curricula
and effective quality controf at the post graduate level.

Fourthly, as more postgraduate programs spring up in Ahmadu Bellg
University, Zaria there is need for departments to demonstrate their commitment
to make their programme more atiractive and relevant to the needs of gur
graduates. This calls for a review of existing postgraduate programmes in almost
all the departments.

Conclusion

Education is like fashion and design™ a mirror of changing styles, taste and
public opinion. lt'i\? high time the curriculum emerges from research and
reasoning not from popular opinion. Let us be seen researching on contemporary
. issues while we redesign our post graduate programmes to meet the demands
identified within the society, This will make our programmes relevant to the needs
of the individuals and society.
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2. PRINCIPLE AND METHODS OF CURRICULUM IMPLEMENTATION

2.0 INTRODUCTION

According to Marsh (2004), curriculium starts as a plan. It only becomes a
reality when teachers implement it with real students in a real classroom. Careful
planning and development are obviously mmportant, but they count for nothing
unless teachers are aware of the product and have the skills to implement the
curriculum in their classrooms.

And as further noted by Fullan (1999) and Scoft (1999), a curriculum,
however well designed, must be implemented if it is to have any impact on
students. Although this is obvious, there are thousands of curriculum documents
now gathering dust on storeroom shelves because they were never implemented
or because they were implemented uninteligently. The obvious imporiance of
curriculum implementation has not necessanly led to widespread understanding
of what it entails or of what is problematic about it.

The term ‘implementation’ refers to the ‘actual use’ of a curriculum/syllabus
or what it ‘consists of in practice’ (Fullan and Pomfret, 1977). It is a critical phase
in the cycle of pianning and teaching a curriculum. Adoption of a curriculum
refers to somebody's intentions to use it, be it a teacher or a head office official,
but it does not indicate whether the curriculum is implemented or not.

Implementation refers to actual use, as outlined above, but there is also an
important ‘attitudinal’ element. In education systems where teachers and
principals have the opportunity to choose among competing curriculum packages
(i.e. acting as ‘selectors’) then attitudinal dispositions are clearly imponant. For
example, if a teacher perceives that the current curriculum he or she is using is
deficient in certain areas, and then an alternative will be sought which overcomes
these problems. Leithwood (1981) maintains that teachers will only become
involved in implementing new curricula if they perceive a dysfunction-they have a

desire to reduce the gap between current and preferred practices, with reference
to their teaching in a particular subject. '

But for many subjects, a revised or new curriculum is produced to be used
by teachers in all schools in a school district and no choice is available. There is
no opportunity for teachers to consider alternatives. Their task is to find out how
to use the new curriculum as effectively as possible. In these circumstances, the
dominant implementation questions for the teacher might be:

= How do | doit?

=  Will | ever get it to work smoothly?

= To whom can | turn to get assistance?

* Am | doing what the practice requires?

* Whatis the effect on the learner? .

This emphasis on how 10 use a new curriculum is a major concern for

teachers because as ‘craft specialists’ they gain most of their intrinsic satisfaction
from being successful in using a particular approach and material with their
students. However, the implementation of any new curriculum will take a teacher
a considerable period of time as\he or she needs to become competent and
confident in its use. It is only when a new curriculum is completely accepted by
teachers in a school and the activities associated with it are a matter of routine,
that the ‘intitutionalization’ phase is said to have been reached.
Nonetheless, some writers (for example, Snyder et al., 1992) argue that the idea
of institutionalization unduly implies that the curriculum is something concrete
and static. These writers suggest that ‘curriculum enactment’ is a more useful
way of describing the ongoing process of implementation because it emphasizes
the educational experiences that students and teachers jointly undergo as they
determine what the curriculum will be like in each classroom.

There is also the matter of commitment to change (Cuban, 1992). Not all
teachers will automatically accept the notion that a newly proposed curriculum is
not what they should use, nor will all want to use it with their students (Fullan and

15



Hargreaves, 1981). Most would no douibt welcome the opportunity fo choose
among several ﬂamatrvas In fact, sorme ®achers might be perfectly satisfied
with their existing curriculum. In situation:s where teachers have no choice abouyt
whether or not o use a new curriculum, they may embrace the new curriculum
with enthusiasm, becoming what is kmows as 'consonant’ users (willing to
conform to the new curriculum), or they 'may be reluctant, making considerable
alterations in the curriculum, thus becoming what is known as ‘dissonant’ users
(unwilling to conform). In extreme cases, a dssonant user may erect a fagade of
compliance while adopting Machiavellian: tactics to resist or even 10 undermine
the new curriculum. Again, the attitudess of individual teachers are extremely
important in implementation.

Some subjects in schools are considesed to be important core areas and
are given detailed treatment in syllabus diocuments. For these subjects, teachers
mayv be expected to cover particular content and to follow a certair instructional
sequenca The term used for this adher=nce to prescribed details is fidehty of
use’. Alternatively, there may be other subrjects where tsachers can axercise their
creative flair and implement very special, individual versions of a curriculum. This
is then termed ‘adaplation’ or ‘process orientation’.

When implementing the curriculum, the teacher needs to consider

= How to teach students to develop, refme and adapt skills so that they can
be applied in different contexts and acivities

* How to enable students to develop aspects of their fitness, health and well-
being. as well as their knowledge amd enderstanding of why it is important
fo be actlive and safe

* How to enable students to decide which skills, tactics. and compositional
ideas and devices they can selieet from and apply to make their
performance effective

* How to help students see the relaionship between skills, tactics, and
compositional ideas and devices
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Factors Affecting Implementation

Several education experts have produced very useful insights about
implementation and the relative success of it in schools. In the early 1980s Fullan
(1882) produced a list of factors affecting implementation, which is frequently
Guoted in the literature. These factors refer to the attributes of the innovation or
change, characteristics of the school district, characteristics of the school as a
unit, and factors external to the local school system. A wideranging list of factors
is provided in Table 7.2 based on the experiences of a project developer
(Parsons, 1987).

House (1979) uses three perspeclives (technical, polmca] and cultural) to
explain how and why certain implementation practices have occurred over the
decades. The ‘technical’ perspective assumes that Systematic planning and a
rational approach can overcome typical teacher problems of lack of time and
expertise. The ‘poiitical’ perspective recognizes that rational behaviour is imited
in practice and lh\nt it is the balance of power among parties that determines
whether curriculum implementation efforts will be successful or not. The ‘cultural’
perspective emphasizes cultural transformation as a major factor in determining
the success or otherwise of implementation endeavors. It is the deeply ingrained
beliels and values of stakeholders, which are socially shared and snaped. which
ultimately affect what happens in classrooms. The specific factors affecting
implementation are outlined in Table 1 (from Fullan (1982, p. 56).



" Table 1: Factors afecting implementation

Characleristics of the change

A
1. | Need for and relevance ofthe change
2. [ Ciarity
3. | Complexity
4 Quality and practicality of programme (materials,
elc.)
g Characteristics at the school environment
level!

5. | The histery of innovative attempts

6. | The adoption process

7. | Central administrative support and involverment

| B. | Staff development (in-servite) and paricipation

9. | Time-line and information system (evaluation)
10. | Board and community characteristics

C | Characteristics at the school level

11. | The principal b

12. | Teacher-teacher relations

13. | Teacher characteristics and orientations

D. | Characteristics external fo the local system
14. | Role of government

15, | External assisiance

White these factors affect implementation at a broad level, other series of

factors affect successful implementation at an individual level.

identified in Table 2 (Marsh 2004 p. 68).
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12 Recognizing the role of individuals: commitmen: and

charisma are essential qualities

'Ma:féi'l"(ﬂj{]df) further contends that in a study of implementation praciices in
sévéhteen US schools, Corbett and Rossman {1988) noted that there were

segments of technical, political and cultural at all siles and that mhere change

strateg|es addressed all three there was increased implementation success.
McLaughlin {1987) found that the efforts by federal or state officials to

promole successiut curriculum implementation in local schoels depended on

F7.3



.- what shé describes as ocal capacity’, “metivation and commitment’, ‘internal -
institutionat conditions’ and ‘balance betwsoen pressure and suppert’. The local ~
capacity 1o implement an innovation cam be improved by increasing financial -

support and the training of teachers, as lkeng as these increases are significant
and continue over a period of years. The mmotivation and commitment of teachers

and administrators is more difficult to impmove. Doing so depends on the valyes -

of local leaders and their assessment of the relative worth of a particular

innovation. However, on some occasions the involvement of local leaders in a -
project leads directly to greater commitment (Fuflan, 1986). McLaughlin (1987} -

also reported that the structures and paficies within schools and the relative
stability and support for teachers could have a major effect upon their willingness
to implement new curricula. That is, the intemal institutional conditions have to be
conducive 10 change. Furthermore, some balance between pressure and support
is essential. Pressure is required to focus attention on a specific innovation, and
it provides the necessary legitimacy to ambark on a new project. But suppor,
whether financial or in the form of expert assistance, is also required to get the
project started.

MclLaughlin (1987) further argues that implementation is not about
transmitting what has previously been agreed, but about bargleliriing and
transformation. Implementation must be framed in terms of individual actors’
incentives, beliefs and capacities-a point also confirmed by Wemer (1987),
Crandall (1988) and Lewis (1988).

Nonetheless, there appears fo be a return to a more rigid view of
curriculum implementation. The increasing interest in the United States in
educational standards and schoo! indicators has seen more explicit listings of
requirements for teachers in implementing their respective curricula. Examples
are Porter (1993), who argues for school standards for the delivery of the
enacted curriculum and cites the professional standards for teaching
mathematics developed by the National Council tor Teachers of Mathematics:

n
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Blank (1993), who describes indicators based on student autcomes, instructional
time, curriculum content, teacher quality, and school conditions and resources;
and Schmidt et al. {1996), who urge for the adoption of a mullicategory
curriculum framework for measuring the alignment of various elements of
implementation.
Problems of Describing/Measuring Implementation

Attempts to describe the implementation of new curricula are fraught with
ali kinds of difficulties. For example, do you focus upon the curriculum materials,
or what the teacher is doing, or what the students are doing? if the intention is to
try to do all three things, what criteria do you use to select instances of each,
since they are all occurring simultaneously in the classroom? Are there optimal
times to examine how a curriculum is being implemented, such as after 8 months

" of operation, or a year, or even longer?

Trying to measure degrees of implementation is even more difficult than
trying to describe it. Decisions have to be made about what kinds of data should
bé« coliected, such as cbservational data; document analysis or self-report data.
Measurement data also tend to have a punitive air about them and so this can
lead to concemns about who is doing the measuring and who is 10 receive the
results,

Measuring Student Activities and Achievements

A major reason for producing a new curriculum is to provide belter learning
opportunities for students, such as higher achievement levels in lerms of
particular understandings, skills and values. Rarely is it possible, however. for
measurements to be obtained on student achievements so that it can be stated
unequivocally that a new curriculum is superior to the previous one, in terms of
particular dimensions. There are so many confounding variables, which affect
student scores. A single test is unlikely 1o be suitable for use and to be able to
provide valid and reliable comparable data between a rew curriculum and the

previous one.



Despite the lack of empirical evidence linking testing with student
achievement, high stakes testing of students became a political priority in the
USA during the 1990s (Nave et al., 2000), and there is pressure from some
quarters for a single national test for all students (Porter, 1993). A differing point
of view holds that a more promising development is authentic assessment of
student learning, such as through the use of portfolios of student work or through
increasingly sophisticated ways of measuring problem-solving, reasoning and
critical thinking (Resnick and Tucker, 1992).

Measuring Use of Curriculum Materials

In most teaching programs, curriculum materials figure prominently in the
day-to-day activities undertaken by the teacher and students. In fact, surveys
have revealed that school students can spend up to 80 per cent of their time
engaged with particular curriculum materials (Cornbleth, 1990).

It is clearly important in any study of implementation to gather information
about how curriculum materials are used. Some of the curriculum materials
analysis schemes developed in the 1970s provide convenient criteria for
" evaluating curriculum materials (for example, Piper, 1975; Eraut 2t al., 1975).
However, these schemes are often very time-consuming to comp'ete and tend to
emphasize the characteristics of the curriculum materials in isolation

During the 1980s more attention was paid to developing checklists, which
provide ratings of curriculum materials ‘in use’ (for example, the Innovations
Configuration developed by Hall and Loucks, 1978: and the Practice Profile
developed by Loucks and Crandall, 1982).

The Innovations Configuration (IC) describes the different operational
forms of an innovation that result as teachers implement it in their classrooms.
The checklist can be structured to indicate the variations that are considered to
be ideal, acceptable and unacceptable uses of an innovation (Hord and

HulingAustin, 1987).
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The rapid growth in the use of the Intemet by teachers and students has
also spread numerous new ideas about what can be included in checklists of
curriculum materials and how they can be used (Means 2001). In particular, the
Internet has become a huge new resource for teachers and students (Molnar,
2000; Schofield and Davidson, 2000).

Measuring Teacher Activities

Various methods have been used over the decades to maeasure teachers’
implementation activities, ranging from formal visitations to obseivation
checklists, questionnaires, interviews and self-report techniques. In the USA,
where implementation studies have been very extensively undertaken since the
1970s, observation checklists and rating scales are commonly used. In these
studies, particular categories of behavior are determined in advance and used as
the basis for the checklist items and rating scales. For example, self-repon
techniques are incorporated into the Stages of Concern (SoC), an instrument
developed by Hall et al. (1977) and subsequently used widely in many countries,
2.g. Hong Kong (Cheung 2002). The SoC model itself is outlined in Table 3 (from

Cheung 2002).

Table 3: SoC Mode! of Teacher Curriculum Implementation
Stage | Label Characteristics

1 Awareness | Litle concern about or invoivement with the innovation &
indicated.

A general awareness of the innovafion and interest in learming [
more datail about it are indicated. The person seems to be
unworried about herhim in relation to the innovation. She/he is |
nterested in substantive aspects of the innovation in a selfless
manner such as general characteristics, effects, and
requirements for use.

— —

2 Informational

3 Personal

indwidual is uncertain aboul tha demands of the innovation, |
her/his inadequacy to meet those demands: and harhis role |




with the innovation. This includes analysis of her/his role in
relation to the reward stmcture of the organizaticn, decision-
o © 7 | making, and consideration of potential conflicts with existing
structures or personal commitment. Financial or status
implications of the program for self and coileagues may also be
reflected.

Attention is focused on the processes and tasks of using the
innovation and the best use ol informalion and resources.

4 Management

Issues related 1o sificiency, organizing, managing, scheduling,
and time demands are utmost.

Attention focuses on impact of the innovation on studenis in
her/his immediate sphere of influence. The focus is on
relevance of the innavation for students, evaluation of studant
outcomes, including pedormance and competencies, and
changes neaded to incraase student outcomes.

Tha focus is on coordination and cooperation with others

5 Consequence

6 Collaboration
regarding use of tha innovation.

The focus is on exploration of rmore universal benelits from the
innovation, including the possibility of major changes or
repfacemnent with a more powerful alternative. Individual has
definite ideas about altematives to the proposed or existing

7 Refocusing

form of tha innovation,

The SoC focuses upon teachers’ feelings as they become involved in
implementing an innavation. These will vary in both fype and intensity. Hall et al.
(1977) argue that there are definable sets of major stages of concern and that as
teachers become involved in implementing an innovation they will move
devetopmentally through these stages.
implementation of Change in Higher Education

So far cur discussions have looked at generalized patterns of curriculum
implementation — or more precisely implementation of curriculum change. Most
of the focus of the studies cited tended to basically apply to pre-tertiary
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enwmnments -The - srtuatlan at higher’ educatron anvironmems s scmewhat -

" different, aithough sharing the same fundamenta) principles. Baldridge '(1972} :

contrasts two broad approaches to organizational change; the hurnan relations

approach and the poiitical systems approach. Curiculum change at a higher

institution faculty fevel demands some form of human ' relations perspective to
- effect change. ' -

The three best known strategies for effecting change in humnan systems
are those described by Chin and Benne (1961); the rational-empirical, normative
reeducative and power-coercive. The rational-empirical approach assumes that
intelligent people are rational and reasonable, and that once sound arguments
for organizational change are presented to them they will adopt the change
proposal. In conirast, the normative re-educative set of strategies assumes that
the average person is driven by impulse and need sati_sfactibn. Those committed
to this strategy see the person as the basic unit of social organization and
change. Such people want to know ‘what's in it for me?' Unless they detect
opporlunities--{?r personal gain they are uniikely to support change. Fower-
coercive siralegies, however, emphasize political and economic power as the
means by which to achieve change. Such power may come in the form of
sanctions on those who flout the nues and meoral power that plays on the

sentiments of gui!t and shame. Typical of a more autocratic and dictatorial

_*Ieadershap style, the powsr-coercive approach attempts to legitimize certain

courses of action. Those responsible for eifecting cumiculum change in a
university faculty need to be well aware of the three strategies and 0’ determine
the right “strategy-mix' for their comext. Many curriculum innovations have fallen
by the wayside for lack of attention 1o the process of change itself (for example
see Cochran, 1971; Wideen and Hotborn, 1984 Kelly, 1966 and Boser and Hill,
1990). ‘

Wideen and Holborn (1984) conducted an interesting analysis of the process
of curriculum change at Ten Canadian University facuities. They conclude that
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- .. changes emanating from within the facuty are ‘rarely paradigmatic bulmm
- incremental and all too frequently Inconsequential”. Thay identify five factors
* - which must all be operative if change of_any magnitude is 10 occur within 3

influances, in part, becausa of academic freedom.

* The exercising of powsr. It is highly uniiely that faculty change canoocur
unless someone OF some group is in a position to exercise power m-l_

" support of the change,

- = Shelter conditions. University academics are. trained 1o question and: .
criticize; such criticism can effectively destroy any emerging ideas that are - ;
seen to threaten the status quo. ‘Shelter’ conditions are necessary to b{unt '

such criticisms.

= Role of key players. maeenandﬂolbomsresaa:chsmwadmi.'?

s The prasence of external influences. Extemal pressures for changle' may N N
come from government legislation, commissiened reports, professional -
groups o linkage groups (linkage groups are indirect influences that come.
from canferences, journals, the media and other contacts). Hopkins ‘igao, o
argues that faculties exhibit an enomous ability io resist extema| C

IS NN S S

importance of key Individuals to champion faculty changs. Often this ..
ivolved different key players, those who initiated the change ammdsé-'-._,;.-_-_

that actually implemented the innovation.

~» Recaptive facully and students. Not only must faculty staff be well
disposed towards change but students will also exert a powerful influence .

in detarmining the success of an innovation.

Boser and Hill (1950) argue that threa further factors are critical to the .
succaess of curriculum change. The first of these is that the various stakeholders -

s 4 r AT

- recognize the benefits. For faculties this involves the university as an institution,
academic and general staff, the students, professional organizations, employees '_ E

and even parents of the students. Secondly, faculty structure needs 10 change to
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accommodate the new curriculum and perhaps individual work roles accordingly.

Thirdly, the relationship of the facuity with the community environment in which it
operates needs {o be a positive one.

More recentiy some research into changes in higher education has
focused on ethnographic studies of cultures within universities. Trowler {1898)
identifizs four ideological positions: traditionalism, progressivism, enterprise and
social constructivism.  Traditionalists view universities as elitist in nature with
academics as the custodians of the cultural, research and disciplinary heritage of
society, Progressivists reject elitism and advocate universities being open to all
comers in order to overcome inequalities imposed by an unjust social system.
Enterprisers are career oriented; the university exists to develop human capital
and must equip studemts with skills. Teaching is mare important than research,
Finally, social reconstructivists claim universities are about encouraging social
change and are, therefore, chan'ge agents. One cutcome of such studies is to
highlight the difficulties that faculties and uriversities have when their staff hold
diametrically opposed ideological perspectives about what universities are about.
Understandably, innovation and majdr change may not be achievable if there is
no shared ‘culture’ amongst academic staff. T
Concluding Comments

Guskin {(1996) believes academics can be their own worst enemies.
Academic freedom is so entrenched and academics have been rewarded and
supported for so long in their present behaviors that for many it is extremely
difficult, if not impossible, now to change. As Guskin says, “The longer we
analyse the current ways of operating, the further we fend off that awesome day
when we will have to change something. Analysis thus becomes a defensive
manauver to aveid making fundamental change.” Yet, says Guskin, universities
are in the midst of unprecedentad change and survival is the name of the game.
Universities, and each of their faculties, must adopt internal change {or have it

imeosed) if they are 10 maintain a sense of integrity, autonomy and dignity.
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. Strong academic leadershlp is important but substantial curriculum and structural i

. change must in the end bs based upon cooperatlon between all the members of

the faculty. |
How a planned curriculum is implemented as the enacted curriculum in
ény school is a complex process that can vary enormousty from school to sehool.
The only certainty about curriculum implementation is that there is no qne right
way of going about it for all teachers in all schools. The ongoing issues
concerning curriculum implementation are not likely to be resolved, but in recent
years there has been growing awareness of the complexity of the process, and
hence more reason for both caution and guarded cptimism.
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. 3. DEVELOPING RESOURCES MATERIALSFOR EFFECTIVE CURRICULUN

IMPLEMENTATION
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- 30  INTRODUCTION

The ability of any postgraduate curriculum to successfully achieve the sat
goals of the programme and transfer learning 10 the students depends to a large
extent on its implementation capacity. The skils, resources and technical know
how of ils workforce are critical components for the atainment of these goals.
The quality of a postgraduate curriculum depends upon how well the individual
- gomponents are constructed and how well they blend into a coordinated well
designed comprehensive programme.,  This implies that in developing a
postgraduate curriculum it showld be seen as an ongoing and cyclical process.
That is those developing a curriculum need to progress from evaluating the
existing programme, to designing an improved programme, to implementing a
new program, back to evaluating the revised program. (http://wwwte-mat)

The purpose of this paper is to provide some general instruction to
academic staff on the resources and material components needed in the
implementation of a posigraduate curriculum. However, attempt has been made
to define curriculum implementation and elaborate on points to note to ensure

effective implementation of the posigraduate programme of the Ahmadu Bello.

University. !
Curriculum Jmplementation

Implementation according to Pinchas Tamir (2004) is the process of
putting ideas and materiais into practice. It involves the entire process, beginning
with dissemination and ending with utilization and evaluation. Implementation in
its general sense involves two additional processes, namely, adoption and

adaplation. Adaptation refers to the decision to use a particular innovation. This -

dacision is followed by actual utilization of the materials in the classroom while
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‘adaptation is the process of modifying and further developing a programme by

those adopting it.

Curriculum implementation can be defined as putting the new programme
into practice. Ensuring that we perfect on how to keep the programme running
smoothly and effectively by timely ciling and greasing it should do this. The
curriculum developers have to consider the following in terms of implementation:

1. Use shared practice 1o support university wide goalé for students. This
entails:

» Using university wide approach to implement curriculum, which
encourages the development of a professional learning community
that will in tum, foster commilment 10 a curriculum focused on
shared goals for students. By so doing the university increases the
coherence ot its instructional programme.

« Communicating the curriculum to students, teachers and parents.
This is necessary in order to help teachers develop understanding
through discussion on material lessons assessment and student
works. Parents and students on the other hand le4rn about the
curriculum through course outlines, fetters from leachers and
assessments.

» (Crealing a supportive environment for curriculum implementation.

The Vice Chancellor and other schooi leaders can help support

curriculum  implementation by serving as cheer leaders and

empowering lecturers 1o make decisions. Lecturers impiementing a

new cummculum should be recognised for taking risk as wel as for

outstanding performances.

2. There is need to monitor curricuium and provide teedback 1o the
stakeholders such as teachers, students and parents. This is necessary
because stakeholders would need 10 know about new knowledge and skills
that are offered in the university. Schoo! =aders using informed could do
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4 of implementation (e.g. conversation and formal processes
gistion, checklist, locking at student’s work or tools etc). |t
aisted that monitoring & a professional mechanism for ensuring
ol for curriculum implementation.
@0 the need to provide resources and other supporls for
seplementation. A successful implementation will not only help
uich challenging goals, it will require the school to use resources
ampports well in order to reach ultimate goal which is to improve
@ens in the classroom (hitp/wwwmerd) In implementing
where is need for pasinership with consultants, and especially
#um Advisory Committee. The roles of these bodies are:
#mnts — Their roles include
#velopment of institution guides and matenals for units and
murses
Movide professional develepment related to curriculum and
astruction through training programmes
@nduct research on cumicular issues and reflect research
®dings
@um Advisory Committee — (parents, teachers, business
) Their roles include:
& nput and advice the department on curricular issues vis-a-vis
wmry demand of the labour market (Sadker, 2003).
gpvenues to solicit for fund to acquire curriculum resource
s
#@Walues of Curriculum Resource Materials
8 curriculum materials mesults in more effective learning of factual
ad skills in less time than mere verbalisation. For example M.D
& series of investigaticon as to the value of still non-projected

pictures found that when graphic materials relate directly to the facts
described in the fext, these facts were more clearly remembered.
Similarly, when resource materials and davices are properly used, the
foliowing are accomplished:
1. they make learning more permanent
2. they generate students’ interest
3. they stimulate self activity on the part of student
4. they develop a continuity of thought, this is especially true of motion
pictures
5. they contribute to growth of leaming and hence to vocabulary
development
6. they supply a concrete basis for conceptual thinking and reduce
meaningless word responses of pupils
7. they provide experience not easily obtained though other materials and
contribute to the efficiency, depth and variety of learning Tyler (1971).
This implies that curriculum resources ‘\rnatenfals enhance leamning.
Besides, teachers need to know that there is so much to learn in sao little time that
the utmost economy should be practiced in effecling resources. Materials provide
the answer, because they are effective means of leaming to understand in less
time. They also serve as a' means of effective communication.
Importantly, the resources cannot achieve any of the attributed values on
their own. Their usefulness depends on what the teacher makes out of them.
Thus intelligent handling of these materials in the classroom is necessary

o (Onuka, 1985).

IDENTIFYING RESOURCE MATERIAL TO ASSIST POSTGRADUATE
PROGRAMME IMPLEMENTATION
The resources material in any effective postgraduate curriculum

implementation can be categorized into:
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a) Human resources

b) Physical/material resources
¢) Time and

d) Fund

The Human Resources

For effective curriculum implementation the quality of staff that would man the
programme is very important. The role of the teacher in implementing the
cumiculum cannot be over-emphasised. As the implementer of the curriculum
content, he/she is an authority in terms of inculcating the right type of knowledge,
attitude and skills necessary for students to survive and develop in the
environment.«TReachers’ expertise-must be seen as a priority when implementing
postgraduate pAgramme. What do we mean by a qualified and skilful teacher?
The most effectiVe teachers not only demonstrate mastery of the subjects they
teach but are adept in the methods of teaching and understand student's
development. Unforiunately, many teachers receive little support, make little
progress in their subject area or their teaching skill and never grow to the more
sophisticated levels of teaching (Sadker, 2003). On going support in the form of
professional development should be provided not just to new teachers but for all
teachers. This is necessary because without the teacher the content of the
curriculum would not be delivered to the students.

Teachers need the knowledge and skill necessary to make the fullest use of
resource materials. This call for a functional resource material centre attached to
some selected schools to provide the knowledge and skill. In addition teachers
must understand how to use and control resource materials though many
teachers fear that instructional devices like textbooks, computers etc could
replace the teacher of the time of operation but such a fear is baseless because
these teaching devices can no way disperse the teacher it can only help clarify
facts. For any effective implementation of postgraduate curriculum, staft

-

- 3 > ©

' B AENTIE M 32

ary. Mentors are therefore required to guide and
offer information about curricular materials as well as observe a class taught by
junior academics to offer insight into teaching skill. Note that mentors provide
more than friendly support; they have an official responsibility to assess new
teachers and to file report to the head of department so as to improve the
teachers’ instructions.
Physical/Material Resources
The essence of any postgraduate programme is to have effective curriculum

e Sk

t

devebpmentis#erynece

implementation that will help students reach challenging goals. Successful
implementation of postgraduate programme however requires that the university
use resources and other support materials well in order to achieve the goal set
by the department. Perhaps the greatest constraints against the successiful
implementation of most postgraduate curricula in most universities particularly in
developing countries are inadequate supply of equipment and materials to
academic programmes. Some of these helpful materials are: buildings, Internet,
computers, radio, video, projectors, equipment, recorder, anq\risual materials.
Such equipment should meet the standards in the labour market. in fact the
training environment is a replica of the environment in which the learner must
subsequently work. The dearth of appropriate equipment
postgraduate programmes should be a concem to our educational

in our

administrators.

Without eguipment/material we would be faced with a situation where we
produce students who have never operated or seen in operation any machine
they are likely to meet upon graduation. However, material resources must be
utilized optimally to meet the objectives of the curriculum.

These material resources ranging from classroom equipment, textbooks,
computers tools and teaching/learning facilities vary from department to
department. The list of curriculum materials is in exhaustive. Some are available

in Nigeria while some are not. But teachers can always improvise some



- resource maleriala using locally available materials. They are even fres to invent

teachers and stakeholders. Although there are limitations on such materals, the

university should ensure that each department is aliocated fund in the budget of

the university while the department on the other hand should solicit for fund

through their resource mobilisation’ committee so as to improve programme

implementation.

It Is also necessary that depariments provide high quality curriculum materials.
This is because ' -

. they are more durable and effective. In order to serve as a guard against
spoilage of curriculum ' =

| materials it is necessary to develop a maintenance culture.

Time

Time - a resource that no one can extend, thus a successful curriculum -

implementation should be seen as one being achieved in goocd tme. When a
curriculum is planned for 3 years, all curriculums content must be achieved within

the stipulated time. This implies that curriculum materials/resources sheuld be_

ready and ne procured in good time so that teachers can utilize them to achieve’
the objecti: =5 as at when due.
Fund

Fund Is a vita] resource without whic> curricuium resource malerials cannot
be cbtaine.s. However, if obtained th~ university and departments need to
budget on tov s .ch tunds would be util zed to meet the goals and objectives of
the postgradiuatz srogrammes.

The budget oxpresses in words and numbers all programme resources
needed for succ-asful curiculum Impleme: - Tne programme 18sources are

simply picturer =‘ong 3 elements -mar. ;. 7»"a's and Manpower.

[EFRTE ]

A e

: . _ ’ l =7 In cumiculum “implementation the Head of Dspartment of postgraduate -
‘thelr own malerials as long as they are safe 1o use and serves the purpose of B
enhancing leaming. Impartanily, the avallabliity of these curriculum materials

should align with the university instructional goals and visions as developed by .

programmes has to budget for how much money would be spent on curriculum
resource materials that are needed for the delivery of the content of the -

curriculum. A priority list is necessary to guide the spending of money on

teaching/learning of curriculum content. When maney is not propery budgeted
for curriculum materials and resources, the objectives of the curriculum would not
be achieved. - '
A curriculum budget is required to cater for:
+ Materials - long life consumables like books, software el
« Equipments — durable goods like computers, desk, working {ools
efc.
» Supplies — short life consumables like pens, letter headed papers,
chalks etc.

Effective utilization of resources i.e. teachers, physical/materials, time and
fund can make learning more concrete, real and permanent which will in turn
bring success in achieving the goals and objectives of postgraduate
programmes.

Basle Requirements In Production and Procurement of Resources for

¢ Curriculum Implementation

Over the years many postgraduate programmes do not have essential
resources such as textbooks, computers equipment and other necessary
materials for the teaching of postgraduate studies. Since learning is an on going
exercise, dynamic and evolving academic staff must be made to identity those
indicators within and outside the school environment thal would promolte the
achievement of the goals of postgraduate programme. This is necessary
because the ultimale success of any enterprise depends on the individua! efforts
of those who are the productive elements of the enterprise.
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The Iollowlng basic requirements would be useful ln procunng and produmng N N ;. and resources for our postgracluate programmes for the achlavemem of . :.‘
- resources for an effective curriculum implementation: e ... the goals of the university. o

« (dentification of need . 2 The curdculum of all p{és'tgraduate programmes rﬁust be

« Collection of relevant and appropriate material ~ - continuously revised, expanded and modernised with qualitative

« Step by step process or procedure of producung the deswed curriculum resources and materials necessary for the delivery of )
. - curriculum content. S
3 HResearches should be conducted on postgraduale ;;Urriculum

implementation and the adaptation of materials from locally available -

material by applying the necessary skills o
« Post-production tfesting of materials to ensure conformity to . . }

standard
resources in the community.

K
-

+ Proper maintenance of materials.

A good teacher should employ every eflort to acquire relevant teaching
materials; however the teacher should be resourceful and innovative through
improvisation. The use of abundant raw materials from the immediate
environment could go a long way in helping the generation of instructional
materials. However, there should be adeguate provision for the storage of such ;

4 The postgraduate school should design teachers’ guides, which will - |
direct teachers to oblain available high quality resources, which may be
used for designing iccal programmes. Spacial attention should be paid

o e el Mg e e

to the use of computers in leaching/leaming.

5 The heads of departments should ansure that instructional materials
are kept or stored in instructional kits (boxes) for future use.

6 The head of departments should ensure that recruitment of
qualitative academic staff is basé'd on those who are knowledgeable in
the subject area and can adapt to the methods/material of teaching.

7 The Federal Government and NUC should establish a functional

materials for further use.

In a situation where the materals cannot be developed but need to be
purchased (e.g. compulers etc), the department would have to mobilise the
government,  industrigs, donor  agencies,  professional  organizafion,
philanthropists, parents and stakeholders to pravide fund for building classroom

and buying sophisticated equipment, computers, textbooks etc. Success in this resource /materials centre attached to university training institutions

direction depends substantially on the initiative and drive of the officers where teachers can easily be taught the skill and knowledge necessary

concerned. Importantly, curriculum materials for effective teaching must be for the utilization of curriculum materials.
durable, attractive easily available and should be able to aid the students 10

understand the content of the curriculum.

Conclusion
Curriculum development and implementation shouid not be viewed as two

ot g e i

Recommendations separate processes but rather as one interactive process. The posigraduate

1 First and foremost there must be a clear expression of readiness,
determination and total commitment by the government, NUC and

curriculum developers should realise that teachers are the key to successful
curriculum implementation. There is therefore the need for the design and

university management 1o procure good quality curricuium materials implementation of adequate materials and strategies that will promote leaming,
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which will eventually lead to the attainment of the goals and objectives of the
programme. |
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4. THE PROCEDURES AND METHODS OF CURRICULUM EVALUATION IN
HIGHER EDUCATION

4.0 INTRODUCTION

Evaluation is intrinsic to all human endeavour for it provides a framework
around which future decisions can be taken. Evaluation enables judgments to be
made about the current state of affairs of certain activities, particularly in relation
to the objectives of the activity in question. Through evaluation it is possible to
determine if the objectives are being met, when adjusiments are needed to be
made, the level and intensity of the adjustment and decisions about its future
sustainability.

In curriculum studies, evaluation provides a toolkit around which a whole
range of educational activities can be judged. These range from individual
curriculum, teaching style of individual or group of teachers, the context of
education itself where policies are being evaluated and whole school reform.
Thus evaluation is "the process of delineating, obtaining, and providing useful
information for judging decision alternatives™ (Oliva 1988 p. 476). The primary
decision alternatives to consider based upon the evaluation results are: 1) to
maintain the curriculum as it is; 2) to modify the curriculum; or 3) to eliminate the
curriculum. Of the rany categorizations of evaluations available, two broad
classes have been identified: forinalive and summative evaluation (Scriven,
1967).

Formative evaluation (also k-2vwn as intenal) is a method cf judging the
worth of a program while the program activities are forming (in progress). This
part of the evaluation focuses on ‘ha crozess. Thus, formative evaluations are
basically done on the fiy. They p. s learner and the instructor to monitor
how well the instructional objectives
deficiencies so that the proper int: .2ntion can take place. This allows the
! snowledge. Formative evaluation is also

: ©2ing met. ts main purpose is to calch

learner to master the requirec - 7'= -
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teacher effectiveness. Formative evaluation is primarily a building process, which
accumulates a series of components of newv materials, skills, and problems into
an ultimately meaningful whole.

Formative evaluation is designed to enable judgments to be made while a
program is still in its initial stages. Summative evaluation is directed towards a
more general assessment of the degree to which the larger outcomes have been
attained over the entire course, or some substantial part of it. The techniques
with which data are collected in both formaive and summative evaluations are
quite similar and indeed often overlap, espedally since the differences between
the two evaluative schemes are not 100 sharp.

What distinguishes them is the way the information collected through each
strategy is processed and used. The formalive evaluation approach is used to
gather information and judge the merit of the focus of enquiry in order to improve
its quality. The summative approach enables gathering information to make
judgments of the overall merits of the project so that decisions can be made
regarding whether to extend or adopt any aspect of it. The audience of the
formative evaluator are the designer and developer of a project, while that of the
summative evaluator are the consumers, and the policy initiators of the project.

Let us break these clusters into specific dynamics. As lecturers we are
more concemed with formative evaluation. The HOD, the Senate and the Vice-
Chancellor would hold us accountable for the day-to-day progress of our
students. A large number of students carrying over a course indicate possible
problems with the teaching and the leaming of the course—and this is the
domain of the designer of the program (in effect, NUC's Academic Development
department) and the developers (Departmental Academic Development
Commitiee). The focus of summative evaluation, however, is geared towards the
political class—satisfying the government that a program, e.g. sociology is
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indeed important to the society because it generates groatys ahdersin
among all who graduate successfully from Ihalpmgmm A %qﬁs

Over the years since about 1949 various strategies for evalua
curriculum have been developed by various researchers, principally in the United
States. These strategies eventually became models. And while the various
models were initially developed for formal educational systems—specifically
education at a level prior 1o higher institution—eventually they became expanded
into dynamic tools for evaluating training effectiveness of not only formal teaching
and learing situations but also corporate trainings. | will look at the range of the
possible models so that we have an idea of how the evaluation tool has
developed over the years.
Models of Curriculum Evaluation

According to Oliva (1988) curriculum is defined as a

Plan or program for all of the experiences, which the leamer

encounters under the direction of the school (organization or

institution). In practice, the curriculum consists of a number of plans,

in a written form and of varying skope, which delineate the desired

learning experiences. The curiculum, therefore, may be a unit, a

course, a sequence of courses, the school's (organization or

institution) entire program of studies - and may take place outside of

the classroom or school (p. 9 - 10).

Curriculum development process includes design, development,
implementation and evaluation phases. Evaluation has to be done at each phase
of curriculum development. Thus both formative and summative evaluation would
have to be carried out.

It is for this reason that the concept of curriculum evaluation was extended
beyond formal school settings to include programs aimed at training people in
various capacity-building contexts and situations. Different experts have
developed various models of curriculum evaluation. A well-conceived and
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des.igned curricuium svaluation model should serve as an excellent model for
curriculum development. A model that is wseful for making important decisions
conceming the value and worth of the curmiclumn should be equally useful in the
development of a custiculum.

There are different approaches to ewaluate curricuium. The popular madels
used for the cuniculum evaluation are Tyhkars model, Hilda Taba model, Stake's
Countenance model, Scriven's Goal-Free model and Stuffiebeam’s CIPP model,
The models used 1o evaluate training curriesdum include Eisner Connoisseurship
model, Kirkpatrick's Four Levels of Evaluation Model, and Phillips' Five Levei ROI
Model. A visual representation of these models is given in the figure below: .

(School) Curriculum Evaluation

Saice’s COunienanc k
Evalysicn (19681

Taba (1962
Secia Subien kinde

Trier [t9am}
Obyoriees Basel

Scrvaws Goa-Fiem Srpttabe it (TEH, P0G}
Er-u.iu- e CIPP Rl

Models of Evaluation

{104 Plafupd’ Frox Lioeal RO toded
Foun Lovaie of Evat (Pfion 2597 f

(Training) Curriculum Evaiuation

-

Curriculum Evaluation Models
Tyler's Model

Probably the best known model of curriculum evaluation is proposed by Tyler
(1949) who describes education as a process in which three different foci should

R

", be distinguished. They are educational objectives, .!eamfng_ experiences, and i

exarmination of achievements.

This is the most common model of evaluation. Tyler contends that the -
curriculum should be organized around objectives and that these objeclives -
should serve as a basis for planning instruction, Objectives would therefore
provide the criteria for evaluation. This view of evaluation, as the measurement of
predetermined behavior, is systematic, formal, and precise and offers a logical
sequence. For this reason, it has-proved invaluable to educators and trainers.
However, it may have its drawbacks if the potential for these goes unrecognised:

= it is school based.

= |t does not allow for unplanned outcomes.

» [ could discourage flexibility.

* It might disregard differences in learners’ experiences, interests and level

of ability.

This modet is primarily used to evaluate the achisvement level of either

\ individual Yearners or of a group of learners. The evaluators working with this

model are interested in the extent to which learners are developed in the desired
way. Both cognitive and affective domains are given importance in this modei. In
Tyler's model, the relationship between educational objectives and learner
achievement constitutes only a portion of the model.
Hilda Taba Model

Hilda Taba's (1962) Social Studies Model emphasizes on the cause and
gffect relationship in the curriculum process. The evaluation process is based on
experimental control aver the study materials and its effect on the achievement of
the students. The researcher prepares different sets of study matenals, each set
having certain variations from the other, The materials are exposed to different
groups of students. After exposition, the curriculum is evaluated. The outcomes
ol curriculum evaluation will determine the prnciples of developing the new
programs.
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ShakE’sCounte:mModel L

Stake (1969) expiains curriculum .
transactions and oufcomes. Let us first understand these terms. The term
antecedent refers to those aspects in which curriculum are taught, such as: time
available and the other sources provided. The term transactions refer to what
actually happens in lessons, including what is done by both the teachers and
leamers. The term oulcomes denote leamer’s achievements, the effects of the
cummiculum on the attitudes of the students, as well as teacher's feelings about
teaching the cumiculum. This model is known as countenance model because

difterent people look at the cumiculum and appraise it accordingly. The evaluation

mode! is explained as below:

Terms Kind on Information Methods
Antecedents - Organizational baekground * Time tabla
* Resources " Syllabus and
* Attitudes of administrators and ftextbooks
parents . " Interview
* Examinations available
[* Contentt in Cumiculum _
[* Knowiedge and skills of puplls
Transactions{in Teachers: - Actmty Records
Bessons) " Roles adopted * Observations of class
[* Use of time and resources " Sell-report by teachers
* Comtact with pupits * Sell-raport by pliupils
{Pupils :
[ itive procasses
[* Interest and involvement
[* Use of Teme
Outcomes [* Pupd s achievements * Test and written work
" Pupdl s attitudes, interpretations * Questionnaires
* Teachers aftitudes, interprelation T Interviews
[* Effects on other parts of institutions

438

evaluation in terms of anfecedents,

R S— .

. H‘""'K
Scriven’ Goal Free Evaluation (1972) .. -
Let us say wa are interested in knowing the unintended as well as the

intended outcomes of a implementing a padicular curriculum, the Goal Free T

Evaluation Medel may be an appropriate way ol capturing the results or
outcomes. Deve!ope'd by Michael Scriven in the early seventies, this evaluation
model intentionally seeks to be Mlind to the objectives or goals of project
stakenholders. Scriven noficed that the common focus of evaluators on the
achievement of results on pre-determined objectives sometimes missed the
posttive unintended outcomes that resulted. The organizing principle in this type
of evaluation is the effects and not the goals. To conduct this type of evaluation
two types of information are necessary. First, the evaluator needs to identify all
the effects or outcomes that resulted from the project. Next the evaluator must
construct a profile of the needs of the target population. If an effect has a positive
impact on one or more of those needs, that part of the program that yielded that
effect should be positively evaluated.

Stuffiebeam’s CIPP Model {1571)

N The CIPP model proposed by Stuffisbeam (1971, 2003) was aiso a

reaction to Tyler's approach, which concentrated on the final outcomes of a
learning program. This model requires evaluators to study the effectiveness and
feasibility of the initial policy decisions that gave rise to the program as weil as
the program's operation. In any evaluation according to this model the influence
of institutional priorities, the impact of individual personalities and the importance
of the prevailing political ciimate would be considered. The modei is visually
represented below: ’
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Stufflebeam’s proposed CIPP model stresses the need for attention to context
(c), Input (i), Process (p), and Product (pr). The first three terms refer to formative
evaluation, while the product refers to summative evaluation. Let us discuss each
of the terms, used by Stufflebeam, below.
= Context evaluation. Here the curriculum evaluator is engaged in studying
\  the environment (context) in which the curriculum is transacted. It provides
the rationale for selection of objectives. Content evaluation is not a one-
time activity. It is a continuous process for furnishing baseline information
for the operations of the total system.
* Input evaluation: The purpose of input evaluation is to get information for
how to utilize resources optimally to meet the objectives of the curriculum.
It includes evaluation of some sort of physical and non-physical inputs
such as availability of physical and human resources, time and budget. It
also includes previous achievement, education and aspirations of pupils.
= Process evaluation. This is the most critical component of the overall
model. Quality of the product largely depends on this component. It
addresses the curriculum implementation decisions. Stufflebeam presents
the following three strategies for process evaluation:
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o To detect or predict defects in the procedural design or its
implementation during the diffusion stages: In dealing with plan or
curriculum defects, we should identify and monitor continually the
potential sources for the failure of the curriculum, The source may be
logistical, financial, etc.

o To provide information for curriculum decisions: Here, we should
make decisions regarding test development prior to the actual
implementation of the curriculum. Some decisions may require that
certain in-service activities be planned and carried out before the
actual implementation of the curriculum.

o To maintain a record of procedures as they occur: It addresses the
main features of the project design; for example: the particular
content selected, the instructional strategies planned, or the time
aliotted to the planning for such activities.

* Product evaluation: It helps us to determine whether the curriculum
objectives have been achieved or not. On the basis of collected data, we,
can decide whether to continue, modify, change or terminate a curriculum.

The value of the CIPP model is that it takes into consideration the whole

context surrounding a program. lts disadvantage may be the time necessary to
carry it out.
Program Evaluation Modeis

Education and training needs are constantly changing with changing
technology, educational technology, management processes and modes of
delivery. In order to determine the effectiveness of various curricula, it is
essential lo carry out evaluation of program schedules or as they initially started
out, cumicula. Therefore, continuous updating and revision of curricula is
required. A systematic and comprehensive evaluation of existing curricula can
provide information for this further revision of curricula. Evaluation also helps the
policy makers, planners, administrators in bringing out required changes in
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subject contents, policy formulation, pkansing and implementation of training -

programs to make these more relevant and effective. As a result, a series of
management-oriented evaluation models have been developed over the years.
While these can be used at the formal schoel level, nevertheless their focus and
orientation tend to be made at managementievels. A few of them include:

Eisner Connoisseurship Model (1978)

The educational connoisseur like the connoisseur of art possesses a
critical eye that permits him or her to appredate the characteristics and qualities
of a phenomenon. This evaluation appoach utilizes the concept of the
connoisseur as an evaluator who enters an organization and serves as a critic of
the program under review.

Eisner's model is based upom e two concepts of educational
connoisseurship and educational criticism. The first of these involves the
researcher observing in the classroom in asder to build up an understanding of
what is taking place. Connoisseurship is defined as “the act of knowledgeable
perception; the ability to see what is sublle, complex and important® (Eisner,
1979, p. 193) and requires the capaclly to attend to the happenings of
educational life in a focused, sensitive and conscious way.

Once the data have been collected, the emphasis shifts from
connoisseurship to criticism. Educational criticism involves the observer in
communicating the gquality of the events which have been observed to those
responsible for their generation. Because discussions surrounding the quality of
interactions potentially can be very threatening to those whe have been
observed, Eisner proposes three stages of disclosure of the information to be
shared. These stages move progressively through description to interpretation to
appraisal and are explained by Eisner in the following way:

The descriptive aspect aims at the vivid rendering of the events

perceived in the situation. The interpretive attempts to provide an

understanding of what has been rendered by using, among other
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things, theories, research and models. The evaluative aspect of

educational criticism attempts to assess the educational import or

significance of the objects described and interpretad (1979, p. 211).
Kirkpatrick's Four Levels of Evaluation Model (1994)

Assessing training effectiveness often entails using the four-level model
developed by Donald Kirkpatrick (1994). According to this model, evaluation
should always begin with level one, and then, as time and budget allows, should
move sequentially through levels two, three, and four. Information from each prior
level serves as a base for the next level's evaluation. Thus, each successive
level represents a more precise measure of the effectiveness of the training
program, but at the same time requires a more rigorous and time-consuming
analysis.

= Level 1 Evaluation — Reactions: Just as the word implies, evaluation at
this level measures how participants in a training program react to it It
attempts to answer questions regarding the participants’ perceptions - Did
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they like it? Was the material relevant to their work? This type of evaluation
is often called a “smilesheel.” According to Kirkpatrick, every program
should at least be evaluated at this leved Ip provide for the improvement of
a training program. In addition, the parfidpants' reactions have important
consequences for learning (level two). Although a positive reaction does
not guarantee leamning, a negative reaclion almost certainly reduces its
possibility.

Level 2 Evaluation — Learning: Assessing at this level moves the
gvaluation beyond leamer satisfaction and attempts to assess the extent
students have advanced in skills, knowlkedge, or attitude. Measurement at
this level is more difficult and laborious than level one. Methods range from
formal to informal testing to team assessment and self-assessment. If
possible, participants take the test or assessment before the training
(pretest) and after training (post test) to determine the amount of learning
that has occurred.

Level 3 Evaluation - Transfer: This level measures the transfer that has
occurred in leamers' behavior due to the training program. Evaluating at
this level attempts to answer the guestion - Are the newly acquired skills,
knowledge, or attitude being used in the everyday environment of the
leamer? For many trainers this level represents the truest assessment of a
program's effectiveness. However, measuring at this level is difficult as it is
often impossible to predict when the change in behavior will occur, and
thus requires important decisions in terms of when to evaluate, how often
to evaluate, and how to evaluate.

Level 4 Evaluation- Results: Frequently thought of as the bottom line,
this level measures the success of the program in terms that managers
and executives can understand -increased production, improved guality,
decreased costs, reduced frequency of accidents, increased sales, and

even higher profits or return on investment. From a business and
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organizational perspective, this is the overall reason for a training program,

yet level four results are not typically addressed. Determining results in

financial terms is difficult to measyre, and is hard to link directly with

training. ,
Phillips’ Five Level ROI Model (Phillips 1997)

In the last decade, Jack Phillips has enhanced the venerable Kirkpatrick
Model to include financial metrics. Using the Phillips methodology, managers can
evaluate a given Human Resource Development (HRD) initiative, training or
performance intervention and calculate the retum on investment (ROI). ROl is a
financial measure that is familiar to managers, who use it to compare the benefits
of an investment — the amount saved or gained — with its cost. This measure also
allows executives to compare the benefits of a training program with other
investment opportunities within the organization. The model below illustrates the
continuity between Kirkpatrick and Phillips’ modeils in dovetailing to ROl model.

A
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The ROl method invoives assessing the project success according 1o six
levels of measures including data from the four Kirkpatrick levels. Phillips's
approach involves careful evaluation planning followed by the collection of data
on leamer reaction, leaming, behaviour (application to the job), business results,
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movement” to achieve broad gains in student leaming. Drawing from
omm change and educational literatures . he concludes that, “...a
separateandisdatsdsdﬂarshbolassesﬂnemmnmignnollikelyto
suweedandtneproposesmatmescrnlarstipdassessrnentshouidbe
integrated into the existing scholarship of teaching and learing (p. 200).
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assessment is changing. Historicaliy.insuucﬁonalslrategiesm{eiaidy static and
evaluation strategies were variable (Erwin and Wise, 2002). Recently,
muwmmmmﬁawmmmmﬁauemamasmemm&egies
have become more common (Erwin and Wise, 2002). Increasing attention to
variable teaching strategies has implications for assessment of student leaming.
mwidngqu.nestionioroummsassessmetnhasbeen: Howandtowi‘\at
extent are students achieving stated leaming outcomes? A second -question
emerges as teaching and leaming strategies expand. This question is: Wh.at
typeso!kmeﬁonaisiralegiesbestoonmnemvmaltypesdlemmg?Awm
quesﬂontuexplowis: Docenaingroupsolsmdemsbemﬁtdiﬁerenuyfrom
:ﬁﬂemmwpesdmmﬁonalsuategiesmooumtakingpanms?
Mﬁwemgmesocpesﬁmsencoungasushgaﬁessmemdatatownmbutﬂl.o
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l instructional designs so that differential learning experiences can be evaluated. It
: needs to examine differences in course taking patterns on different groups of
. students (Ratcliff, 1995). Finally, it needs to extemnally examine differences in

} student learning across broad domains.

Evaluation and Assessment in Higher Education
While our models provide a useful guide into understanding the nature of

. the curriculum and how it should be delivered, they all fall short of prescribing the

actual process of assessment. The curriculum evaluation models are particularly
useful in pre-tertiary education systems — from kindergarten to the senior high

school — because they are based on structured understanding of how the

psychology of pre-adolescent and adolescent children works. Within their
learning contexts it becomes imperative to ensure a targeted evaluative activity
that falls with the matrix of their understanding of certain concepts and principles.

In higher education, however, the emphasis tended to be different. There
are still formalized structures, but not in the same format as pre-tertiary
education. In Nigeria, the NUC's Minimum Academic Standards are the
benchmarks around which the quality of instruction — as evidenced by the results
of accreditation exercises — is n}easured. While there are no specific learmning
objectives, there are leaming expectations, even though these are not explicitly
stated. At this level of instruction, however, we are more concerned with
assessing student leaming in terms of the broader goal of the program.
Cumulatively therefore assessment at higher institutions is a concatenation of
summative evaluations of various individual component programs.

Now let us re-focus our attention to classroom dynamics and see the
difference between evaluation and assessment. Evaluation is typically a broader
concept than assessment as it focuses on the overall or summative experience.
Assessment is typically used to describe processes o examine or measure
student learning that results from academic programs. Assessment is an ongoing
process aimed at improving student learing, more so than evaluation, which is
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‘usually a final (or summative) resuk Improving learning from assessment
somelimes ocowrs immedia:eiy int ciassrooms or later because of changes for

e

future students. However, these texrms are often used interchangeably and sq it is :
important to be aware of the larrger sonfext of the discussion at hand (Ewell, -

2002).
Thus

» Formative Assessieat .Assessment that provides feedback to the .

teacher for the purpoge of iimpmwing instruction and other aspacts of the ‘

leaching process (Wakeford,. 2063).

" = Summative Assessment A cslminating assessment, which provides _E
information about the studesrds’ mastery of content, knowledge, or skills

(Wakeford, 2003).
Assessment and Evaluation of Lieaming
" Peter Ewell (2002) suggests thhat te “assessment movement” began in the

Uniled States in the fall of 1885, Tine Fast Natic;nal Conferance on Assessment in .

Higher Education was held in Ciokmbia, South Carolina that yesar. The co-

‘sponsors of the event were the MNakenal Institute of Education (NIE) and thé
- American Association for Higher Egdecation (AAHE). [n 1989, the movement ;

gained momentum as the Fund for- the Improvemnent of qutsecdndary Funding

(FIPSE) provided financial backing for J. Marchese and Pat Hutchings at AAHE
t

to establish the Assessment Forurm and other activities. One of these activities

was “...periodic meetings of a dozes ‘practiioner-students of assessment’ from |

across the country™. A result of tmese meelings was the establishment of nine

principles of good practice for asssessing student teaching (Astin et al., 2003).

These principles are:
1. The assessment of student iaming begins with educational values.
2. Assessment is the most efffedive when it reflects an understanding of
learning as muitidimensionat,, mlegrated, and revealed in performance over

time.

3. Assessment works best when the programs it seeks to impro\}e have clear, g
explicitly stated purposes. .

4. Assessment requires attenfion to outcomes but also and equally to the |

experiencas that lead to these dtfcomes. ' ;

5. Assessment works best when it is ongoing not episodic. .

6. Assessment fosters wider improvement when representatives from across

the educational community are involved.

7. Assessment makes a difference when it begins with issues of use and

iluminates questions that people really care about.

B. Assessment is most likely to lead to improvement when it is part of a larger

set of conditions that pramote change.

9. Through assessment, educators meet responsibilities to students and to

the public '

BDuring the first ten to fifteen years of the assessmant movement much
attention was given to classroom agsessment Tools were developed and
deployed in individual classrooms at most universities. Despite the level of
assessment activity, it was unciear at the end of the 1980s the extent to which
assessment was being used to inform praciice at the institutional level. Between
1897 and 1998, researchers at the National Center for Postsecondary
Improvement {NCPI} reviewed the assessment literature then conducted a

. national survey on institutional support for student eftort (Peterson et al 1999, p.

1). A primary purpose for their research was to inform research practice at the
institutional level,

A challenge for any institution desiring to implement assessment to improve
student fearning fs defining assessment. While debate over the terminology
exists, common definitions are emerging. A primary issue in defining assessment
{sﬂ'paralleled in social science research. This is the issue of research level.
Terenzini (1289) identities the level of assessment as one of three questions that
should guide an institutional definition of assessment. He slates:
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What is to be the leve! of assessment?” Who is 1o be assessed? Wil
the assessment focus on individual students, where the infermation
gathered on each student is inherently interesting? Or will it focus on
groups; where individual information is aggregated to summarize
some characteristic of the group (for example average performance
on some measure)? In this instance, “group” refers to any of a wide
variety of student aggregations, such as at the course, program,
depantment, college/school, campus, or system level; or to students
grouped by sex, race/ethnicity, class year, major, place of residence,
or whatever” (Terenzini, 1989, p. 647).
Ewelt (2002} also notes the challenges in defining assessment. Similar to
Terenzini {1988), Ewell found a relationship between definitional issues and level
of assessment. He expresses this relationship as three “traditions™ of
assessment. The frst tradition is rocted in mastery learning and emphasizes
determining “an individual's mastery of complex abilities, generally through
observed performance™ {(Ewell, 2002, p. 9). He concludes that proponents of this
tradition “...emphasized development over time and continuous feedbaﬁk on
individual performance...” {p. 9). He found the second tradition emerged from
secondary school practice. This ftradition focuses -on accountability at the
institutional level and stresses psychometric testing 1o aggregate data and uses
that data to benchmark school performance again';st some common standard
(Ewell, 2002, p. 9). The third tradition described by Ewell, "defined assessment
as a special kind of program evaluation, whose purpose was o gather evidence
to improve curricula and pedagogy” {p. 9). This tradition gathers aggregate data;
however, it uses muitiple methods, emphasizes improvement, and “was as much
about using the resulting information as it was about psychomstric standards”
{Ewell, 2002, p. 9). '

However, while much of the early work in higher education assessment
centered on assessing student outcomes and the methodological tools were at
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. an individual level of analysis, emphasis has shifted to programmatic' levels in-
- recent years (Palomba and Banta, 1999; Peterson, et al. 1998). Palomba and . - .

Banta (1999) noles this shift in describing the ovemriding purpose of assessment |
as understanding “...how educational programs are working...” and determining

. “...whether they are contributing to student growth and development” {p. 5). They . '
. conclude the emphasis of assessment was on programs rather than individual

students. This is not to negate the imporiance of providing leedback to students
as part of the instructional process; however, institutions are increasingly called
on to demonstrate how and to what extent they impact student teaming. The two
needs of providing individual student feedback and programmatic or institutional
levet feedback are nct mutually exclusive. Rather, they can be viewed as a
gimitar aim, providing information to measure student learning and subsequently

- improve institutional impacts on leaming requiring similar data while reporting the

findings in ways different audiences understand.
Traits of Effective Teachers .
Althcugh many people believe that good leaching is impossible to define in any
general way, a large body of research suggests that certain characiteristics are
consistently associated with good college teaching as viewed by students, other
teachers, and administrators. In a study of winners of the Alumni Distinguished
Teaching Award at Ohio Stale (Ebro, 1977), observation of classes identified ihe
failowing characteristics of effective teaching, which strongly parallel thase found
in other studies:
» The teachers got right down to business. They began class promptly and
were well organized.
s They taught at an appropriately fast pace, but stopped reguiarly to check
 student comprehension and engagement.
= They used a variety of instructional strategies rather than iecture alone.
= They locused on the topic and their instructional objectives and did not get
sidetracked. Their explanations were clear. |
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Teaching Styles
Anumberofwrﬁershavewsaweddiﬂerenoesmslylearmngcollege
teachers. They classify them according 1o a number of dimensions that represent
how the teachers approach their students, mewaysinwhid!meythinkleaning
takes place, and personal strengths and preferences. Lowman (1996), for
example, observes that exemplary college teachers “appear to be those who are
hsghlyproﬁcnenlmem\eromotmofundammalsetsolsms meablilytooﬂer
presentations in clearly organized and interesting ways (intellectual excitement)
ortorelatetostudonlshwaysmatwmmnawposnweregammmta
emtoworktwﬂlonwetacademncchallengesrnmpersmalrapponluare



probably at least complete.ly competent in both sets of skiils bul outstandang rn _

ane or, gecasionally, even both of them” {p. 38).
Grasha (1996) delineates five teaching styles:
»  Expert—is concemed with transmitting information from an expen status
challenges students to enhance their competence

* Formal Authority—is concerned with the acceptable ways to do things and _

providing students with the structure they need to learn

. Personal Modei—believes n teaching by personal example; nversees and
guides students to emulate

s Facilitalo—emphasizes the teacher-student

persocnal nature of

interactions; guides studenis toward developing their capacity for
independent action
= Defegator—is concemed with developing students’' capacity fo function
autonomousty; éhcourages independem projects
Grasha advocates an ‘integrated model” of teaching and learning styles,
recognizing that individual teachers will naturally exhibit different styles, but
stressing that teachers must cultivate certin styles so that they can use
approaches that are appropriate 1o the instructional situations and kind of
learners they encounter, For example, he observes that a blend of the Expert-
Formai Authority styl_vbs works best with feamers who are dependent and fess
capable with the content. Grasha advocales that teachers reflect on their stylistic
approaches and make conscious decisions about these,
The Definition of Performance Assessment
Performance assessmernt is a measure of assessmeént based on authentic
tasks such as activities, exercises, or problems that require siudents to show
what they can do. Some performance tasks are designed to have students
demanstrate their understanding by applying their knowledge to a particular
situation. For example, students might be given a current political map of Africa
showing the names and locations of countries and a similar map from 1945 and
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be asked to idertify and explain differences and simitarities. To be more
authentic (more like what someaone might be expected o do in the adult world},
the task might be o prepare a newspaper article explaining the changes.

'Periorrna-nce tasks often have more than one accepiable solution; they
may call for a student to create a response to a problem and then explain or
defend it. The proceés invﬁlves the use of higher-order thinking skitls (e.g., cause
and effect analysis, deductive or inductive reasoning, axperimentation, and
problem solving). Performance iasks may be used primarily for assessment at
the end of 'a period of instruction, but are frequently used for iearning as well as
assessment (McBrien and Brangt, 1997).

Performance- based assessment

Standardized tests, the cornerstone of public school assessment. while
inexpensive, efficient to administer, and easy to report, nonetheless give an
inc'omplete picture of student achievement. While effectiva at measuning content
knowledge, standardized tests do not measure stucants' skills cr abilty to
perform higher-level tﬁinking. Perdormance -based assessment, on the other
hand, can give us a more complete picture of student achiavement.

What is performance-based assessment?

Performance-based assessments ask students to show what they can do
given an authentic fask, which is then judged using z specific set of criteria.
Pedormance-hased assessment provides teachers with information about how a
studem understands and applies knowledge. They can be used lo evaiuate
reasoning, products, and skills that can be observed and judged using specific
criteia. Tasks that have more than one acceptable solution often lend
themselves well 10 a perormance-based assessment, since they may call lor the
student to use higher-order thinking skills such as experimenting, analyzing or
reasoning. Examples of learning that can be measured well using a performance-
based assessment include: giving an cral presentation; writing a research paper;
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operating a piece Of equipment, amd creating- and conducting a _science'
experiment.
How do you measure student performaace? i
Student performance tasks are measured using performance criteria.
Creating perfomance criteria serves w0 purposes. First, it defines for the
~ gtudent and the teacher what the expedations of the task are. Second, wellk
defined criteria allow the leacher and student 1o evaluate the task as objectively
as possible. '
it performance criteria were well defined, another
would be able to evaluate the student accurately and easily. In addition, well-
be cansistent in scoring over

person acling alone

wiitten performance criteria allow the seacher to
time, which is especialty good when evakmting skills (Stiggins, 1997).
How can you document student performance?
* gtudent performance can be documented in four ways:
« Rubric — A rubric is a rating scale that shows to what degree a criterion is
met. Most rubrics use a four of five degree scale that would allow the
\ teacher to evaluate performance criteria from “not present” to “exemplary”
« Checklist - A checklist is 3 simpler version of a rubtic and usually
documents only whether or ot cerlain criteria were met during the task.
« Narrative - A narative is a written record that explains exactly how weil &
student has met the performance criteria.
s Memory - Using n¢ mechanical means the teacher observes the student

1. ot P . MY

pesforming the task. This mentai information is then used to determine -

whether or not the student was successful at meeting the perlormance

critenia.

)

‘What are the strengths and weaknesses of each reporting method? . -

Strength Weakness
i Records assessment and
Rubric . . . Can be difficult to create.
rationale with one rating.
. Fast and efficient. Useful for large
Checklist, o Rasults can lack depth.
numbers of criteria.
. Provides the most compléte ) :
Narrative . . Time consuming to write.
picture of achievement. -
' . Difficult to remember accurately
Memory | Quick and easy.
especially over time.

Issues to consider when developing assessments:

. s the assessment for formative or summative purposes?

. Do you want to emphasize students’ ability to write and read?

« Do you want to emphasize students’ ability to think creatively and
critically?

. How large is the class and what will class size mean for creating and
grading the assessment?

. Is the assessment reusable?

. Have you considered ways fo prevent cheating? l

.
t

Conclusion _

Teaching is, as the report of the United States Higher Education Research
Program, (1989) terms it, “he business of the business,” the main purpose tor
institutions of higher education. Instructors who take this responsibility seriously
strive continually to be more refiective about their practice and o improve as their
careers progress. Gaod teaching involves more than the simple transmission of
information and includes metivating students and creating a positive classroom

envircnment as well. When coupled with the many other responsibilities a
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university instructor has, however, efforts to teach well can lead o stress and { =

burncut. Maintaining realistic expectations and exercising time management are
ways in which instructors can help avoid unproductive stress.

The greatest chalienge of alf is to our ¢ourage in the face of a needed
paradigm shift. Higher education and policymaker's alike need to entertain a new

“notion of accountability, one able to capture complexity and ambiguity instead of

dealing in 2-digit data points and deceptive clarity. We need a new notion of
accountability, one that does not rely exclusively on quantitative data or
comparisons among institutions but rather is also qualitative, descriptive, seeks
understanding of the issues and improvement respects institutional differences
and acknowiedges, as Albert Einstein phrased it, that not everything that can be
counted counts, and not everything that counts can be counted.

Within the assessment community and especially beyond if, we need a

- notion of accountability that serves improverment instead of undermining it. The

contemporary notion of accountability relies heavily on the positivistic
assumptions of quantitative research, with its reliance on a natural science
wondviiw, its biases in favor of “objective,” “outsider™ measurements, its
attempts o control variables and capture “the truth,” its ambition to achieve
generalizability. A qualitalive approach to accountability will be more
phenomenological and descriptive, it will value the “insider” perspactive, and it
will be as interested in process, discovery. and explanation as it is in outcomes or
confirmatiori of predictions. It will have a place for what s unique or of limited
generalizability, and geek "truthfulness™ in a given conitext rather than “the truth.”
We need a kind of accountability that includes measurement. but also makes use
of demonstrations, documentation, evidence of aff kinds, and relies in the end on

human judgment o make meaning.

LA T References |
" “Angelo, T. A. "Engaging and Supporting Faculty 'in the Scholarship of

Assessment:  Guidelines from Research and Practice” In Banta and |
Associates (eds), Building a Scholarship of Assessment. San Francisco: =
Jossey-Bass, 2002, pp. 3-25, ’

" Astin, A, W, Banta, T. W,, Cross, K. P., El-Khawas, E., Ewell, P. T., Hutchings,

P., et al. (2003}. “9 principles of good practice for assessing student
leaming.” Retrieved June 25, 2004, from American Association for Higher
Education Web site: hitp:/fwww.aahe.org/assessment/principl.htm

- Chickering, A. W., & Gamson, Z. (Eds.). (1991). Applying the seven principles for

good practice in undergraduate education. New Directions for Teaching
and Learning, No. 47. San Francisco: Jossey-Bass.

Chism, N. (1888}. “The process of development in college teachers: Taward a
model” Paper presented at the annual meeting of the American
Educational Rasearch Association, New Orieans, LA. .

Ebro, L. L. (1877}). Instructional behavior patterns of distinguished university
teachers (Doctoral dissertation, The Ohio State University, 1977).
Dissertation Abstracts Intemalional, 38A.

Eisner, E. {1979). The educational imagination: On the design and evaluation of
school programs. New York: Macmillan Publishing Compainy.

Erwin, T. Dary and Wise, Steven L. (2002). A scholar—praiclitioner model for
assessment, in Banla, Judy W., (Ed.) Building a scholarship of assessment
{pp. 67-81). San Francisco: Jossey-Bass.

Ewell, P.T. (2002) “An Emerging Scholarship: A Brief History of Assessﬁ'tent." In
Banta and Associates (eds), Building a Scholarship of Assessment. San

" Francisco: Jossey-Bass, pp. 3-25. .

Grasha, A. (1996). Teaching with style: A practical guide to enhancing leaming

by understanding teaching and learning styles. Pittsburgh: Alliance. '



| Higher Education’ Research Program (1989). The business of the business.

Policy Perspectives, 1(3). _ _
Kirkpatrick, D.L. (1994). Evaluating Training Programs: The Four Levels. San
Francisco, CA: Berrett-Koehler.
Lewy, A (EQ.} (1977) Handbook of Curriculum Evaluation. Paris: UNESC?. |
: Lowman, J. {1996). Characteristics ot exemplary teachers. In M. D. Svinicki and

.- J. Menges, (Eds.). Honoring exemplary teaching. New Directions for ‘

Teaching and Leaming. No. 65 (pp. 33-40). San Francisco: Jossey-Bass.
McBrien, J. L. & Brandt, R. S. {1897), The Language of Learning: A Guide to
Education Terms. Alexandria, VA Association for Supervision and

Curriculum Development. .
Oliva, P.F. (1988). Developing the Curiculum (end ed). Bosion: Scoti,

Foresman and Company | |
Pafomba, C.A. and Banta, TW. {1999). Assgssment Esseniials: Planning,

implementing, and Improving Assessment in Higher Education. San

Francisco: Jossey-Bass.

Peterson, M.W.; Einarson, MK, Augustine, C.H.; and Vaughan, DX. (1999)
Designing Student Assessment [0 Strengthen Institutional Performance in
Doctoral and Research Inslitutions. Stanford: Nationat Center for
Postsecondary Improvement.

Pf\itlips Jack J. (1997} Handbook of Training and Evaluation and Measurement
Methods (3rd ed.} Houston Texas:. Gulf Publishing, 1997.

Ralph W. Tyler (1950) Basic Principles of Curricuium and Instruction. Chicago:
University of Chicago Press. .

Ratcliff, N. (1985). The need for alternative techniqugs for assessing

emerging literacy skills. Contemporary Education, 66 (3),169-

young

children’s
171.EJ 512829 |
Schén, D. A. (1983). The reflective practitioner. New York; Basic Books.

70

!

Scriven, M (1967) The Msthodology of Evaluation, In: Tyler, R et al {(1967)

Perspectives of Curriculum Evaluation, AERA Monograph Series.on -

Curriculum Evaluation No 1 (Chicago, Rand McNally).

Scriven, M (1972) Pros and Cons about Goal-Free Evaluation. Evaluation -
Comment. The Joumal of Educational Evaluation. Vol 3 No 4 Dec 1972 pp
1-4.

Scriven, M (1975) Evaluation bias and its control. Occasional Paper Series, no.
4, Kalamazoo, Mi: The Evaluation Center, Western Michigan University.

Stake, Robert E (1975) Program Evaluation, Particutarly Responsive Evaluation.
Paper presented at a conference on “New Trends in Evaluation,”
Goteborg, Sweden, October, 1973. Reprinted in Occasional Paper Series,
no. 5 Kalamazoo, MI: The Evaluation Center, Western Michigan
University, 1976.

Stake, Robert R.E. (1969): In Ornstein and Hunkins P., Curricufurn Foundations:
Principles & Issues. New Jersey: Prentice Mall.

Stiggins, R. (1997). Student-centered ciassroom assessment. Second ed. Upper
Saddie River, NJ: Prentice Hall. (179-186).

Stufflebeam {1971) In Ornstein, C. and Hunken, P., Curricuium, Foundations,
Principles and issues, New Jersey: Prentice Hall,

Stuiflebeam, Daniel L. {2003), The CIPP Modei for Evaluation. Presented at the
2003 Annual Conference of the Oregon Program Evaluators Network
(OPEN) Portland, Ofegon, 10/03/2003.

Taba, H. (1962). Curnculum development: theory and practice. New York:
Harcourt, Bruce & World, Inc. _

Terenzini, P.T. (1989} “Assessment with Open Eyes: Pitfalls in Studying Student
Outcomes.” Journal of Higher Education, 1989, 60 (Nov-Dec), 644-664.

Tyler, RW. (1950). Basic Principles of Curriculum and instruclion. Chicago:
University of Chicago Press.

i



| R (2003) Pﬁnctple'l s of smden’t. . assessn'le.' t. In H. Fry, S. Ketteridge, Appendix 1
Wakelordé Ma shall (Eds), A handbook for teaching & leaming in higher
s no academic practice (pp. 42-61). London: Kogan CURRICULUM EVALUATION TooL
education: Enhancing
Page. Name of Curriculum (Course)
CATEGORY/QUESTION T 57 7

CONTENT

1. How appropnate is the content for the
designated age level? Provide evidence.
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| 2. How significant and relevart to students’
| daily lives is the content? Provide evidence.
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| 3. Other
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4. Is scientific investigation taught, modeled, |

| and practiced where appropriate? Provide l

evidence. .

?Do the materials actively engage the I
students to promote their understanding of |

the content? Provide evidenca |
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6. Are there sufficient experiences and I

opportunities for discussion for students to
develop deep understanding of content?
Provide evidence
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adequate background information? Provide

evidence.
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9. Are there clear and adequate guldelines to
support teaching all aspects of the lessons?
Provide evidence.

10. Are the format and structure of the
teacher materials easy for a teacher 10
foliow?

11. What special facilities and equipment are
needed to implement the program?

12, Other

\
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13. mmfammw
teachers included in the materiais? Provide

14. Is there a vanetv ol formal and informal
assessments? Prowide evidence.

186. Is the material free of racial, ethnic,
gender, and age bias?

17. Are appropriate stralegies included to
meet the needs of special/diverse
populations? Provide evidenca.

18. Other

19. mmhmﬂmmm
and state standards and frameworks for
scientific knowledge? Provide evidence.

20. How does the content align with district
and state standards and frameworks for
science thinking skills? Provide evidence.

—

21, Other?
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Appendix 2
Indicators of Effective Assessment in Higher Education

1. Staff and students treat assessment as an integral component of the entire
teaching and leaming process.

2. The multiple roles of assessment are recognised. The powerful metivating
effect of assessment requirements on students is understood and
assessment tasks are designed to foster valued study habits.

3 There is a faculty/departmental policy that guide assessment practices.
Subject assessment is integrated into an overall plan for course
assessment.

4. There is a clear alignment between expected learming outcomes, what is
taught and learnt, and the knowledge and skills assessed.

5. Assessment tasks assess the capacity to analyse and synthesise new
information and concepts rather than simply recall information, which has
been presented.

6. A variety of assessment methods is en'{ployed so that the limitations o
particular methods are minimised.

7. Assessment tasks are designed to assess relevant generic skills as well as
subject-specific knowledge and skills.

8. There is a ste'lady progression in the complexity and demands of
assessment requirements in the later years of courses.

©. There is provision for student choice in assessment tasks and weighting at
certain times.

10. Student and staff workloads are considered in the scheduling and
design of assessment tasks.

11. Excessive assessment is avoided. Assessment tasks are designed
to sample student learning.
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12.  Assessment tasks are weighted to balance the developmental
(formative’) and judgemental (‘summative’) roles of assessment. Early
low-stakes, low-weight assessment is used to provide studenis with
feedback.

13. Grades are calculated and reported on the basis of clearly
articulated learning outcomes and criteria for levels of achievement.

14. Students receive explanatory and diagnostic feedback as well as
grades.

15. Assessment tasks are checked to ensure there are no inherent
biases that may disadvantage particular student groups.
186. Plagiarism is minimised through careful task design, explicit

education and appropriate monitoring of academic honesty.



5. CURRICULUM EXPERIENCES, CONTENT AND ORGAN
50 INTRODUCTION : |

Curriculum design must be holistic and multidisciplinary; with the general
view of exposing leamers to a beoad view of knowledge. Hunkins and Hammil,
1994, Relan and Kingston, 1992, believe that the curricula should not only be
holistic, it should also be “unfretted by pre-established rules” and, in conditions of
constant change and unpredictabiity be responsive. In addition, the curricula
should be emergent instead of being fixed, invite synthesis rather than
fragmentation of thinking. The focus on the 21 Century is that curricula should
be integrative instead of subject-focused, which often fails to provide learmers
with the intellectual skills needed in a competitive society. An example of this is
the mechanical engineering cusricula in Ahmadu Bello University, Zaria that
focuses only on engineering, without consideration of the impact of engineering
in society.

A cumculum design that adopts an integrated approach usually
intermingles disciplines such as thinking, reasoning, and problem solving
capabilities (Relan, and Kimpston; 1991 and Komski, 1990). From their
experience, Martinello and Cook, 1994, observed that interdisciplinary curricula
offers strong advantages and is best prepared and delivered by designers that
work as a team. Cumiculum design takes into account intentions, outcomes.
cultural diversity, developing goals and objectives, learmning needs and
experience and equal opportunities issues, such as gender or race. Using a
systematic process (a model) for designing, and delivering the curriculd
increases the effectiveness of training and educational experience. The process
includes the assessment of learming needs, designing, developing. delivering and
evaluating the leaming experience. From their study of student experience,
Oxford Brookes University in England discovered that students rated teaching
and leaming, Library resources, and sports and leisure facilities as their mos!

(Hﬂp:!Mww.hlsLﬂsn.acJ]olﬂsldWIZM1mmm22.hum. Therefore the
Curriculum design, content and organization can be more effective if perceived

quality of students experience is taken into consideration.
Learning Experiences

Tyler defines this as the “interaction between the learmer and the externa
conditions in the environment to which he can react” (Tayler, 1950). The
interaction can be mental, like contemplating, questioning, thinking, judging
discussing and so on. It should be such that it progressively develops the
learner's abilities to critically analyze and creatively solve professional problems
He is introduced to the idea that questions may and should be asked, thereb:
stimulating the awareness of issues within the confines of the subject. Th
process of problem identification (defining the questions) and resolutio
(developing potential answers 10 the questions) lead to the interactive dynamisr
in which solutions are tested and adopted, altered, or abandoned fo give uniqu
learning experience. To select appropriate leaming experience, curriculur
design must take into account modem pmqeles of leaming which include th
following (Onwuka, U., 1985):

(a) Leaming comes from active involvement of the learner, which include
meleamfsm:starﬂingandacoeptanoeolmwrposesmt
fulfilled.

(b) Them@dgoaisvahlesmdmaﬂwueanwg

(c) Leaming begins from the leamer's present achievement. It is his/h:
driveiorturﬂmactievementtralmsxmmmesaﬁstacﬁonobtaim
from past achievement.

(d) Leaming takes place through various channels. The wider range
experiences presented to the leamer lead to more generalization a
discrimination.

() The relationship between new ideas and those already gained
essentially a bridge in the process of leaming.
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() Al learing are multiples of each other. The focus on learning may be
on one particularly designed outcome, but other learning take place

simultaneously.
(9) Engineering design

T

:

o

|
4

Machines Drawing Materials

Manufacturing

Criteria for selecting content (Onwuka, U. 1985,
hnp:ﬂ‘webinstutetorteachers.urglzooomumculunﬂ
(i)  Validity - Are the learning experiences valid in light of the ways in which
knowledge and skills will be applied in experiences outside the learming
environment?
(i)  Feasibility — In terms of time, staff experience, facilities available in and
outside the Institution and community expectations.
(iii) Are the learning experiences:
(a) Capable of allowing students 10 develop their thinking skills and
rational powers? |
(b) Capable of stimulating in students greater understanding of their
own existence as individuals and as members of groups?
(c) Such that students’ interests are broadened?

(d) Capable of developing the students in cognitive, social.

psychomotor and spiritual domains?
(e) Facilitate learning and motivate students to continue learning?

(iv) !M—Stmmleamintiﬁomm“ysandrates. ‘The learning
experiencas should be selected for their influence on the Iéamer‘s total
development and growth. ,

(v) Learning experience must be Optimal in terms of leamers learning the

content.

Learning Environment
When the learning environment is suitable, the student feels stimulated to

think and learn more about the subject (Trigoni, N. 2005). The physical location
of the course should be carefully chosen, because of the need for “the alternate
application of lecture-style and laboratory-style teaching” in areas such as
science and engineering. It is very important to pay attention to the light and
temperature conditions in laboratories equipped with sensitive equipment, such
as computers and analytical systems.

3.0 Curriculum Content
In developing a programme in Occupational Therapy, the University of

Minnesota observed that the order or content in the curriculum is governed by

four criteria \

(http://www.ot.umn.edu/students/prespective_students/Curriculum/design _

statement.htm):

(i)  Content should progress according to the ease with which ideas and
skils can be acquirea and integrated. It should be simple,
straightforward, easily learned and be closely allied to previous learning
presented before difficulty, more complex, more-distantly-related
information or skills.

(i) Content that focuses on (1) a single isolated systermn, diagnosis,

performance area; (2)

performance, component; or (3) performance context, should precede

content that combines several systems, diagnoses, performances areas.

Components or contexts that are concrete, objective and highly structured

Bl



,u

'hl.

should be addressed before coalent that is more abstract, sublectwe. ‘less

stmctured or more individually interpreted.

i) Content progresses ¥om people with stable conditions/problems

to those with changeable status.

Example: Deferment for
students whose spassors are dead efc. ’

Criteria for selecting content )
In designing the conte4nt of curiculum,, we must provide answers to these

questions (Hutchinson, K., 1997}

(httpdfwwwJﬂinders.edu.aunectﬁclusiveichecklist.hit)_:

(@)
(b)

(c)
(d)

(e}

M

(9)

(h}

{i)

@

{k}

Does the content acknowedge diverse cuttural values?
Does the content value and build on diverse priar learning, experiences

and goals?
Does the content contest a uniform view of knowledge

Are opportunities provided for students to access knowledge and skills

that are contained in the course?
Is the “assumed knowledge” made clear in the stated prerequisites of

the course?

Does the content acknowledge the rapid changes in information and

communication technology?
Does the content acknowledge gender issues? |
Is the content valid? it must agree with the goals that it intends to serve.
is the content significant? Does #t convey of have a meaning:
expressive, suggestive or implying deeper of unstated meaning? Is it
notable or consequential?
Is the content interesting to the leamer? We should note that the
student might not ever know his own interests!
s the content {i) useful, (i) learnable (jii} feasible?
Useful: in Janguage aclivities

in health activities

. . In citizenship actwiﬁes ;
A Rl “"-E B S B
in sccial activities _ ..
in religious activitias E
Learnable - to the abilities of the leamer =~ -

- R

Organization of Learning Experiences

Thg question now is how educational experiences can be organfi’éd to

reinforce each other in such a Way as fo produce changes in the leamers in the
direction of the stated education outcomes.

Organization is a crucial task in curriculum davelopment since it greatly

. influences the efficiency of instruction and the degree of Iearning in any

educational sefting (Nwuka, 1985). The experiences obtained must be arranged
in such a way that they support and reinforce each other.

The relationship between the experiences provided in first-year

Engineering Drawing [ and second-year Drawing Il are considered z vertical

relationship. When what is learned in fj irsi-year Engineering Drawing | is related
to what is taught in first-year Machine Design | it is referred to as a horizontal
relationship, ¥ the first-year and the second-year Engineering Drawing
experiences are related in a vertical way they reinforce each other and increase
the chances of building on what is learmed. This leads to better achievemant of
desired objectives. If the experiences in the first year Engineering Drawing | are

-, Suitably reiated to the experiences in first-year Machine Design |, they may

reinfarce each other and result in a more meaningful learing experience. The

~ two kinds of relationship are shown in Figure I.

13
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FIG. 1 Vertical and Horizontal Relationship in Leaming

Themajoruiwﬂatobesaﬁsﬁedbyaneﬁecﬁvalymganizad group of
curriculum experiences are
(WmMﬂeadethnwm\emmmodumeslwmmm

mTerms/ext.):
1.

Continuity: - This refers to the vertical reiteration of major
curricular elements within any field of study. If some kinds of
experiences are brought into continuing operation, over time, they
produce a cumulative effect that brings profound changes in the
leamner.

Sequence: - This refers lo experiences built upon preceding
curricular elements in more breadth and detail. Sequence
therefore emphasizes higher levels of treatment. It is another
aspect of vertical relationship in curriculum organization. It
requires that content and the materials be put into a kind of order
of succession.

Integration: -- This gives the student a unified view of all the
elements dealt with in the various areas of the curriculum. It is
concerned with the utilization of curriculum elements from one

84

subj j

bject area ‘to the other subject areas in the Curriculum. It js
ve i i ‘

Ty much like solving problems in Arithmetic as well as in other

disciplines. This is therefore associated more with the horizontal
relationship in the curriculum organization,
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