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CHAPTER I

INTRODUCTION

Background of the Problem

Nigeria was under the British rule from 1860 to 1960,
during which time educational matters were left in the
hands of the Christian missionaries who were offered assis-
tance with minimal control. Before the arrival of the
missionaries in Nigeria, the main guiding principle of educa-
tion was functionalism (Fafunwa, 1971). People were trained
on the job, were taught the spiritual and moral values, and
were prepared for social responsibility and political par-
ticipation. Traditional art was learned through apprentice-
ship and was often a family affair. When the missionaries
introduced Western-type education, it was "to impart
knowledge saving the soul, and fit [the convert] for
practical usefulness in life" (Fajana, 1970, p. 102). As
art was mainly used in religious ("pagan") worships, its
teaching was not encouraged. Academic training, and
teacher training, were considered dangerous and were also
not encouraged, as teaching was done personally by the
missionaries or under their supervision by the Afg}can

agents and Africans who returned from the Americas. When



the British later intervened in education, it was not to
advance Nigerians and their country but for the promotion
of the British interests (Fajana, 1975). British teachers
of art were brought into Nigeria in 1927, but art teaching
was not adequately encouraged.

At independence, efforts were made to revamp the
system of education which was considered inadequately
planned and imbalanced, and to transfer the schools from
the missionaries (Voluntary Agencies) to the Local Educa-
tion Authorities. The military take-over of the govern-
ment of the Federal Republic of Nigeria in 1966 occurred
as a result of ills in the society blamed primarily on the
system of education, which was moderated only slightly after
independence. The Somade Commission of 1969, set up by
the military, was asked to examine the structure, content,
and directions of the system of education as an instrument
of national unity, and to explore the possibilities of
introducing Universal Primary Education. This was followed
by a national curriculum conference and curriculum workshops
for primary, post-primary, and teacher education organized
by the Nigeria Educational Research Council. A National
Policy on Education was also promulgated by the military
as a result of recommendations made by a committee, which
it set up, and on which experts drawn from a wide range of
interests served. The national aims of education were stated

as:



1. the inculcation of national consciousness
and national unity;

2. the inculcation of the right types of value
and attitudes for the survival of the
individual and the Nigerian society;

3. the training of the mind in the understanding
of the world around; and

4. the acquisition of appropriate skills,
abilities and competencies both mental and
physical as equipment for the individual
to live in and contribute to the development
of his society. (Government's White Paper,
New Nigerian, September 25, 1979, p. I)

Although there has been some form of continuity in the
curriculum development in arts and crafts, the curriculum
has never been evaluated as to its relevance to the national
goals of education and with the intent of using the findings
to improve the subsequent curricula. Evaluation is an
integral part of curriculum development. This concept was
emphasized by Eisner (1965) when he stated that "planning
an academic curriculum also includes planning evaluation
procedures that will make it possible to assess the effec-
tiveness of the curriculum at large. . . . the availability
of materials will determine whether or not students will
engage in certain curriculum activities. The self-confidence
and competencies of the teacher in particular areas may

determine whether or not a particular historical period

will be investigated" (p. 230}.



Statement of the Problem

Since 1956, when art education was introduced in one
.of the Teachers' Colleges in the ten states of Nigeria, it
has produced only a few pecple who went on to qualify to
be artists and also has graduated a few art teachers who
have learned to draw, paint, sculpt, and teach in the
Western tradition.

The few artists who graduated from the schools
modeled after the British School of Art, felt they should
unlearn some of the things they learned (Ulli Beier, 1960).
The "imported” art did not draw audiences from the society,
unlike traditicnal arts with themes which were regarded as
restatements of a way of life and which could be identified
with socially and culturally.

Those who have qualified to be teachers are too few
to meet the demand for art teaching. Also these teachers
have realized that art education must be regarded as an
instrument for preserving, transmitting, and transforming
the cultural heritage. A new curriculum was needed to
reflect the political and social change that resulted
from independence. The art program in Nigeria should,
therefore, be relevant to the culture, responsive to
change, and inculcate a feeling of national consciousness.

The Universal Primary Education (U.P.E.) Teacher
Education Material in arts and crafts was developed with

the intention of replacing the Western-based curriculum



by relating post-primary education to practical needs by
building on direct education received in the extended
family's compound, promoting aesthetic education, and
producing Nigerians who are responsive to change, have a
positive attitude toward arts and crafts, and who explore
their environment.

The U.P.E. Teacher Education Material needs to be
evaluated as to its adequacy in achieving the objectives
set for it, namely: relevance to the culture, elimina-
tion of the art elitist attitude, responsiveness to
change, inculcation of national consciousness, development
of positive attitudes toward arts and crafts, exploration
of the environment, and promotion of aesthetic education.

This study is intended to deal with the evaluation of
the adequacy of the U.P.E. Teacher Education Material in
arts and crafts in the fourth and fifth years of Teachers'
Colleges in ten states of Nigeria. This material was
published in 1977 by the Macmillan (Nigeria) Publishing
Company for the Nigeria Educational Research Council. This
material was developed as a result of a series of work-
shops organized by the Nigeria Educational Research Council
which brought together art teachers from all over Nigeria
in 1975. These art teachers were from the universities,
the ministries of education, and the post-primary schools,
including teachers' colleges. Materials were also

developed for the other subjects taught in the teachers'



colleges. The ten states to be covered in this study are:
Bauchi, Benue, Borno, Gongola, Kaduna, Kano, Kwara, Niger,
Plateau, and Sokoto States. There are nineteen states in

the Federal Republic of Nigeria.

The Conceptual Framework

Steiner (1978) has talked of the four components
of education, namely: student, content, teacher and
setting. Specifically, educational programs need to con-
sider the student in terms of his attitude and developmental
level; select relevant program content; consider the teacher
in terms of attitude, education, and experience; and con-
sider the setting in terms of administrative, financial,
and community support as well as the physical and psycho-
logical aspects of the environment.

There is no doubt that the pre- and post-independence
educational system in Nigeria had content. The problem
has been the relevance of the content to the community.
When the National Policy on Education was promulgated in
18977, it was followed by the setting up of the National
Implementation Committee in September 1977. The committee,
according to its chairman, Professor Sanya Onabamiro
(1979) was to have consultations with Task Forces from all
19 States and with officials in the Ministries of Education.

It also sought memoranda from those who "participated in



the National Conference on Curriculum Development in
September 1969, and at the seminar at which the National
Policy was formulated in June 1973" (p. 5). The Federal
Commissioner for Education, Dr. G. B. Leton (1978) said
the National Implementation Committee on Education was
set up to see that:

. « « the new educational system would not

only educate a pupil but alsc make him

an employable individual satisfactorily

equipped in his field to do any job. (p. 24)

The U.P.E. Teacher Education Material was produced

as a part of the program tailored to make every pupil

educated and satisfactorily equipped to do any job in his/

her field. 1Its evaluation will, therefore, not be complete

if it does not say something about the pupil, the field or

content, the teacher, and the society.

Objectives of the Study

The main objective of this study is to determine the
worth or value of the U.P.E. Teacher Education Material
in arts and crafts.

Specific objectives are:

(a) to determine what teachers had been

doing with respect to arts and crafts

before receiving this material;

(b) to ascertain the teachers' educational
background and experiences;

(c) to determine the support the teachers
receive from the setting;



(d) to gather demographic data on students
who select art:

(i) reason: vocation or avocation; curiosity;
academically weak, etc.

(ii) background, educational goals, etc.

(e) to determine whether stated objectives in the
U.P.E. Teacher Education material are
possible to achieve by using the material
in the existing situation in the Teachers'
Colleges; and

(f) to determine whether the material omits
relevant concepts, skills, or experiences.

Justifications for the Study

Not much research has been done in the area of
research in the content of art curriculum. Ivan Johnson,
Jessie Lovano-Kerr, and others (1979) stated:

Research in art education thus far in its

relatively young history has dealt more with

how and why students create art than with

instructional theory or the content of an

art curriculum. Most of the research in art

education done thus far has been task

oriented. . . (p. 2)

In Nigeria, although there has been some form of con-
tinuity in the curriculum development in arts and crafts
from 1966 to 1977, the curriculum has not been evaluated.
In America, much work has been done in curriculum develop-
ment as seen in the South Western Regional Laboratory
(SWRL) and the Central Midwestern Regional Educational

Laboratory (CEMREL) projects since 1965. Yet, by 1979



little had been done in art curriculum evaluation. This
study, if conducted, will not only add to the literature
in the area of curriculum evaluation but may lead to
further modification and strengthening of the U.P.E.
Teacher Education Material in arts and crafts.

Before its publication, the material in preliminary
(mimeographed) form was sent to the workshop participants
for corrections and testing. Since no comments were
returned, it was assumed that the material was acceptable
to the participants. It is hoped that both participants
and other teachers will have an opportunity not only to
try out the material but to comment on it after its
implementation.

This study also will examine the importance of the
social, cultural and anthropological dimensions of art.
Jessie Lovano-Kerr and Enid Zimmerman (1975) said little
attention has been given to the social, cultural and
anthropological dimensions of art in current art educa-
tion theory and practice. June McFee, one of the proponents
of the cultural dimensions of art in education theory and
practice, according to two scholars, held:

that because the arts transmit values and

attitudes and identify cultural meanings, they

can be a very effective means for learning

about society, for developing skills necessary

to symbolize and organize, and for expressing

what one learns and feels about society. (p. 8)

Those who have criticized the post-independence Nigeria

system of education have commented on the neglect of the
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cultural dimension but will also support or disagree with
the proponents of the cultural dimension of art.

Finally, Gagne (1967) has stated that what one really
wants to know about a given curriculum is whether it works;
and, in more precise terms, whether learning is promoted
by the presentation of particular content in a particular
sequence. It remains to be seen whether the U.P.E.

Teacher Education material will produce the attitudes,

values, skills, and knowledge it purports to do.

Limitations of the Study

At the Institute of Education, Ahmadu Bello Univer-
sity, Zaria, Board of Studies in Arts and Crafts meeting
in December 1979, the representatives of the Teachers'
Colleges in the ten states cited the lack of teaching
material as one of their problems. This led to a summary
of the U.P.E. Teacher Education material being prepared,
and in March 1980 it was mailed to the Teachers' Colleges.
In classes 4 and 5, where the U.P.E. Teacher Education
Material will be evaluated, the students would have been
exposed to the material for almost two years by the time
this study is carried out.

This study will measure the attitudes of students
who have been exposed to the material, survey teachers

on whether the material is usable in the Teachers'
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Colleges, determine whether the objectives stated for

the topics can be achieved and are worth achieving through
the use of the program, and ascertain whether any of the
general objectives will be achieved.

It will not be possible for the researcher to visit
the teachers' colleges as a participant observer during the
study. There is also no standard test to measure the
achievement level of the students at the end of each topic.
It has often been said that an account of the student's
experience cannot be obtained through tests and question-
naires, but by asking the student. 1In this study, there
is no attempt or plan to ask each individual student about

his/her experience through direct contact or otherwise.

Description of Terms

The Primary School will be used in this study in

place of the elementary school.

The Teachers' College refers to the post-elementary

school which runs the 5-~year teacher education program to
prepare elementary school teachers and the l-year post-
West African School Certificate teacher training school

also referred to as the Pivotal Teachers' College. The

5-year program is similar to the high schoecl program in
the first two to three years and it runs from class one

through class five.
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The West African School Certificate is awarded at

the end of the 5-year high school program (successful
completion).

The Grade II Teachers' Certificate is awarded at the

end of a successful completion of the teachers' college

program.



CHAPTER II

REVIEW OF LITERATURE

Introduction

This review of literature will cover (1) curriculum
development: general curriculum and art curriculum
development; (2) evaluation: definition, the structure
of evaluation design, art evaluation models, and curriculum
evaluation studies.

The intent of describing an approach to general cur-
riculum develcpment, an approach to art curriculum
development, and an art curriculum project, is to put the
three side by side so that one would see the extent to
which theory relates to practice. Basic to curriculum
development is the identification of gocals and objectives.
The American National Art Education Association's state-
ments of objectives of art education in the Middle/Junior,
and Senior High School will be outlined since they repre-
sent expert opinion derived from theories of art education
which potentially can be used as a basis for curriculum
development and evaluation. According to Tyler (1949), the
process of evaluation begins with the objectives of the

program with regards to the degree to which the cobjectives

13
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are realized through the use of the program. Steiner
(1980) extends this concept by stating that the way to
evaluate a curriculum would be to determine the fitness
of the objectives to the theories of art education.

In this review of literature, evaluation will be
presented as defined by different experts in the field.
Several noted evaluation models will be described. The
problem of evaluation in art will be discussed in con-
junction with evaluation models that are best suited to
art. This discussion will be followed by a report of
recent curriculum evaluation studies.

Tyler's approach to curriculum development has been
selected for explication because it has been referred to
as the most prevailing among models for thinking about
schooling (Chapman, 1978; Zais, 1976; Hyman, 1973; and
MacDonald, 1973). 1Its strength centers about four funda-
mental questions which form his rationale.

Tyler's approach will be seen with Eisner's, and
with other approaches which have tried to show that cur-
riculum evaluation cannot be isolated from curriculum
develcpment, and that curriculum development theory refers
to ideas about the nature of knowledge, how children learn,

the teaching process, and the setting.
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Curriculum Development

General Curriculum Development

Tyler (1949) posed four fundamental questions he
thought essential to consider in developing any cur-
riculum and plan of instruction. These guestions will
also be useful for consideration in curriculum evaluation.
They are:

1. What educational purposes should the school
seek to attain?

2. What educational experiences can be provided
that are likely to attain these purposes?

3. How can these educational experiences be
effectively organized?

4. How can we determine whether these purposes
are being attained? (p. 1)

In dealing with the first fundamental question, Tyler
stated that what is needed in curriculum development are
clearly defined purposes, goals, and objectives which
become criteria by which materials are selected, content
is outlined, instructional procedures are developed, and
tests and examinations are prepared. A comprehensive
philoscphy of education and a scientific study of the
curriculum would provide a more adequate basis for selecting
objectives wisely. He noted the controversy between
essentialists and progressives, between subject specialists
and child psycheologists, and other disciplines over the

basic source from which objectives could be derived. The
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progressives feel that it is important to study the child

to determine the ch%ld's interests, problems, and purposes
which would become the primary source of objectives. The
essentialists feel that the cultural heritage, which is a
large body of knowledge ccllected over a period of time,
should be the primary source of objectives. The socioclogists
feel that the objectives should be derived from an analysis
of contemporary society, so as to help young people deal
effectively with the critical problems of contemporary

life. The philosophers feel that the basic values in life
derived from a comprehensive philosophic study should be
transmitted from one generation to another by means of educa-
tion. Tyler believed each has certain values and should

be given consideration in planning any comprehensive
curriculum program.

According to Tyler, Prescott, Murray, and other
psychologists view the human being as a dynamic organism,
an energy system normally in egquilibrium between internal
forces produced by the energy oxidation of food and
external conditions. Equilibrium is dependent on meeting
certain needs. These are physical, social, and integra-
tive needs. Meeting these needs satisfactorily provides
the kinds of behavior patterns that are personally and
socially significant. The curriculum developer needs to
give consideration ot these needs in determining educa-

tional objectives.
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Tyler perceived the identification of students'
interests as another type of focus of educational atten-
tion since education involves the active efforts of the
learner. Providing for the interests of the students
will make them participate actively while in school and
continue their education after school, thus making educa-
tion lifelong. Although many educators do not consider
giving attention to the students' present interests as
central to curriculum development it is recognized that
these interests, if desirable, should be used as the
starting point for effective instruction.

It is difficult to accomplish all that is expected
of the schools, since the advent of science has brought
about an increased body of knowledge. It is, therefore,
necessary to determine the contemporary significance of
particular items of knowledge, skills, and abilities, due
to the complex and dynamic nature of contemporary life.
According to Tyler, this is necessary for the child if
he/she is to be able to transfer training. By training
the mind and various faculties of the mind in general, the
student would be able to use these faculties under the
appropriate conditions. It would be necessary for the
student to recognize the similarities between the situa-
tions encountered in life and that in which learning took
place. Tyler, however, thought the studies of contem-

porary life should not be the sole basis for deriving
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objectives for the following reasons. First, contemporary
activities may not only be undesirable but harmful; secondly,
activities change from time to tdme, and such activities

may be of interest to adults and, therefore, not of inter-
est to the young. Contemporary life has to be analyzed

into functional and significant phases, while curriculum
materials must be based upon analyses of community needs

for better utilization of natural resources, and adequate
development of human resources.

Although studies of contemporary life are now con-
sidered in the formulation of objectives, the subject matter
was for a long time the main source of information for the
formulation of objectives. Subject specialists wrote text-
books, reflecting their views and reflecting their concep-
tion of objectives the school should attempt to attain.

Such objectives were often too technical, and too specialized,
and only appropriate for training specialists in these

special areas. Tyler felt that such objectives should be
oriented to what such subject areas have to contribute to

the education of young people and not formulated for the
education of specialists in the subject areas.

With regards to the use of philosophy in selecting
objectives, Tyler saw the need to rely on the educational
and social philosophy to which the school is committed.

Such educational philosophy would deal with whether an

educated person should adjust to society or try to
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improve society by participating competently and effec-
tively in the present society. Such a statement of
philosophy must be stated clearly and implications for
educational cobjectives spelled out.

Educational objectives also need to be in conformity
with conditions intrinsic in learning. Through a knowledge
of psychology of learning it is possible to distinguish
goals that are feasible, the sequence of learning that is
implied for particular objectives, retention, and time
required to bring about certain changes.

Tyler was also of the opinion that objectives should
be stated in terms of the significant changes to be brought
about in the behavior patterns of students as opposed to the
intended activities of the teacher. Such behavioral objec-
tives would infer the kind of activities the teacher might
carry out if he/she is to attain the objectives. It would
also be required to specify more definitely the content to
which the behavior applies, and the kind of problem in
which the thinking is to be done. A clear objective would
include both the behavioral and content aspects. While
the behavioral aspects would provide a clearer specifica~
tion of the kind of curriculum materials, learning
experiences, and instructional procedures, Eég;ggntent
aspects would clearly specify the steps to be taken for

the further development of the curriculum.
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Tyler's second fundamental question deals with the
provision of learning experiences necessary to attain the
purposes or objectives. Tyler defined learning experience
as the interaction between the learner and the external
conditions in the environment to which the learner can
react, not the content with which a course deals or the
teacher performed activity. The teacher has to manipulate
the environment to set up stimulating situations to elicit
the kind of behavior desired, as well as make provision for
the varying individuals.

According to Tyler the general principles in selecting
experiences are:

(a) (i) opportunity for the student to practice

the kind of behavior implied by the

learning experience,

(ii) opportunity to deal with the kind of
content with which the behavior deals;

(b) need for the students to obtain satisfaction
from carrying on kinds of behavior implied by
the objectives;

(¢) the reactions derived in the experience must
be within the range of possibility for the
student involved, that is, appropriate
to his level of attainment, and predisposi-
tion (pp. 65=67);

(d) the wide range of experiences must be thought
of and worked out to attain particular objec-
tives; and

(e) as the same learning experience may bring about
several outcomes, the teacher must watch out
for undesirable outcomes. (pp. 67-68)
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There is need for learning experiences to utilize various
problems to develop thinking, but such problems should be
real to students to stimulate their reaction. This may
be done by providing experiences in which the student
senses a difficulty that cannot be answered immediately.
The student will then have to identify and analyze the
problem. To solve the problem, the student will have to
collect relevant facts, formulate hypotheses/explanations
or alternate solutions and test the hypotheses by appro-
priate means.
The student would need to acquire information
(a) in learning situations where the information
is obtained as a part of a total process of
problem solving;
(b) through the teacher's inclusion of only
important information that is worth
remembering;
(c) in situations in which the intensity and
variety of the impressions of the information
will increase retention;
(d) through the use of important items of infor-
mation frequently and in various contexts.
(Tyler, 1949, pp. 73-74)
Students would be provided with learning experiences
which are helpful in developing social attitudes through:

(a) assimilation from the environment;

(b) the emotional effect of certain kinds of
experiences;

(c) traumatic experiences which have developed a
deep emotional effect; and
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(d) direct intellectual processes, in which they
are led to develop a favorable attitude.
(Tyler, 1949, pp. 75-76)
There is also a proviso for modification and control of
the schoel and community environment to promeote desirable
attitudes, through the strengthening of positive social
attitudes.,

Learning experiences that are helpful in developing
interests are also provided so as to motivate the students
by giving them the opportunity to explore the areas in
which interests are developed, and to have satisfying
results from those explorations.

Tyler (1949) noted that the process of planning is
not a mechanical method of setting down definitely pre-
scribed experience for each objective. Planning, as
viewed by Tyler, is creative and reflective. The teacher
sets up a tentative plan of learning experiences which is
checked from time to time against desired objectives to
see if the student is given the opportunity to carry out
the kind of behavior implied by the objectives. The
proposed learning experiences are checked by the criterion
of effect or students' satisfaction. The proposed learning
experience is also checked in terms of students' readiness.
The economy of operation is checked, as well as the charac-
teristics of learning experiences required for different

types of objectives.
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Tyler's third fundamental question refers tc the organ-
ization of learning experiences for effective instruction.
Since changes in ways of thinking, in habits, in ways of
operating, and in attitudes develop slowly, educational
experiences needed to produce a cumulative effect, must be
organized in such a way that they reinforce each other.
Since organization influences the efficiency of instruc-
tion and the degree to which major educational changes are
brought about in the learners, there is need for the
examination of the vertical and horizontal relationships.

The three major criteria for effective organization
as seen by Tyler are: con;iggigy. sequence, and integra-
tion. Continuity deals with the vertical reiteration of
curriculum elements, that is, recurring and continuing
opportunity for skills to be practiced and developed,
Sequence relates toc continuity in that elements not only
occur again, but each successive experience builds upon
the preceding one and go more broadly and deeply into
the matters involved. Integration deals with the hori-
zontal relationship of curriculum experiences where the
student is helped to unify his/her behavior in relation
to the curriculum elements. Elements to be organized
are concepts, values, and skills, which are not to be
seen as separate goals of instruction, as good teaching

involves a synthesis of elements. In any field,
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curriculum development involves the identification of
relevant elements and significant matters in that field
as well as for the total curriculum. Such elements
would have to be planned to appear throughout the length
and breadth of the program. It is essential to identify
the organizing principles. Broadening and deepening of
concepts will provide for greater sequence and integra-
tion over the years. Continuity, sequence, and integra-
tion also apply to the experiences of the learner. The
organizing principles also need to be considered in terms
of their psychological significance to the learner.
Logical organization, which is a relationship that has
meaning and significance to the subject specialist,
could be distinct from the psychological organization, but
in many cases a logical organization would be appropriate
as a psychological organization. According to Tyler,
the chronological organization has been the most commonly
used in the school curricula. Other organizational prin-
ciples he identifies are:

increasing breadth of application, increasing

range of activities included, the use of

description followed by analysis, the develop-

ment of specific illustrations followed by

broader and broader principles to explain

the illustrations, and the attempt to build

an increasingly unified picture from specific

parts which are first built into larger and
larger wholes. (p. 97)
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The organizing structured elements exist at several
levels, the largest of which includes the subject by
subject level, the broad fields, the core curriculum, and
the completely undifferentiated structure. The inter-
mediate level includes courses organized as sequences and
discrete unit courses. At the lowest level are: ‘'the
lesson' in which a single day was treated as a discrete
unit, 'the topic' which may last for several days or
weeks, and 'the unit' which includes experiences organized
around problems or major student purposes covering several
week;.

Tyler's fourth fundamental question in developing
curriculum is the determination of whether the objectives
or purposes have been attained. Tyler regarded evaluation
as an important operation in curriculum development. He
stated that the criteria utilized in the organization of
learning experiences would provide the basis for inter-
mediate or preliminary evaluation of the learning experience.
Evaluation helps check the validity of the hypotheses upon 7
whiﬁh the instructional program has been organized and \
developed and also checks the effectiveness of the par-
ticular instruments such as teachers and other conditions
used to carry forward the instructional pregram. Evalua-
tion must appraise the behavior of the students and must
involve more than a single appraisal at any one time.

Interviews and questionnaires may be used to obtain
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evidence about interests, attitudes, and about other types
of behavior as well as for collection of information on
actual products. Sampling of the typical reaction of
students is another basic notion of evaluation.

The process of evaluation begins with the objectives
of the edu;;;ional program. It is a two-dimensional analy-
sis in which each of the behavior headings in the analysis
indicates the kind of behavior which should be appraised
to see how far that kind of behavior is developing. It
also indicates the content to be sampled in connection
with the behavior appraisal. Tyler reiterated that cur-
riculum planning is a continucus process in that as
materials and procedures are developed, they are tried
out, and their results appraised. The inadeguacies of |
the materials and procedures are identified, suggested |
improvements are indicated, and there is replanning,

redevelopment, and then reappraisal.

Art Curriculum Development

" According to Chapman (1978), curriculum is considered
a written statement outlining educaticnal goals and the
means of achieving them rather than a detailed picture of
classroom activities, In a curriculum, the philosophy
of art education, goals for instruction, and content would
be included. The goals should reflect the way in which

the people who will use it, live. Chapman identifies the
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three mejor functions of general education as "to develop |
eaéﬁ child's ability to find personal fulfillment in life,
to transmit the cultural heritage, and to extend the social
;onsciousness of children and youth" (p. 118). The purpose
of art education and general education coincide, Expres-
sion and response, which are the two modes of art experience,
must be taken into account when charting the goals of art
education, which, according to Chapman (1978), are personal
fulfillment, transmission of cultural heritage or studies
of artistic heritage, and the extension of social con-
sciousness or studies of the social aspect of art.

With regards to personal fulfillment through art,
Chapman (1978) indicates that "children need to learn how
their lives can be enriched by their own efforts to
create art and respond to visual forms" (p. 118). For these
reasons children need "sensitive adult guidance" (p. 119).
Chapman believes that in order to make art have personal
meaning for children it has to have explicit connections
with their lives and be focused on the basic human processs.
Through apparent relationships, children can learn to com-
prehend works of artists on a personal basis, as well as
see their own works as art, that is, they learn how
artists create their works through the way they perceive,

describe, examine, and judge such works of art. Children

can also learn "how art forms originate in a society, how
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visual qualities express social values, and how media are
used to express social values" (p. 121).

According to Chapman, art deals with feelings, beliefs,
and conduct so its studies are loaded with implications
about the ideal life and the values people hold. So as not
to deny its value-laden character, art would not be treated
merely as a matter of learning facts. Art teachers should
"emphasize that art can also be understood and experienced
in different ways" (p. 121). The "similarities among
children's own experience" should be used "as a source of
artistic inspiration" (p. 123). Chapman listed goals for
expression in art which are learning:

(i) to generate ideas for expression through art
(p. 123);

(ii) how artists generate ideas for their work (p. 124);
(iii) how art forms originate in society (p. 125);

(iv) to refine and modify ideas for visual expression
(p. 126);

(v) how artists use visual qualities for expression
(p. 126);

(vi) how cultural groups use visual qualities to
express their beliefs (p. 127);

(vii) to use media to convey an expressive intent
(p. 128);

(viii) how artists use media and tools (p. 129); and

(ix) how cultural groups use media to express social
values (p. 129).

The:goals for response to visual forms, according to Chapman,
are learning:

(i) to perceive obvious and subtle gqualities (p. 130);
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(ii) how experts perceive and describe art (p. 131);

(iii) how people perceive visual forms in their environ-
ment (p. 132);

(iv) to interpret the meaning of perceptions (p. 133);
(v) how experts interpret works of art (p. 134);

(vi) how people interpret visual forms as social
expressions (p. 134);

(vii) to judge the significance of experience (p. 135);
(viii) how experts judge works of art (p. 136); and

(ix) how judgments can be made about visual forms in
society (p. 137).

Chapman (1978), however, stated that these goals and the
approaches to their study do not constitute an art program
in themselves. The relationships among goals, the short-
term and long-term scope and rhythm of instruction, and the
different circumstances under which the teachers operate
would have to be considered. Chapman described planning as
the thought process that makes teaching with confidence and
flexibility possible. The major components in planning are:
(i) the goals,
(ii) the approaches to study and content possibilities,
(iii) teaching and student materials and activities, and
(iv) desirable outcomes.
The teacher would need to note all desirable outcomes of
the program, even those not planned for, and note that some
approaches to study call for contrel, precision, and analyti-
cal thought, while others call for fluency, flexibility,
and speculative thinking. Still some approaches focus

on ideas and meanings, while others focus on concrete
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objects and practical action. To achieve continuity from
year to year, competence in art, understanding of the works
of professional artists, and the significance of art in
society, might be taught to children. According to Chapman
(1978), the course cf study should maintain a balance
between activities which center on expression and those
activities that center on response to art.

Chapman perceived evaluation as both an integral part
of day-to-day teaching as well as a necessity for the ap-
praisal of the adeguacy of program goals. Through evaluation
the soundness and appropriateness of the children’'s engagement
in art experiences and resources are determined. According
to Chapman, it would be necessary to check if the goals:

(i) are intellectually sound,

(ii) are consistent with the aims of general public
education in the society,

(iii) focus on general patterns of behavior that will
enable youngsters to comprehend a wide range of
experience and situations,

(iv) are capable of being achieved by educational
processes and resources of the school, and

(v) may be achieved essentially through formal
education. (pp. 385-386)

One would also, at another aiap, evaluate the proposed
means for achieving the goals. To do this it would be
necessary to check if the means relate to the behavior and
content described in the goal, and if the means are likely
to serve more than one goal. Also, it would be necessary
to check the resources for achieving the goals, in terms

of ideological, psychological, financial, and physical
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appropriateness. Teaching would be evaluated in terms of:

(i) the teacher's communication of fundamentally
sound and accurate concepts about art;

(ii) treatment of each student as an individual
whose worth is not exclusively defined by
excellent performance in art;

(iii) encouragement of patterns of behavior that lead
to self-directed, lifelong learning in art:;

(iv) demonstration of an ability to discern what is
essential and what is peripheral in fostering
student growth;

(v) exhibition of skill in teaching for multiple
goals; and

(vi) humanistic behavior. (Chapman, 1978, pp. 390-391)
Finally, the student's learning would be evaluated in the
modes of expression and response by: comparing the final
performance of each student with his/her earlier performance,
with his/her age or grade group performance, and with abso-
lute standards (Chapman, 1978).

In Eisner's 1968-~70 Kettering Project (1979), an
intimate view of one curriculum and development project
was provided. The two-year project, aimed at developing
an art curriculum to improve the quality of art education in
American elementary schools, was a formal and systematic
development of curriculum in the art field. The productive,
the critical, and the historical aspects of art were included.
The focus was on helping children to:

acquire the skills necessary for converting a

material into a medium for artistic expression.

The critical realm focused upon developing students'

ability to see . . ., to develop their ability to

encounter visual form from an aesthetic frame of

reference and through such a frame to acquire
aesthetic experience. The historical realm
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attempted to help students understand that art

is created in the context of a culture . . .

that influences the form and content of art,

and art in turn influences the culture. (p. 136)

Secondly, the curriculum was to have a sequential
character to provide continuity. A third feature called
for a wide variety of visual materials to be especially
designed to develop the skills identified in the curriculum
guide. The fourth feature provided for the development
of evaluation devices. Each lesson and unit created was
to be evaluated not only as to what it would make children
do or skills they would learn but also as to its relevance
to art and the environment.

The Kettering Project was an effort to develop a
sequentially ordered curriculum in art in the form of a
written syllabus and a wide variety visual support
materials. All of the development tasks had to be
covered within the specified two-year period. These tasks
included refining the ideas presented in the proposal,
creating a structure for writing the syllabus, appointing
a staff, creating and field testing lessons, evaluating
and revising book written and visual materials on the
basis of field testing, locating schools wishing to par-
ticipate in the project, constructing evaluation instru-
ments, and preparing a final report for the foundation.

Eight doctoral students, five in art education and
three in general curriculum development, were selected

to work with a product design student who was to provide
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artistic expertise for the construction of visual materials.
The group of nine met regularly each week to consider the
structure of the curriculum, write lessons, and to critigque
each other's work under the leadership of Eisner. The work
was divided into two phases.

In phase one, the structure to be used for writing
the lessons was to be conceptualized, lessons were to be
written and critiqued, accompanying instructional materials
produced, and teachers and field testing classrooms secured.
In phase two, the team was to disseminate information on
the use and effect of the materials locally.

During the project, the core group decided to invite
four elementary school teachers to join as consultants.
The teachers' classrooms, in four different nearby elemen-
tary schools were used for the initial testing of the
materials. The teachers also helped to check the materials
for clarity or fogginess, usefulness, relevancy, and
whether it had any chance of succeeding in the classroom.
They met with the core group every four to six weeks. The
format of the program contained eight elements: concept,
principle, objective, rationale, introductory motivating
activity, learning activities, evaluation procedures, and
materials needed. It was assumed each teacher allocated
about two hours per week to art.

The core group broke into teams of two members to

produce ten lessons in each of the units with visual
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support materials in draft form for review by the project
director or the total group, and for further review and
revision by the teacher/consultants. The lessons were then
used and further revisions made. This led to the produc~
tion of two large syllabi and eight pairs of boxed sets
of instructional support materials, which had been tried
out by the group of teachers/consultants at the end of
phase one.

During phase two, which was in the second year of
the project, the tryout was expanded from four teachers
to twenty teachers who worked in five schools in two
nearby districts. Units which were uncompleted during
phase one were completed. The observation of the use of
curriculum and materials continued. A formal in-service
session was held for the twenty teachers, and necessary
additional in-service sessions were provided informally.
After six months the bulk of the curriculum work was com-
pleted and attention shifted to general evaluation. The
four to five months prior to the end of the phase, evalua-
tion data were collected, and were analyzed in the following
two months. The final report was divided into eight
sections with each doctoral student preparing a chapter or
portion. The director then wrote the introductory and
concluding chapters as well as reviewed the body of the

report.
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In the project, production was guided by:

1. the process of visual differentiation;

2. beliefs about what is desirable from an

educational point of view, and about the
ways in which such learning can be fostered;
and

3. time and practice in the acquisition of the

skills necessary for artistic expression.
(Eisner, 1979, p. 145)

Although the student was considered important, he/she
was too remote to play a role in the project. An attempt
was made to identify the strengths and weaknesses of the
curriculum throughout the process of its development, and
through 'achievment testing.’

Eisner identified another approach to curriculum
development which would be to bring groups of elementary
school teachers together for workshops where examples of
the lessons and visual materials already developed could
be presented for discussion. These materials would then
be used as proto-type for curriculum development by the
teachers who would act as curriculum writers and artists.
The teachers could also be grouped in teams of two or
three, perhaps from the same elementary school. However,
Eisner considered this approach difficult and time con-
suming. The major advantage of this approach to curriculum
development is that the teachers gain understanding of
the project as they think through it.

Another apprcach that some curriculum developers

use is to look to their professional organization for
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guidelines regarding the rationale and the most relevant
goals to use as a foundation. The American National Art
Education Association (NAEA) publishes goal statements for
preprimary, elementary and secondary school art programs.
For example its statement regarding art in the Middle/
Junior High School (1980), and the Senior High School
(1979) recommends education in the visual arts as a neces-
sary part of the total educational system which should
address the growing concern for the quality of life,
The goal of a quality art program at every level of instruc-
tion has as its basis the relationship between art and the
individual, art and the community, and art and culture.
Through art education, it is believed that the individual's
identity, uniqueness, self-esteem, and self-accomplishment
would be emphasized. The outcomes of the Middle School,
the Junior and Senior High Schools' art programs would be
to increase the student's capacity to:
l. be intensely involved in and respond to
personal visual experiences so as to gain
the insight and ability needed to select

and isolate visual images;

2. develop visual literacy so as to enjoy
maximum visual mobility and fluency;

3. learn to transform art materials creatively,
in the manner of an artist, through thought
and feelings, which result from new and
challenging experiences with materials;

4. develop manipulative and organizational
skills in art;

5. gain a knowledge of, and relate to man's
visual art heritage;
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6. enploy the knowledge and skills gained
to function responsibly both in perscnal
and community life; and

7. understand the nature of art and creative
process. (pp. 55-72)

However, the NAEA noted that there is no such thing as
an ideal curriculum for art education, and there ought
not to be. Curriculum, the association perceived, must
be responsive to the community, the needs of the student,
the school system, and the abilities, convictions, and

person of the art teacher (1980, p. 102).

Evaluation

Definition of Evaluation

Guba and Stufflebeam (1970) have defined evaluation
as "the process of obtaining and providing useful infor-
mation for making educational decisions" (p. 15). Each
term in their broad definition is explicated with greater
specificity. Process is defined as continuous, sequential,
- cgyeclical, and dynamic, involving many different methods
or techniques. "Obtaining is defined as making available
through collecting, organizing, analyzing, and reporting,
and statistics"™ (p. 15). Providing is "fitting together
into systems or subsystems that best serve the needs or
purposes" (p. 17). "Useful is defined as approprate to

established criteria agreed upon by the evaluator and the
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user client," dependent upon certain practical criteria
as timeliness and relevance (p. 17). "Information is
defined as descriptive or interpretive about entities
and their relationships" (p. 17). Information or knowledge
acquired could be from scientific findings as well as
resulting from precedent or experience. "Educational
decisions are defined as choices among alternatives,"
weighing each alternative in terms of its utility (p. 17).
Borg and Gall (1979, pp. 598-601) noted that there is
a degree of overlap between research and evaluation; they
added that evaluation was usually initiated by someone's
need to make a decision concerning worth, merit, or
value of educational phenomena. However, evaluation,
though done for a limited purpose, often may yield general-
izable results which is an important function of research.
Research is conducted in order to reach a conclusion about
hypotheses formulated to discover the truth about educa-
tional phenomena and to discover the relationships between
two or more variables. Researchers consider moral judg-
ments and decisions as secondary as their primary concern
is to discover widely applicable principles explaining
relationships between variables. However, researchers may
use curriculum material or groups of teachers to test a
hypothesis, if such curriculum materials or groups of
teachers are samples of a larger population of materials

or groups to which the research will be generalized.
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To Borg and Gall, educational evaluation is done
to improve decision making on whether a set of curriculum
objectives should be maintained or revised, which program
to adopt, and areas in which teachers need training. It
involves systematic collection of data through observa-
tion, guestionnaires, and interviews.

To Worthen and Sanders (1973):

evaluation is the determination of the worth

of a thing. It includes obtaining infor-

mation for use in judging the worth of a

program, product, procedure, or objectives

or the potential utility of alternative

approaches designed to attain specific

objectives. (p. 19)
They perceived education as more complex than just stating
behavioral objectives, building a test or analyzing some
data. Of all the definitions of evaluation, the most

popular definitions, according to Worthen and Sanders,

are those in which it is regarded "as a process of iden-

tifying and collecting information to assist decision-
makers in choosing among available decision alternatives"
(1973, p. 20). Worthen and Sanders perceived that the
type of evaluation cne conducts would depend on one's
definition of evaluation. 1If evaluation is defined as
synonymous with professional judgment, then the evalua-
tion expert would judge the worth of curriculum by
observing it in action in order to record sufficient
information for a considered judgment. On the other

hand, equating evaluation with measurement will result
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in using student scores on standard tests in relevant
subjects as a basis for judgment. Perceiving evaluation
as comparison between performance indicators and objec-
tives, would mean measuring relevant student behaviors
against the behaviorally stated objectives established
for the curriculum, applying evaluator-constructed or
other standardized instruments. A decision-oriented
definition would result in the evaluator having to work
closely with the decision makers so as to collect adequate
information about the advantages and disadvantages of each
decision alternative. This is necessary so that the
decision-maker would be able to judge the worth of each
decision alternative in terms of specified criteria (Worthen
& Sanders, 1973).

Planning is very important in evaluation. Borg and
Gall (1979) emphasize this aspect. They describe the
first task in evaluation as delineating "carefully the
salient characteristics of the program," which include:
"Author, publisher, publication date, list of materials,
purchase cost, maintenance and replacement costs, and
reports of previous evaluation studies" (pp. 602-603).
The second task is to analyze the program so as "to deter-
mine which aspects or components are to be included in
the evaluation study" (p. 603). Aspects and components
of the program could then be grouped into: goals, resources,

procedures, and management.
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As a program requires a worthwhile goal, the evaluator's
major task is determining the extent to which the program
achieves its goal in practice. However, Scriven has argued
that evaluators should conduct research to discover the
actual effects of the program in practice and knowing the
goals in advance may lead to the co-option of the evaluator
into the original goals which may be different from his/her
findings.

Because evaluators want to be able to measure the
learner's attainment of the objectives, which are short
term, these objectives are sometimes stated in behavioral
terms. Measuring objectively reguires observing, setting
up criteria for successful performance of the behavior,
and noting the situational context in which the behavior
is to be performed.

Borg and Gall (1979) considered resources and pro-
cedures as the means used by developers to achieve program
goals., "Resources are the personnel, equipment, space,
and other cost items needed to implement program procedures. . .
Procedures are technigques, strategies, and other processes
used in conjunction with resources to achieve program goals” (pp.
605-606). Management is the system to monitor resources and
procedures so that they are used effectively to achieve

program goals.
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Evaluation Models

Borg and Gall (197%) discuss three evaluation models,
namely:

l. the CIPP model;

2. the discrepancy evaluation model; and

3. the adversary evaluation model.

1. "CIPP is an '‘acronym' for four types of educational
evaluation included in the model: context evaluation;
input evaluation; process evaluation; and product evaluation”
(p. 607). This model is credited to Stufflebeam.

Context evaluation involves the analysis of problems
and needs in a specific setting. Need refers to the dis-
crepancy between an existing condition and the desired one,
Identification of needs leads to the delineation of program
objectives that will help reduce, if not eliminate, the
discrepancy.

Input evaluation refers to judgments about the
resources and the needed strategies to achieve goals and
objectives. Data help determine the best resources and
strategies considering cost, availability, effectiveness,
legal or moral acceptability, and how best to utilize
personnel.

Once the program has been designed and put into
operation, the process evaluator can then design a system
of data collection so as to monitor the day-to-day opera-

tion of the program and keep such records over a period
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of time with the intention of eventually checking on the
strengths and weaknesses of the program.

In product evaluation, the extent to which the goals
of a program have been achieved is determined through
measures which are developed and administered. Such data
help decision-makers to decide if a program is to be con-
tinued as it is or modified.

2. The discrepancy evaluation model, according to
Borg and Gall (1979) is credited to Provus. It is a
process with which to determine the extent of discrepancy
between program standards and actual program performance.
The first step is to define standards in measurable terms:
the second step is to develop or select measures for each
standard; next, the measures are used to collect data
on actual program performance. Finally, the data are
analyzed to determine whether discrepancies exist between
the criteria established by the program developers and the
actual program performance and reported to the decision
makers.

3. The adversary evaluation model, which borrowed
its procedures from the jury trials and administrative
hearings of the law courts, was created by Wolf (1975).
In this evaluation method, human testimony is used to
present both positive and negative data about the
program for judgment. The first stage is to survey

various groups involved in the program so as to generate
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a broad range of issues, and determine what are believed
to be relevant issues. A group of respondents may then
list the issues in order of importance so that the number
of issues may be pruned to a manageable size. Two oppos-
ing evaluation teams are then formed to prepare their
arguments in favor of or against the program through
interviews, studies of evaluation reports, and collection
of data. At the final stages, prehearing sessions are
conducted, fecllowed by the formal hearing in which each
opposing team presents arguments and evidence before

the program’s decision makers.

The Structure of Evaluation Design

Once the evaluation model to be used has been
selected, after consultation with the decision makers on
the type of decisions that need to be made with respect
to a program, the evaluator must select or develop a
design. Often the decision problems may suggest the model
of evaluation and, thus, a specific research methodology,
according to Borg and Gall (1979).

Worthen and Sanders (1973) stated that, according to
Stufflebeam, "the first part of the structure of evaluation
design" is to focus the evaluation or "spell out the ends
for the evaluation" (p. 145).

The second step is to plan the collection of infor-

mation. This involves identifying the source of information
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to be collected, the instruments to be used, the methods
for collection, the sampling procedure, and the schedule
for collection of information.

The third step is to organize the information, pro-
viding a format for classifying it and designating means
for coding, organizing, storing and retrieving information.
The next step is to analyze the information, providing for
descriptive and statistical analyses as well as interpre-
tations and recommendations., The information is then
reported so that the evaluation recommendations can be

administered.

Art Education Evaluation Models

Worthen and Sanders (1973) perceived that Stake's
model of evaluation focuses on two major aspects: descrip-
tion and judgment of the program being evaluated. Stake
emphasized the need to explicate the judgmental criteria
in formal evaluation. He believes that evaluation has its
formal and informal sides, where informal evaluation is
recognized by its dependence on casual observation,
implicit goals, intuitive norms, and subjective judgment.
Informal evaluation often reveals penetrating and insight-
ful information although some information revealed may be
superficial and distorted. Formal evaluation is said to
rely on checklists, controlled comparisons, and standard-

ized measurements. The problem with formal evaluation,






