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CHAPTER TWO 
 

AN INTERROGATION OF CURRICULUM  EVALU ATION AND 
IM PLEM ENTATION THROUGH LITERATURE REVIEW  

 

2.1 In t roduc t ion  

Thi s  chapter  rev i ews  l i t e ra ture  t ha t  i s  o f  re l evance to  t he  top i c  

under  research .  The re l evance of  t he  l i t e ra tu re  i s  de te rm ined i n  

t e rm s of  i ts  re l a t ionsh ip  t o  t he  top ic .  I t  i nc l udes  a  record  of  

s im i l ar  s tud i es  conduc ted  i n  t he  pas t .  B rought  under  f ocus wi l l  

be  t he s t reng ths  and  shor t com ings of  such  s tud ies  in  te rms of  

t he  m ethods used and the i r  f i nd i ngs .  “ I n  a  good l i t era tu re  

rev i ew,  the  researcher  does no t  mere l y  repor t  t he  re l a ted  

l i t e ra tu re .  He or  she  a l so eva lua tes ,  organ i zes,  and  

syn thes i zes  wha t  o thers  have done ”  (Leedy &  Orm rod 2005:  

77 ) .   

 

Mos t  im por tant l y,  as  Gi l t row (1987:53)  s ta tes ,  l i t e ra tu re  search  

i s  under taken to  “de te rmine  what  t he  l eaders  i n  t he g iven  

p rof ess i on  o r  occupat i on i nd i cate as  t rends,  necessary 

i n fo rm at i on ,  and approaches” .   

 

The  l i t e ra tu re  i s  rev i ewed under  t he  f o l l ow ing ma in head ings:  

t he  a r ts  i n  educat i on,  i nd i genous  mus i ca l  a r ts ,  t he  mus i c  

cur r i cu l um ,  t he  a r ts -based cur r i cu l um,  cur r i cu l um evaluat i on ,  

eva lua t i on des ign,  t he var i ous  eva lua t i on  m odels  o r  

approaches ,  eva lua t i on  of  cur r i cu lum implem entat i on ,  an 

overv i ew of  educa t i ona l  eva luat i on  and  programme 

im plem enta t i on i n  Bo tswana,  and  conc lus i on .  The  f i ner  deta i l s  

o f  some of  t he  con ten t  o f  t he  main  head ings a re  dea l t  wi t h  

under  subhead ings  as  appropr i a te .  The  conc lus i on p rov i des  an  

overv i ew of  t he ma in i deas d iscussed i n  t he rev i ew exerc i se  as  
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we l l  as  t he resea rcher ’s  pos i t i on i n  re l a t i on to  what  has  been 

g l eaned f rom the  sources.     

2.2 The ar ts  in  educat ion  
2.2 .1  Def i n i t i on  o f  a r ts  educa t i on  

Bef ore a rev i ew of  l i t e ra tu re on the a r ts  i n  educat i on i s  

under taken,  a  d i s t i nc t ion  should  be m ade be tween the a r ts  i n  

educat i on  in  genera l  and  the a r ts  i n  educa t i on  as  t hey re l a te  t o  

t he  top i c  under  research spec i f i ca l l y,  wh i ch i s  t he  a r ts  as  f o rms  

of  c rea t i ve express i on .  The Col l i ns  Conc i se Engl i sh  Di c t i onary 

(3 r d  ed i t i on )  (1993:  69)  def ines the a r ts  as  “ imagina t i ve ,  

c rea t i ve,  and  non-sc i ent i f i c  b ranches  of  knowledge cons idered  

co l l ec t i ve l y,  espec ia l l y  as  s tud ied  academica l l y” .  The  de f i n i t i on 

covers  t he  a r ts  i n  t he f i e l ds  o f  human i t i es .  The f o rego ing  

de f i n i t i on  o f  t he a r ts  suf f i ces  i n  d i s t i ngu ish i ng  one fo rm of  a r ts  

on l y,  but  i t  does no t  cover  t he  a r ts  tha t  a re  the  subj ec t  o f  

concern  to  t he  top ic  under  research .   

 

Th i s  research  i s  concerned  w i th  t he  a r ts  as  f o rms  of  c rea t i ve 

human express i on.  Such  express i on m ay be  ach ieved through  

the  v i sua l ,  k ines the t i c ,  aud io  and verba l  modes.  The  m odes  of  

a r t i s t i c  express i on  m ake i t  poss i b le  t o  i den t i f y  t he d i f f eren t  

a r t f o rms  as  mus ic ,  dance ,  d rama,  pa in t i ng and  scu lp tu re ,  o r  

c ra f ts  i n  gene ra l .  Our  own senses  as  hum an beings are  

i nd ispensable  i n  our  unders tanding  and apprec i a t i on o f  t he  

a r ts .  Accord i ng  to  Stephenson (1997a)  i n  v i sua l  a r t ,  the  sense 

of  s i ght  i s  used to  ach ieve  s t ruc tu ra l  unders tandi ng wh i l e  i n  

m us i c ,  t he ear  assembles  the  pa t te rn  o f  sounds  whi ch  i s  the   

key to  app rec i a t i on  o f  overa l l  s t ruc tu re .  

 

On the  i ssue  of  mean ing  in  t he  ar ts ,  Stephens  (1997b)  makes  

some i n te res t i ng observa t ions and  cau t i ons  agains t  assoc ia t i ng 
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m eaning  wi th  any spec i f i c  a r t f o rm ,  be  i t  mus ic ,  l anguage,  dance 

or  v i sua l  a r t .  I ns tead ,  what  shou ld  be  the concern o f  a  person  

l ook i ng  a t  an  a r t  ob j ec t ,  should  be  f i rs t ,  t o  es tab l i sh t he  

re l a t i onship  between an  ob jec t  and  the a r t i s t  and  then  p roceed 

to  es tab l i sh  what  t ha t  re l a t i onship  communica tes  t o  a  w ider  

aud ience.  

 

I n  a  c lass i c  t i t l ed  Anthropology  o f  Mus i c ,  Mer r i am (1964:274)  

op ines tha t ,  “ t he  a r ts  a re  i n te r re l a ted  because they do  spr i ng 

f rom the sam e,  s ing l e  source  of  human c reat i v i t y” .  Mans  (1998)  

acknowledges the  m ul t i p l e  connect ions  among the a r ts  and  

be tween ar ts  and  l i fe .  The  fundamenta l  ro l e  t ha t  a r t  p l ays  i n  

educat i on  i s  em phas i zed  by  Heneghan  (1998:238) ,  “a r t  i s  

un i quel y  a  human act i v i t y,  t ha t  i s  capab le o f  deve lopm ent  t o  

t he  h i ghes t  l eve l s  o f  soph i s t i cat i on and  that  m ust  t heref o re  

f o rm an  i nseparable  t r ys t  wi t h  educat i on  in  an i ndependent  

ro l e ” .  I n  some cu l t u res ,  such as  Japanese cu l t u re,  t he  a r ts  a re 

qu i t e  var i ed.  Oku (1997:  124)  exp la i ns  t ha t ,  t he  te rm “ge ino ”  

covers  a l l  genre of  Japanese “a r ts ”  i nc l ud i ng  “poe t ry,  m us i c ,  

f i ne  a r ts ,  c ra f ts ,  ca l l i g raphy,  f l ower  a r rangement ,  tea  cerem ony,  

e t c ” .  As  i s  t he case  i n  many cu l t u res ,  “ t hese a re  in tegra ted  

w i th i n  t he  t ime and  space of  Japanese  o rd i nary l i f e ” .  

 

Russel l -Bowie (1997)  l i s ts  t he  c rea t i ve  a r ts  as  mus ic ,  dance ,  

d ram a and v i sua l  a r ts .  The v i sua l  ar ts  m ay take the  fo rm of  two  

or  t h ree-d im ens iona l  representat i ons  of  t he a r t i s t ’ s  i deas .  

Hav i ng  d rawn a d i s t i nc t i on  be tween the a r ts  i n  genera l ,  

espec ia l l y  as  they a re  pu rsued i n  academic  i ns t i t u t i ons  under  

t he  umbre l la  o f  t he  hum ani t i es ,  and the a r ts  as  f o rms of  

c rea t i ve se l f -express i on,  we now proceed to  c l ose l y examine  

the  natu re  o f ,  and the  benef i ts  o f  a r ts  educat i on.  But  what  
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rea l l y  i s  a r ts  educat i on?  Accord i ng  to  Colwe l l  (2000 ) ,  a t  some 

po in t  i n  h i s to ry,  to  t he  Amer i cans ,  a r ts  educat i on became a  way 

of  t eaching o ther  sub jec ts  t hough the  a r ts .  I t  i s  however,  no t  

i nd ica ted  anywher e  i n  Colwe l l ’ s  a r t i c l e  whethe r  t h i s  

unders tand ing of  t he  a r ts  has changed o r  pe rs i s ts  t o  t h i s  day.  

The  ar ts  a re a  s i gn i f i can t  pa r t  o f  t he  school  cur r i cu l um as  they,  

accord i ng  to  Phen ix  (1964) ,  be l ong  i n  t he  th i rd  rea lm  o f  

m eaning ;  t he  rea lm o f  es thet i c  m ean ing.  

 

2 .2 .2  The  benef i ts  o f  ar ts  educa t i on  

The  repor t  o f  the Na t i onal  Commiss i on of  Educat i on  in  t he 

Un i ted  Sta tes  o f  Amer i ca that  was  i s sued  i n  1983,  recogn i zes 

tha t  sub jec ts  such  as  f i ne  and  per fo rm ing a r ts ,  and  voca t ional  

educa t i on  advance s tudents ’  persona l ,  educa t i onal ,  and  

occupat i onal  goa ls  (Hof fe r  1993) .  

 

I n  m ak ing  the case  f o r  mus i c  and dance t rad i t i ons  as  a  bas i s  

f o r  re f o rming  a r ts  educat ion  i n  Namib ia ,  Mans (1998:374)  uses 

the  te rm,  ngoma ,  t ha t  i s  comm onl y used i n  severa l  Bantu  

l anguages.  The ngoma  “ summar i ses  the  ho l i s t i c  connec t i ons  

be tween mus i c ,  dance ,  o ther  a r ts ,  soc i e t y  and  l i f e  f orce ” .  The  

va l ue  of  ar ts  educat i on  i s  underscored  by h i s  observa t i on  that  

“ i n  t he  sp i r i t  o f  a r ts  educat i on as  ngoma ,  one  m akes  ex tens ive 

use  of  o ra l  k i naesthe t i c  methods  of  t eaching  and l earn i ng –  a l l  

p l aced  wi th i n  t he  con tex t  o f  g roup or  communal  per fo rmance” .  

The  va l ue o f  k i nes thet i c  a r ts  i s  a l so  emphas i zed  by Jensen 

(2002e)  who obse rves that  a  s t rong  k i nes thet i c  a r ts  programm e 

wi l l  ac t i va te  m ul t i p l e  sys tems i n  s tudents ’ b ra i ns .  The  

k i nesthe t i c  a r ts  a re  i den t i f i ed as  t he d ramat i c  e .g .  dance ,  

d ram a,  mime and thea t re ,  t he i ndus t r i a l  e .g .  scu lp t i ng ,  des i gn  

 
 
 



 2 8  

and  bu i ld i ng ,  and  the  rec rea t ional  such  as  spor ts ,  phys i ca l  

educa t i on  and c l ass room gam es.   

 

A l t hough A f r i can  m us i ca l  t rad i t i ons  abound wi th  immense 

benef i ts ,  wh i ch  a re  emot i onal ,  cogni t i ve  and phys i ca l ,  Robinson 

(2005:3)  l aments  t ha t  i n  sp i t e  o f  t he  f ac t  t ha t  i n  A f r i can  m us ica l  

t rad i t i ons  mus ica l  e f f ec t i veness  mus t  be  ev i denced t rough 

some fo rm of  bodi l y  movement ,  m us ic  educa t i on l acks  “ l acks  

the  k i nes the t i c  underp i nn ings of  A f r i can  m us ica l  t rad i t i ons ” .  

Rob inson’s  concern  i s  j us t i f i ed ,  and  i t  h i gh l ights  t he  f ac t  t ha t ,  

m us i c  educat i on in  A f r i ca  i s  ye t  t o  f u l l y  and  f ru i t f u l l y  exp lo i t  t he  

abundan t  resources  tha t  a re p resen t  i n  A f r i can m us ica l  

t rad i t i ons .  The  wea l th  o f  reward i ng l earn i ng  resources  i n  

A f r i can  mus i ca l  t rad i t i ons  i s  t yp i f i ed  i n  an  observa t ion  made by 

Nzewi  (2005:18)  tha t  “every Af r i can ch i ld  i s  exposed to  m us i ca l  

exper i ences f rom b i r t h ” .  I t  must  be  under l i ned that  t he  k i nd of  

l ea rn i ng tha t  one  exper i ences  m ay assum e d i f f e ren t  fo rms  in  

t he  course o f  an ind iv i dual ’s  l i f e ,  bu t  i t  never  s tops.  

 

Mans  (1998:375)  f u r ther  makes a  po in t  t hat  h i gh l ights  t he  

s i gn i f i cance  of  ar ts  educat i on i n  A f r i can  se t t i ngs :  “ t he ngoma  

p r i nc i p l e  t r i es  t o  educa te  the who le  person f o r  l i f e .  I t  i s  a  way 

of  educat i ng  a l l  ch i l d ren  th rough (and  i n )  the a r ts ,  spec ia l l y  

m us i c  and  dance,  no t  by  means of  e l im ina t ing  the  “ l ess  

ta l ented” ,  but  t h rough  co l l ec t i ve par t i c ipat i on  where  there  i s  a  

p l ace  and  a l eve l  o f  en j oym ent  f o r  each  l earner ” .  I n  fac t  t he  

a r ts  a re  un ique  in  that  t hey a l l ow f o r  t he  par t i c ipa t i on of  

l ea rners  o f  d i f f e ren t  ab i l i t i es ,  t hereb y p rov i d i ng  cha l lenges  f or  

s tudents  a t  a l l  l eve l s  (Pa ige 2005) .  Mans  (1998)  however,  does  

no t  on l y s t rongl y advocate  f o r  t he  ngoma  ph i l osophy  o f  

educa t i on ,  but  goes  on to  com e up  w i th  p rac t i cab le  sugges t i ons  
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on  t he approach  requ i red f o r  i t  t o  be  implem ented  i n  t he  

c l ass room.   

 

Fur ther  observa t ion  i s  made that  t he  benef i ts  o f  a r ts  educa t i on  

could  be the  devel opment  o f  “ t he  l earner ’s  c reat i v i t y,  

pe rcep t i on and  unde rs tand ing  of  l i f e ,  cu l t u ra l  i den t i t y,  and 

p l ace  and  ro l e  in  soc i e t y”  (Paige 2005:385) .  Th i s  v i ewpo in t  i s  

shared  by  Jorgensen (1996:36 ) :  “ t he  a r ts  p rov ide  m eans  

whereby hope can  be  i ns t i l l ed and  a more  humane soc i e t y 

f o reshadowed” .  Other  benef i ts  o f  A r ts  educat i on a re  s ta ted  i n  

t he  Sou th A f r i can Rev i sed Nat i ona l  Cu r r i cu l um Statement  

Grades  R-9 f or  A r ts  and Cul tu re.  The  f oundat ion  of  t he  

cur r i cu l um  i s  an  ou tcomes-based educat i on wh ich  recogn i zes 

tha t  t he  Ar ts  can he lp  l earners  i dent i f y  and  so l ve p rob lems,  and  

m ake dec is i ons  us i ng  c r i t i ca l  and  crea t i ve t h i nk i ng as  we l l  as  

work i ng  ef f ec t i ve ly  w i t h  o ther  m embers  o f  a  t eam and 

comm uni ca te  e f f ec t i ve l y  us i ng  v i sua l ,  symbol i c  and/o r  l anguage  

sk i l l s  (South  Af r i ca  2002:1 ) .  

 

Pa ige  (2005:52)  m akes  a  very im por tant  observat i on  wi th  

respect  t o  t he va lue  of  a r ts  educat ion  by no t i ng that  t he  a r ts  

a re  an  i n tegra l  par t  o f  a  comple te ,  success fu l ,  and  h igh  qua l i t y  

educa t i on  as  we l l  as  enhanc ing peop le ’s  i n te l l ec tua l ,  persona l  

and  soc i a l  deve lopm ent .  “T he  ar ts  p rov i de  a r i ch  and engag ing 

cur r i cu l um  that  deve lops s tudent ’s  ab i l i t i es  t o  t h i nk ,  reason,  

unders tand  the wor l d  and  i ts  cu l t u res ” .  I n  a  conv inc ing  a t t em pt  

a t  m ak ing  a  case fo r  t he a r ts ,  backed up  by sc i ent i f i c  ev i dence,  

Jensen  (2002)  a rgues  tha t  t he a r ts  m ay be  pu t  a t  a  

d i sadvantage s i nce  the i r  benef i ts  on  the l earner  cou ld  on l y  be  

rea l i sed  af te r  a  l ong  per i od  of  t ime.  A s im i la r  po i n t  i s  made by 

B res le r  (1996) ,  who  observes  that  in  sp i t e  o f  t he i r  immense 
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va l ue  to  t he l earner,  t he  a r ts  a re  subserv i ent  t o  t he academic  

d i sc i p l i nes .   

 

The  subserv i ent  s ta tus  o f  t he  a r ts  s tems f rom the f ac t  t ha t  t he 

a r ts  do no t  readi l y  l end  themsel ves to  t he  wide l y accepted  

m ethods  of  accountab i l i t y  i n  o rder  to  j us t i f y  t he  con t inued 

ex i s tence of  som e sub jec ts  i n  t he  schoo l  cu r r i cu l um.  One such 

m ethod i s  examina t i ons.  I n  mos t  i ns t i t u t i ons ,  t he a r ts  a re no t  

examined and there  i s  t heref ore  t he r i s k  o f  v i ewing  them as  

l ess  im por tant  t han  o ther  sub jec ts .  As a resu l t ,  t he ma jo r  

se tback  that  t he ar ts  a re  se t  t o  suf fe r  i s  f unding .  Bar re t  

(2005:1)  reasons  tha t  “a t  a  t ime when  resources  a re  

reappropr i a ted  fo r  sub jec ts  m os t  suscept ib l e  t o  r i g i d  

accountab i l i t y  m easu res,  o ther  sub jec ts  �  t he  a r ts  t oo  of t en 

am ong them �  s t rugg l e  t o  main ta i n  f unding” .   Jensen (2002)  

h i gh l i ghts  the va lue  of  a r ts  educat ion  by  con tend ing tha t  t he  

a r ts  enhance moto r  sk i l l s  and  emot i onal  regu la t i on .  In  

c r i t i qu i ng  the a r ts ,  s tudents  inc rease  the i r  vocabula ry  and  

l anguage  sk i l l s  as  we l l  as  encou raging se l f -express i on  (Jensen 

2002 &  B res l e r  1996 ) .  Mus ic  i n  par t i cu l a r  enhances cogn i t i on .  

 

The  l earner  l earns  th rough d iscovery  as  opposed  to  be ing 

bombarded wi th  hard  f ac ts .  Jensen (2002)  makes  no te  o f  t he  

non-academic  benef i t s  o f  t he a r ts  as  be ing ab le  to  keep down 

the  t ruancy and dropout  ra tes  among l earners .  I n  add i t i on,  he  

avers  t he a r ts  f os te r  soc i a l  i n te rac t i on,  wh i ch he lps  to  

d i scourage such soc i a l  i l l s  as  rac ism.  Last l y,  t he  learne r  o f  a r ts  

i s  ab l e  t o  re l a te  what  i s  l earnt  t o  t he  wor l d  o f  work  such  as  i n  

m us i c  and  thea t re .   
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I n  f i e l ds  o ther  t han  educa t i on,  notab l y t he f i e ld  o f  a l te rna t i ve 

m edic i ne ,  var i ous  f orms of  a r ts  have  been used f o r  therapeut i c  

pu rposes  wi th  amaz ing  resu l ts .  Mus i c  has  been used i n  t herapy 

fo r  a  l ong t ime (He ine 1996;  Horden 2000;  Shi loah  2000;  W es t  

2000) .  Ty l e r  (2000 :375)  acknowledges  tha t ,  “ t he l i nk  be tween 

m us i c  and  hea l i ng has  been recognized  over  t he  cen tu r i es ” .  A r t  

t oo ,  has been used  qu i t e  e f f ec t i ve l y  i n  psychotherapy 

(Ma l ch i od i ,  2003) .  Accord i ng to  B rusc i a  (1998:1) ,  

“psycho therapy i s  a  f o rm of  t reatment  f o r  t he  psyche.  I t  i s  

essent ia l l y  he l p i ng  a  person  make those  psycho log i ca l  changes 

deemed  necessary o r  des i rab l e  t o  ach ieve we l l -be i ng” .  Vick  

(2003:5)  exp la i ns  t ha t ,  “a r t  t herapy i s  a  hyb r i d  d i sc i p l i ne based 

pr im ar i l y  on  the  f i e l ds  o f  ar t  and  psycho log y” .  Accord i ng to  

Rozum and Malch i od i  (2003 :72) ,  “Ar t  t herapy i s  an  ac t i ve f o rm 

of  t he rapy” .  

 

Mus i c  has been,  and  con t i nues  to  be ,  used  i n  t he  a rea  o f  

spec ia l  educa t i on re l a t i ng  to  t he  ch i l d  wi t h  em ot i ona l  and  

behav io ra l  d i f f i cu l t i es  (W helan  1988;  Packer  1996) .  Such  a  

ch i l d  i s  handi capped and needs a  sense  of  f u l f i l lment  and  

be longing  wh i ch are  encouraged  by mus i c  i n  a  spec ia l  needs  

c l ass .  “The  a r ts  �  v i sua l  a r ts ,  t hea t re ,  mus ic ,  and dance �  

cha l l enge and ex tend  hum an exper ience .  They p rov i de  m eans  

of  express i on  that  go  beyond  ord i nary speak ing and wr i t i ng”  

(Hof f er  1993:89) .  

 

The  v iews  ra i sed  i n  t h i s  sec t i on  of  the  l i t e ra tu re rev i ew thus 

fa r,  a re  overwhe lming l y i n  f avour  o f  ar ts  educat i on .  The  overa l l  

t h rus t  o f  a rguments  i s  summ ed up in  a  s ta tement  by Ross  

(1984,  c i t ed  by  van  N iekerk  1991 :129-130)  t hat ,  “ t he a r ts  a re 

im por tant  t o  a  ch i l d ’s  educat i on because they a re  a  way o f  
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knowing  i n  t he i r  own r i gh t  and  of f e r  un i que  access  to  cer ta i n  

d im ens ions o f  human exper i ence” .    

2.3 The ind igenous mus ica l  a r ts  
2.3 .1  Def i n i t i on  o f  mus i ca l  a r ts  

W hat  a re i nd i genous  m us i ca l  a r ts? I nd i genous mus i c  i s  

characte r i zed  by a  number  o f  i n te r re l a ted  fea tu res  wh ich  a re 

i nc l uded  i n  t he  mus i ca l  a r ts .  A desc r i p t i on  of  t he cu l t u ra l  

aspects  o f  Kenyan  mus ic  by K i l onz i  (1998 )  cont r i butes  t o  one’s  

unders tand ing of  what  makes up  the  mus ica l  a r ts  i n  tha t  

cu l t u re.  These i nc l ude melod ies ,  i ns t rumenta t i on,  movement  

and  cos tuming .  Dram a too  i s  an  i n tegra l  f eatu re o f  A f r i can  

m us i c  (Okeno &  Kruger  2004) .  A com prehens ive def in i t i on i s  

g i ven  by  Nzewi  (2003:13) :  “ t he  te rm “mus ica l  a r ts ”  rem inds  us  

t ha t  i n  A f r i can  cu l tu res  t he  per fo rmance a r ts  d i sc ip l i nes  of  

m us i c ,  dance ,  d ram a,  poe t ry  and  cos tume ar t  a re se ldom 

separa ted i n  c reat i ve t h i nk i ng  and  per f o rmance prac t i ce” .  The 

de f i n i t i on  t hus  i den t i f i es  t he  d i f f eren t  m us ica l  a r ts .   

 

I n  de f in i ng m us ica l  a r ts ,  Jensen (2002 :49)  adds  to  the  l i s t  o f  

m us i ca l  a r ts  as  g i ven  i n  o ther  def in i t i ons ,  wi t h  a  s l i gh t l y  

d i f f e ren t  def i n i t i on :  “Mus ica l  a r ts  means  m uch m ore than  

p l ay i ng  o r  l i s t en i ng  to  m us ic .  S ing ing ,  i nc l ud i ng rapping  and 

m us i ca l  t hea t re ,  i s  a l so  par t  o f  t he m us i ca l  a r ts ,  as  a re  reading  

m us i c ,  compos ing ,  anal yz i ng ,  a r rang ing,  notat i ng,  and  p l ay i ng  

i ns t ruments ” .  The exp lanat i on  fo r  the  d i f f e rence be tween the  

l as t  def in i t i on  and those  tha t  p recede i t  l i es  i n  the d i f f e rent  

cu l t u ra l  con tex ts  f rom wh ich they der i ve .  Jensen’s  (2002)  

de f i n i t i on  i s  m ade agains t  t he  backdrop  of  exper i ences  wi th  

Western mus ica l  cu l t u re,  wh ich  g ive  p rom inence to  mus i c  

l i t e racy,  i . e .  read ing  and nota t i ng,  am ong othe r  sk i l l s ,  i n  
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deve lop ing mus ic iansh ip .  O ther  def in i t i ons  de r i ve  f rom Af r i can  

m us i ca l  cu l t u re .   

 

D rawing  upon the p receding exp lana t i ons and  def in i t i ons ,  one  

i s  s t i l l  i nc l i ned to  a t t em pt  a  pot ted  de f in i t i on  o f  t he mus i ca l  

a r ts .  Mus i ca l  a r ts  may be  de f i nes  as  t he  to ta l i t y  o f  i n te r re l a ted  

characte r i s t i c  f eatu res  o f  mus ica l  per f o rmance.  The  

characte r i s t i c s  communicate  t he  theme and mood of  t he  

pe r f o rm ance th rough exp l i c i t  and impl i c i t  l anguage,  bod y 

m ovem ent ,  d ram at i c  and  theat r i c  d i sp l ay and  se t t i ng  t ha t  i s  

expressed th rough costum e and p rops .  Perhaps  at  th i s  j unc tu re  

a  ques t ion  should  be  posed and an  answer  p rov i ded .  W hat  

wou ld  happen  i f  we  took  the  d i f f e ren t  m us ica l  a r ts  apar t?  The 

resu l t  wou ld be cons ide rab l y weak en ing o f  each of  the  a r ts ,  

s i nce they shou ld weave toge ther  com plem entar i l y.  Th is  would  

m ean i ne f fec t i ve  comm uni cat i on by  each o f  t he  a r ts  taken  i n  

i so l a t i on .  

 

Gbeho  (1957,  c i t ed  by Mer r i am 1964:275)  cau t i ons  tha t ,  “may I  

m ake i t  c lear  t ha t  when I  ta l k  about  mus ic  I  am re fe r r i ng  to  

d rumming,  danc ing  and s ing i ng .  They a re  a l l  one  th ing  and  

m us t  no t  be  separa ted” .  S im i la r  sent im ents  a re  expressed by  

Darg i e  (1998:116)  on  the  mus ic  o f  the  Xhosa:  “There i s  no  word  

“ f o r ”  mus ic ,  bu t  t here  a re  m any categor i es  o f  songs and 

dances ,  wh ich  are  l i v i ng express i ons  of  mus ic .  I n  Xhosa mus i c ,  

i ns t ruments  have  a  quas i -human ro le…the i ns t rum ent  i s  not  

p l ay i ng  an abst rac t  m elody bu t  i s  i n  f ac t  per fo rming  a  vers i on  

of  t he  l i v ing  tex t ” .  The  fac t  t ha t  songs ,  dances  and ins t rum ents  

a re  i nseparab le  sugges ts  t he com plementary na tu re  o f  t he 

m us i ca l  a r ts  i n  re la t i on  to  one  another.  
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2.3 .3  M ethods o f  teach ing  and l earn ing  i nd igenous  

mus i ca l  a r ts  

Mer r i am (1964 )  s ta tes  t hat  m us ica l  sound i s  t he  end resu l t  o f  a  

dynamic  p rocess,  and  that  under l y i ng  concepts  in  mus ic  l ead  to  

a  par t i cu l ar  behav iour.  I t  i s  t he  behav iour  t hat  i n f l uences  the 

s t ruc ture  and presentat i on  o f  the  mus i c .  The  l earn i ng  of  t he  

m us i c  theref o re,  i s  essent i a l l y  t he learn i ng of  t he  concepts  in  

i ts  mak i ng and the  behav io r  that  i t  i n f l uences .  I n  non- l i t era te  

soc i e t i es ,  mus ic  i s  l earned th rough  the p rocess of  

encu l t u rat i on .  Encul t u rat i on  i s  “ the aspects  o f  t he  l earn i ng 

exper i ence  by m eans  o f  whi ch,  i n i t i a l l y  and  i n  l a te r  l i f e  (m an)  

ach ieves competence  i n  h i s  cu l t u re ”  (Herskov i ts  1948,  c i t ed  by  

Mer r i am 1964:146) .  Im i ta t i on  i s  t he one  method that  Mer r i am 

i dent i f i es  as  t yp i f y i ng  encul t u rat i on.  Others  methods o f  l earn i ng  

m us i c  and  re l a ted a r ts  acco rd i ng to  Mer r i am i nc l ude educat i on ,  

wh i ch i nvo l ves the  i n terac t i on  o f  t h ree  f ac tors ,  namel y  

t echnique ,  agent  and  con ten t .   

 

The  o ther  l earn i ng  m ethods  a re t he  bush schoo l  and  

appren t i cesh ip  (Nzewi  2003 ) .  The  ef f i cacy of  im i ta t ion  as  a  

t rad i t i ona l  me thod of  l earn i ng mus ic ,  espec ia l l y  per fo rmance 

and appren t i cesh ip  as  a  m ethod of  t eaching  m us ica l  

i ns t ruments  a re  acknowledged by Mans  (1998 ) .  To  the  l i s t  o f  

t rad i t i ona l  l earn i ng  methods ,  Nzewi  (2003)  adds “se l f -

educa t i on ” ,  whi ch i s  acce le rated  by t he des i re  i n  an ind iv i dual  

t o  exce l  i n  t he  mus i ca l  a r ts .   Darg i e  (1998:124)  sheds l i gh t  on 

the  l earn i ng p rocess  i n  t he mus ic  o f  t he  Xhosa by  po in t i ng  ou t  

t ha t  i t  i s  ach ieved through l i s ten i ng  and observa t i on .  “Xhosa 

songs  a re t ransmi t t ed  o ra l l y” .  Through  the p rocesses  o f  

l i s t en i ng ,  demons t ra t i on  and  observa t i on,  i t  i s  poss ib l e  t o  t each 
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t he  words  and  me lody o f  t he  song,  t he  l eader  and  fo l l ower  

pa r ts  i n  t he harmony,  and  improv isa t i on .  

 

The  mus i ca l  a r ts  a re  read i l y  ava i l ab l e  f o r  people t o  pa r t i c i pate 

i n  where  m us ic  mak ing  i s  a  comm una l  under tak i ng,  as  i s  t he 

case  wi th  t he Xhosa i n  South  Af r i ca (Darg i e  1998) ,  t he  I r i sh i n  

t he  Uni ted K ingdom,  mos t  comm uni t i es  in  Namib ia  (Mans  

1998) ,  mos t  comm uni t i es  i n  Botswana  (Phib ion  2003 ;  W ood 

1976) ,  the  Turkana,  t he  Samburu i n  nor thern Kenya and the  

I z i angbo i n  Niger ia  (F l oyd  1996) ,  mos t  comm uni t i es  in  South  

A f r i ca (Tracey 2003) ,  and som e e thn ic  communi t i es  in  Kenya 

(K i l onz i  1998) .   

 

The  exam ples  g i ven  i n  t he p reced ing  paragraph are summed up  

by  Nzewi  (2003:14)  i n  s ta t i ng,  wi t h  respec t  t o  i nd i genous  

soc i e t i es  i n  A f r i ca south  o f  t he Sahara ,  t hat  “ l earn i ng i s  open 

and f ree,  happening  a t  any venue and t ime tha t  any person  or  

g roup i n  a  communi t y  i s  /  a re  s tag ing  a  per fo rm ance” .  

Communa l  so l i da r i t y  i n  j oy and  sor row,  i nc l ud i ng m us ica l  a r ts  

pe r f o rm ance fo r  the  p r imary pu rpose  of  en j oy i ng  l e i sure ,  i s  an  

A f r i can  ph i l osophy (Nket i a  1984:  c i t ed  by Nzewi  2003) .  

However  t he  p rac t i ce o f  comm unal  m us i c  mak ing  i s  no t  un i que  

to  A f r i ca ,  as  i t  a l so  ob ta ins  e l sewhere  (Mer r iam 1964 ;  

Heneghan 1998) .  

 

The  mode l  o f  an  A f r i can m us i c  cur r i cu l um as p roposed  by 

Ombiy i  (1973:6)  i n  f i gure  2 .3 .3 .1 ,  i l l us t ra tes  t he  va r i ous  s tages  

i n  l earn i ng m us ic .  Accord i ng  to  t he  model ,  t he l earn i ng  of  

m us i c ,  and  p resumabl y  i t s  a t t endant  a r ts ,  s ta r ts  f rom the  cen te r  

o f  t he  i nnermos t  concent r i c  c i rc l e  and  prog resses  outwards ,  

i n to  the w ider  communi t y,  i n to  na t iona l  mus ic ,  i n to  the  
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con t i nent -w ide mus i cs  o f  A f r i ca ,  and  f i na l l y  t he  mus ic  o f  t he 

wor l d .   The  bas i s  f o r  t he l earn i ng i s  t he cu l t u re f rom wh i ch the 

m us i c  comes.  Bui ld i ng  so l i d l y  upon  the  cu l t u re  i s  the sk i l l  o f  

pe r f o rm ing,  whi ch  develop i n  t he l ea rner  an  unders tand ing  o f  

t he  s t ruc tu re  o f  t he  m us ic .  

 

 

 

 

F i g u r e  2 . 3 . 3 . 1 :  O m b i y i ' s  m o d e l  o f  a n  Af r i c a n  m u s i c  
c u r r i c u l u m ( O m b i y i  19 7 3 : 6 )  
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2.3 .4   The  va lue  o f  ind ig enous  musi ca l  a r ts  educat ion  

Bef ore t he  focus  is  b rought  on  the va l ue  of  mus ica l  a r ts  i n  

educat i on  in  genera l ,  i t  should  again  be  s t ressed tha t  t he 

var i ous components  o f  t he  mus ica l  a r ts  a re complemen tary  t o  

one  anothe r  i n  m us i c  per fo rmance.  Th i s  means  therefo re ,  t hat  

by  examin i ng  o r  d i scuss i ng  the  benef i t s  o f  t he mus ica l  a r ts ,  we 

are  essent i a l l y  examin i ng the  va l ue of  mus i c  i n  soc i e ty  as  i t  

takes p l ace i n  bo th  f o rm al  and  i n fo rmal  se t t i ngs .  By 

im pl i ca t i on,  t he benef i ts  o f  t he  mus ica l  a r ts  have theref o re  

been d iscussed,  in  par t ,  under  t he benef i ts  o f  a r ts  educat i on.  

L i ke  any sys tem of  educa t i on and  the  subjec t  m at ter  tha t  i t  

o f f e rs ,  t he  mus ica l  a r ts  serve bo th  a  t heoret i ca l  and p rac t i ca l  

pu rpose ,  and  teach  the  l earner  t he essent ia l  concepts  and  

sk i l l s  needed fo r  one  to  f unc t i on  as  a  m ember  o f  t he  

comm uni t y.  They a lso  develop ,  i n  the  i nd i v i dual ,  va lues  tha t  a re 

t he  f i rm  foundat i on  upon wh ich  the cu l t u ra l  mores  of  the  

comm uni t y  s tand.    

 

I n  sugges t i ng  a so l u t i on to  t he  c r i s i s  t hat  has  bedev i l ed  m us i c  

educat i on  in  Malawi  f o r  a  long  t ime,  t he  resu l t  o f  whi ch  has 

been the  marg ina l i sa t ion  of  m us ic  educat i on i n  Ma lawi ,  

Chanunkha  (2005)  recommends the i n t roduct i on  of  mus i c  

educat i on  that  p romotes the use of  i nd i genous m us ic  i n  s tudy 

and  per f o rmance.  The im plem entat ion  o f  Chanunkha’s  

recomm endat i on  shou l d a f f o rd  t he  lea rner  o f  m us ic  i n  Ma lawi ,  

t he  oppor tun i t y  o f  der i v ing  m ax im um value f rom i nd igenous  

m us i ca l  a r ts  i n  t ha t  count ry.   

 

An  a lmost  s im i la r  s tudy has  been conduc ted  i n  N iger i a  by  

Adeogun (2005 ) .  Adeogun (2005)  s t rongl y  f ee l s ,  and  makes  a 

recomm endat i on  to  t he ef f ec t  t ha t ,  i n  o rder  t o  r i d  Niger i an 
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m us i c  educat i on o f  t he unhea l thy  and  unreward ing  co lon i a l  

i n f l uence  i n  t he cur r i cu l um,  mus ic  educat i on  in  N iger i a  shou ld  

be  based  on i nd i genous  m us i c  educat i on  research,  and  be  

sourced  f rom i nd igenous  cu l t u re.  S imi la r  t o  t he  s i t uat i on  in  

Ma lawi  (Chanunkha 2005) ,  t he  l earner  o f  mus i c  i n  N iger i a  

s tands  to  der i ve  fu l l  benef i t  f rom mus i c  educat i on  tha t  d raws 

upon the  ind i genous  mus i ca l  a r ts  f rom the l earne r ’s  cu l t u ra l  

background.  

 

I n  an  a r t i c le  on how theore t i ca l  con ten t  and  per fo rmance 

pr i nc i p l es  o f  t rad i t i ona l  A f r i can  mus ic  could  be  b rought  i n to  

m odern m us ic  educat i on,  Nzewi  (1999:72)  h i gh l i ghts  the  va l ue  

of  m us ic  i n  A f r i can  cu l t u res  wi th  respec t  t o  personal  

en te r ta i nmen t  and mass  rec rea t i on  in  s ta t i ng that  “ sha r i ng of  

f e l l ow- f ee l i ng i n  a  g roup ac t i on  m edia tes  personal i t y  syndrom e,  

and  exorc i zes  persona l  as  much as  g roup s t ress ” .  Bes ides 

re l a t i ng the ab i l i ty  o f  A f r i can  i nd i genous  mus ics  (usua l l y  i n  a  

ceremon ia l  gu i se)  t o  con t r i bute t o  the  hea l ing  of  persona l i t y  

d i sorders ,  Nzewi  i s  a l so  desc r ib i ng  the  gene ra l  va l ue o f  

i nd i genous mus ica l  a r ts .  

2.4 The mus ic  cur r icu lum 

I t  i s  en t i re l y  re l evan t  t o  t h i s  s tudy tha t  t he  p r inc i p l es  

under l y i ng  a  mus ic  cur r i cu l um be  def i ned ,  i nc l ud i ng  the  

s t ruc ture  and organ i za t i on  thereof .  Through  i nves t i ga t i ng  m us ic  

cur r i cu l a ,  we can  i dent i f y  var ious mus i ca l  a r ts  t hat  f orm a  

substan t i a l  par t  o f  t h i s  research .  An  examinat i on of  the  concept  

“mus ic  cur r i cu l um”  w i l l  t he refo re  he lp  us  see the  

i n te r re l a t i onship  be tween the  var i ous  fo rms  of  mus ica l  a r ts  as  

we l l  as  t he ac t i v i t i es  t ha t  a re  under taken i n  t he  execu t i on  of  

t hose a r ts .  
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2.4 .1   Def i n i t i on  o f  cur r i cu lum 

I n  shar i ng persona l  exper i ences about  wr i t i ng  a  mus ic  

cur r i cu l um ,  Conway (2002)  avo ids  de f i n i ng  the te rm 

“cur r i cu l um” .  The  reason fo r  not  g i v i ng the def in i t i on  and  

i ns tead no t i ng tha t ,  “h i s to r i ca l l y,  s cho la rs  have  d isagreed 

rega rd i ng a  work ing  def i n i t i on o f  cur r i cu l um”  (Conway 2004:55 )  

i s  not  c l ea r.  The  reason  i s  p robabl y t hat  t here i s  a  genera l l y  

s impl i s t i c  unders tand ing  that  a  cur r i cu l um i s  a  gu ide  tha t  i s  

f o l l owed i n  t he course  of  t eaching.  Tha t  t he term “cur r i cu l um”  

has  been  and con t i nues  to  be used  l oose l y i n  a  way tha t  has 

i n f l uenced i ts  def in i t i on,  i s  suppor ted  by  t he  observa t ion  tha t  

“ t he  am orphous  use  o f  t he te rm cur r i cu l um has g iven  r i se  t o  

d i f f e r ing  i n te rp reta t i ons ”  (Ol i va  1988,  c i t ed  by Car l  1995 :33) .   

 

The  te rm cur r i cu l um does no t  have gene ra l l y  agreed upon 

m eanings (Madaus  &  Kel l eghan 1992;  Bu r ton  &  McDona ld 

2001) .  S imi la r l y  Ke l l y  (1999:2)  m akes  the  observat i on  tha t  

“ cur r i cu l um”  i s  a  te rm “wh i ch i s  used w i th  severa l  mean ings  and 

a  number  o f  d i f f e ren t  def in i t i ons  have  been of f e red” .  As  a 

m easure  tha t  shou ld  be  seen to  guard  agains t  t he genera l l y  

l oose  m anner  i n  wh i ch  the te rm “cur r i cu l um”  has  been used,  

Schuber t  (1986,  c i ted  by Car l  1995 :32)  p ref e rs  t o  use  the te rm 

“cha racte r i za t i on”  as  a  def in i t i on o f  cu r r i cu l um.  Am ong the 

pe r t i nen t  charac te r i s t i cs  o f  t he  cur r i cu l um as  g iven  by Schuber t  

a re :  

•  The  cur r i cu l um i s  con ten t  and   

•  The  cur r i cu l um i s  a  p rog ramme of  p l anned ac t i v i t i es .  
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The  def in i t i on  o f  cur r i cu l um  by Hass  (1983)  i s  based on  what  

an  i nd i v i dual  exper i ences and what  t hey should  expec t  once 

they embark  upon  a  cur r i cu l um.  Hass (1983:4,  C i ted  by 

Adeagun 2005:2-28 ,  def ines cu r r i cu lum “as  a l l  o f  t he 

exper i ences tha t  i nd iv i dual  l earners  have i n  a  p rogramm e of  

educa t i on  whose pu rpose  i s  t o  ach ieve  b road goals  and  re l a ted 

spec i f i c  ob j ec t i ves ,  wh ich  i s  p l anned i n  t e rms of  f ramework  o r  

t heo ry  and  research  of  past  and p resent  p rof ess i onal  p rac t i ce ” .  

 

O f  a l l  t he  def in i t i ons  tha t  may be  g iven  fo r  t he te rm 

“cur r i cu l um” ,  Kel ly  (1999:3)  p ref e rs  t he one  tha t  re fers  t o  

cur r i cu l um  as “ t he to ta l  p rog ramme of  an educat i onal  

i ns t i t u t i on” .  Th i s  i s  a  b road def in i t i on .  To i l l us t ra te  how b road 

th i s  def in i t i on  i s ,  Ke l l y  (1999:3-7)  presents  d i f f e rent  fo rms  of  

cur r i cu l um ,  namel y:  t he  to ta l  cu r r i cu l um,  t he  h i dden  cur r i cu l um ,  

t he  p l anned  or  o f f i c i a l  cu rr i cu lum ,  the  rece ived  cur r i cu l um,  t he 

fo rm al  and  the  in fo rmal  cur r i cu l um.  A l though he  recogn i zes tha t  

t here  a re  o ther  l ess  impor tant  f o rms  of  cur r i cu l um,  the  

af o rem ent i oned f orms  are  i dent i f i ed  by P reedy (2001)  as  t he  

m ain d im ens ions,  and  a re  t he  on l y  ones  re l evant  t o  th i s  thes is .  

Madaus  &  Ke l leghan  (1992:119 )  no te  t hat  cur r i cu l um i s  used i n  

var i e t y  o f  senses  –  f rom  desc r i b ing  a  spec i f i c  course  o r  

p rog ramme,  wh ich  may be  im plemented  i n  one  c l ass  or  ac ross  

the  nat i on ,  re fe r r ing  to  a l l  o f  a  s tudent ’s  expe r i ences  i n  schoo l .   

 

A l ready emerg ing i n  t h i s  sec t i on of  t he  l i t e ra tu re rev iew i s  t he 

fac t  t hat  t here a re no tewor thy  d i f f erences  in  peop le ’s  

unders tand ing of  t he  te rm “cur r i cu lum ”.  Ev i dent l y  t oo ,  there i s  

a  t endency to  i nva r i ab l y use the term “cur r i cu l um”  where  the 

te rm “sy l l abus ”  i s  more  appropr i a te .  W hi l s t  som e of  Conway’s  

(2002)  co l l eagues have admi t t ed to  hav i ng  the  cur r i cu l um i n  
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t he i r  heads ,  m os t  o f  us  wi l l  nonethe less  have some 

unders tand ing of  what  goes  i n to  a  m us i c  cur r i cu l um.  The 

re l uc tance  to  have  the  cur r i cu l um in  b l ack  and  wh i te  seems to  

be  a  widespread  tendency.  W el l s  (1997:1 )  no tes  t hat  

“p roduc ing  a wr i t ten  cu r r i cu l um i s  f requent l y  an  unwe lcome 

task  f or  mus ic  depar tments ” .  The danger  t hough could  be  i n  t he  

te rm “cur r i cu l um” m eaning d i f f e rent  t h i ngs to  d i f f e rent  people,  

t hus  mak ing i t  d i f f i cu l t  f o r  people  wi th  such a  d i verse  

unders tand ing of  t he  same concept  to  work  together  as  a  team.   

 

Regard l ess  o f  t he  ex is tence  of  d i vergent  v i ews  on what  m akes  

up  a  cur r i cu l um,  there  have  been a t tempts  to  com e up  w i th  

de f i n i t i ons .  Tawney (1979:3)  def i nes  cur r i cu l um as “an y 

educat i onal  p rac t i ce  wh i ch i s  assumed to  a f f ec t  t he  s tudent ’s  

l ea rn i ng,  f rom a new way o f  teaching  a l geb ra  to  t he 

i n t roduct i on o f  a  new t imetab le ” .  

 

2 .4 .2   The  s t ruc ture  o f  a  mus i c  cur r i cu lum 

W hat  shoul d  be the  s t ruc tu re o f  a  mus i c  cu rr i cu l um?  Bef ore an 

a t t em pt  i s  m ade to  answer  th i s  ques t i on by  examin i ng  the  

l i t e ra tu re  on  mus ic  cu r r i cu l um,  a  warn i ng  sounded by  

P lummer idge  (1997:45 )  should  be  heeded:   “ t he  cur r i cu l um  i s  

no t  s impl y a  body  of  knowledge or  sub jec t  mat te r,  i t  i s  a  

dynamic  p rocess…m odel s ,  f ram eworks  and  programmes o f  

s tudy a re  no t  cur r i cu l a  i n  t hemse l ves ,  a l t hough  they can  f o rm 

the  bas is  f o r  cur r i cu l um  s t ra teg ies ” .  The  idea  of  a  cur r i cu l um 

be ing a  dynamic  p rocess i s  a l so expressed  in  a  s ta tement  by  

Boom er  (1992:33 )  t ha t ,  “ cu r r i cu l um i s  a  p rocess beg inn ing  w i th  

t he  teacher ’s  o r  the  cur r i cu l um wr i te r ’s  concept i on,  proceed ing  

though p l anning ,  and  eventua l l y  reaching  enactment  and  

eva lua t i on” .   
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Conway (2002)  however,  recogni zes a  need f o r  a  mus ic  

cur r i cu l um  and goes  on to  adv ise  tha t  a  mus ic  cur r i cu l um 

shou ld have the  fo l l owing :  a  p rogramme ph i l osophy;  p rogramme 

goa l s  ad be l i e f s ;  deve lopmenta l  s k i l l s  o r  benchmarks ;  requi red  

resources such a  t eaching space ,  s ta f f i ng  needs  and so  fo r th ;  

sample  teaching s t ra teg ies  such as  l esson p l ans;  sample  

assessment  s t ra teg ies  such  as  check l i s ts ,  ra t i ng sca les  and so  

fo r th ;  and  l as t l y  cur r i cu l a r  resou rces  such as  books.  Th i s  

s t ruc ture  cor responds  w i th  t he e l ements  o f  a  cu r r i cu l um p lan as  

desc r i bed  by Boom er  (1992) .   

 

The  paragraphs  tha t  f o l l ow wi l l  dea l  p r im ar i l y  w i t h  t he  

cur r i cu l um  mode ls  f o r  mus ic  as  d i scussed i n  t he l i t e ra tu re  by  

d i f f e ren t  researchers .  

 

2.4 .2 .1   The  ob jec t i ves-based  model  

I t  i s  ev i dent  t hough that  ph i losophy and  goa ls  o r  a ims have 

a lways  been key in  any p rog ramme of  l earn i ng .  I n  f ac t ,  to  these 

two e l em ents  o f  the  cur r i cu l um,  Dav i s  (1981)  adds  background,  

var i ab l es  and  cond i t i ons ,  ac t i v i t i es  and  i n te rac t ions ,  and  

p l anned and expec ted ou tcomes.  I n  as  f ar  as  a  cur r i cu l um 

m odel  f or  mus ic  is  concerned,  Conway (2002)  does  no t  

p resc r i be any par t i cu l a r  mus ic  cur r icu l um model ,  bu t  i ns tead 

recomm ends a  combinat i on o f  d i f f eren t  models  so  as  t o  ad jus t  

t o  t he  needs  o f  spec i f i c  t eaching  and  l earn i ng  con tex t .  Th i s  i s  a  

v i ew shared by  P lumm er i dge (1997) .  The  models  inc lude ,  

ob j ec t i ve–based cur r i cu l um,  l i t e ra ture–based  cur r i cu lum,  

sk i l l s–based cur r i cu l um,  knowledge-based cur r i cu l um,  and  

grade-age- re l a ted  cur r i cu l um.  Th is  s t ruc ture  rea l l y  cap tu res  the  

c r i t i ca l  aspects  o f  a  m us i c  cur r i cu l um.   
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Bar re t  (2005)  i s ,  however  a t  var i ance  wi th  t he  cu r r i cu l um 

m odels  p roposed by Conway.  Ba rret  (2005)  sees no th i ng bu t  a  

conservat i ve  way o f  do i ng th i ngs unde r  t he  t rad i t i ona l  

cur r i cu l um  mode l ,  wh ich  p l aces cons ide rab le  em phas i s  on 

ob jec t i ves .  The  mode l  i s  ac tua l l y  ob j ec t i ves -based and has  the 

shor tcom ing  that  i t  assumes  that  both  t he  processes  o f  

t eaching and l earn i ng  a re  l i near  and  to  a  grea t  ex tent  r i g i d .   

 

2.4 .2 .2  The  s tandard s-based  mode l  

Yet  ano ther  approach  to  cu r r i cu l um deve lopment  i n  mus i c  i s  

p ropounded  by Wel l s  (1997) .  I t  i s  a  m odel  o f  cu rr i cu lum 

p lanning based on  the s tandards.  Wel l s  (1997:1)  exp la i ns  t h i s  

t hus :  “The  s tandards  have  c rea ted  a  common set  o f  goa l s ,  

concepts ,  and  vocabu la ry t ha t  has  improved communica t i on 

am ong m us ic  t eache rs  i n  our  d i s t r i c t  and has  p rov i ded  a  f ocus  

fo r  our  cu r r i cu l um development ” .   

 

An  example of  s tandards  tha t  have been deve loped fo r  mus ic  

educat i on  in  a  count ry  i s  t hat  o f  t he  Uni ted  States  o f  Am er ica.  

The  s tanda rds  p romote  “s i ng i ng ,  per fo rm ing,  im prov i s i ng 

m elod ies ,  com pos ing and ar rang ing mus ic ,  reading  and 

no ta t ing  mus ic ,  l i s t en i ng to ,  anal yz i ng and  desc r i b i ng  mus ic ,  

eva lua t i ng mus ic  and  m us ic  per fo rmances,  unders tand ing 

re l a t i onships  between m us ic  and  othe r  a r ts ,  and  d isc i p l i nes  

ou ts ide  the  a r ts  and  l as t l y  unders tand ing mus ic  i n  re la t i on  to  

h i s to ry and  cu l t u re ”  (Branscom e 2005:13) .   

 

The  s tanda rds  a re a  cur r i cu l um b luepr i n t  t hat  re f lec ts  what  t he 

l ea rner  should  ach ieve .  A t  f i r s t  s i gh t ,  t he  s tanda rds  seem more 

l i ke spec i f i c  ob j ec t i ves  that  spe l l  out  what  t he  l ea rner  should  

 
 
 



 4 4  

be  ab le  t o  comprehend and execu te .  The  s tandards gu ide the 

teaching and l earn i ng ,  and spel l  out  c l ear l y  ways  o f  

de te rm in i ng  whe ther  ob j ec t i ves  have  been ach ieved.  

 

The  ob jec t i ves  a l so  spel l  ou t  t he  task  const ruc t ion ,  i .e .  wha t  

t he  l earner  shou ld  be  a l e  t o  engage  i n  and how i t  shou ld  be  

assessed,  o r  t he assessment  d imens ion .  Another  case  fo r  

em ploy i ng  un i t  s tandards  i n  mus ic ,  w i t hou t  spe l l i ng ou t  the  

s t ruc ture  o f  t he sy l l abus  to  be f o l l owed ,  i s  made in  a  t hes i s  by 

Bennet  (2001) .  Bennet  sugges ts  t ha t ,  t he  m us ic  educa t i on 

s tandards  fo rm ulated  fo r  South  A f r i ca ,  wou ld be t te r  se rve  

Botswana and other  count r i es  i n  t he  Southe rn  Af r i can  

Deve lopm ent  Comm uni t y  (SADC) ,  a l t hough i n  a  m odi f ied  f o rm.  

Bennet  (2001:3-4)  g i ves  the f o l l owing  def i n i t i on o f  un i t  

s tandards :  “a  un i t  s tanda rd  desc r i bes  the  t ypes  and  range of  

pe r f o rm ance that  t he  maj or i t y  o f  l earners  should  

characte r i s t i ca l l y  demonst ra te ,  hav ing  exp lo red,  o r  been 

taught ,  t he  re l evant  p rogramm e of  s tudy” .  

 

The  featu res  of  a  un i t  s tanda rd  a re  de ta i l ed  as  f o l l ows :  t i t l e ,  

wh i ch i s  an  accura te  summ ary of  t he  m odule ’ s  f ocus ;  

i n t roduct i on ,  whi ch  p rov i des  c l ea r  i n f o rmat ion  to  t he l earner  

about  t he  sk i l l s  and  knowledge to  be  demons t ra ted by t he  

l ea rner ;  c red i t  va lue  a l l ocated  to  each  l earn i ng  un i t ;  access  

s ta temen t  i nd i ca t i ng  where  i t  i s  benef i c ia l  f o r  l ea rners  t o  have  

ach ieved cer ta i n  sk i l l s  o r  knowledge pr i o r  to  the  enro lm ent  f o r  

t he  l earn i ng un i t ;  range s ta tement  tha t  de f ines the  paramete rs  

w i th i n  wh ich the learne r  i s  assessed;  l earn i ng  ou tcomes  t ha t  

de f i ne  ac t i v i t i es ,  sk i l l s ,  knowledge and unde rs tanding  wh ich  

m us t  be  demons t ra ted  by t he  l earner  and  se t  t he  l eve l  and  

qua l i t y  o f  per fo rmance.   
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Las t l y,  t he re  i s  t he  assessmen t  c r i te r i a ,  wh ich  accompan ies  t he 

spec i f i c  outcom es f or  each a rea s tud ied.  Even  though Bennet  

(2001) ,  un l i ke W el l s  (1997 ) ,  does no t  exp l i c i t l y  ca l l  f o r  a  

cur r i cu l um  based  on  the un i t  s tandards ,  wha t  i s  very c l ear  i s  

t ha t  t he  un i t  s tandards  wi l l  i nev i tab l y  i n f l uence  the  s t ruc tu re  o f  

t he  m us i c  sy l l abus .  I n  t he  Uni ted  States  o f  Amer i ca,  Nat i onal  

Standards have  been deve loped fo r  A r ts  Educat i on (Ne i rman 

1997) ,  however  t hese  remain  vo lun ta ry.  No one i s  under  

ob l i gat i on to  f o l l ow them.  

 

I n  advoca t i ng  fo r  cu l t u ra l l y  approp r i a te  un i t  s tandards  fo r  

A f r i can  mus i cs  i n  Sou th  A f r i ca ,  Carver  (2002)  adv ises  tha t  a  

ph i l osophi ca l  bas is  o f  A f r i can  mus i c-m ak ing  m ust  be  iden t i f i ed  

f rom a  s tudy o f  A f r i can  mus ic  prac t i ces  as  t he f i rs t  s tep .  Carver  

f u r ther  s ta tes  t hat  t he next  two  s teps  would  be to  examine the  

p r i nc i p l es  o f  mus ic  o f  South  A f r i ca ,  w i t h  examples  f rom o ther  

A f r i can  count r i es ,  and  to  cons ider  s tandards  w i th i n  ou tcom es-

based educat ion  s tanda rds  f rom othe r  count r i es .   

 

The  s tanda rds -based cur r i cu l um mode l  does  make a l o t  o f  

educa t i onal  sense f or  two  reasons .  F i r s t ,  i t  he lps  bo th  t he 

teacher  and  the  learner  f ocus  on  pr i or i t i es  i n  t e rms o f  what  

bo th  shou l d s t r i ve t o  ach ieve.  Second ,  i t  i s  a  model  tha t  t o  a  

l a rge  ex ten t  ensures  qual i t y  i n  t he  cur r i cu l um as i t  se ts  up 

benchm arks  agains t  m easu rements  o f  qual i t y  i n  t e rms o f  what  

shou ld  be  taught  and  what  sk i l l s  t he  l earner  should  

demons t ra te  a re concerned.  Each  of  t he aspects  o f  the  un i t  

s tandard  m ay be  equated  to  a  work  ser i es  w i th i n  t he  qua l i t y  

work  s t ruc tu re as  desc r i bed  by A rcaro  (1995) .  A rca ro  a rgues  

tha t  i f  t he  worker  ach ieves the  qual i t y  s tandard  fo r  each  work  
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se r i es ,  t he end  resu l t  i s  a  qual i t y  p roduc t .  Observ i ng the  

s tandards  set  i n  the  m us ic  educa t i on  cur r i cu l um shou ld 

t heref o re  ensure qua l i t y.  Th i rd ,  i t  f i ts  per fec t l y  w i t h i n  t he end-

m eans  parad igm in  p rogramme evalua t i on  as  desc r i bed  by 

Werner  (1978,  c i ted  by Nor r i s  1993) .  Cur r i cu l um evalua t i on  i s  

d i scussed in  deta i l  e l sewhere  i n  t h i s  chapter.  W orthen ,  Sanders  

and  F i t zpa t r i ck  (1997:5)  exp la i n  t ha t  “Eva luat i on ,  uses  i nqui r y  

and  j udgm ents  m ethods ,  i nc l ud i ng de te rm in i ng s tandards  fo r  

j udg ing qual i t y  and  dec id i ng whether  t hose  s tandards should be  

re l a t i ve  o r  abso lu te ” .  

 

I n  so  fa r  as  t he  mus i c  cur r i cu l um,  and  the a r ts  cur r i cu l um i n  

genera l  i s  concerned,  som e coun t r ies  f i nd t he s tandards  mode l  

m ore appea l i ng ,  and  as  such the  need f o r  un i t  s tandards  i n  

m us i c  i s  g rea te r  than  ever  bef o re.  Exam ple could  be  c i t ed of  

South  A f r i ca  and Botswana.  I n  South  A f r i ca ,  t he  South  A f r i can  

Qua l i f i ca t i ons  Au thor i t y  (SAQA)  ins i s ts  on  un i t  s tandards  to  be  

wr i t t en f o r  a l l  f i e lds  o f  l earn i ng  (Carve r  2002;  W ol f f  2001) .  T he 

need f o r  un i t  s tandards  i n  m us ic  i n  South  A f r i ca  i s  made even  

m ore u rgent  by  the  f ac t  t ha t  t he  count ry f o l l ows  an ou tcomes -

based educat ion  (Röscher  2001) .  SAQA has  had to  re l y  on  the  

exper t  i npu t  o f  t he  Mus ic  Educa t i on  Uni t  Standards  of  Southern  

A f r i ca (MEUSSA) .  S im i l ar l y,  i n  Bo tswana,  t he Botswana 

Tra i n ing  Author i t y  (BOTA)  i s  v i go rous l y  work i ng  on un i t  

s tandards  fo r  t he  per f o rming a r ts  (Botswana Tra i n i ng  Author i t y  

2006) .  The f ormula t i on  of  un i t  s tandards  fo r  t he var ious  f i e l ds ,  

such  as  mus ic ,  f or  t he  Botswana  Nat i onal  Voca t i onal  

Qua l i f i ca t i on F ram ework  under  BOTA,  has been done  by 

exper ts  i n  t he  var i ous  f i e l ds .  Som e of  t he  exper ts  a re t eachers .  

 

 
 
 



 4 7  

I n  t he  I ta l i an  nurse ry  schoo l  p rogramme,  m us ic  i s  p resen ted  as  

“ f i e l ds  o f  educa t iona l  exper i ence”  t oge ther  wi t h  o the r  a r ts  and 

the  o ther  bas i c  expe r i ences  of  the  ch i l d ’s  g rowth”  (Ross i  

1997:230) .  Thus  the  benef i ts  o f f ered  by  t he  com plementary 

na tu re  o f  t he a r ts  t o  t he  learner  a re  taken pos i t i ve  advan tage 

of .  

 

2.4 .2 .3     The  ec lec t i c  mode l  

Hof f e r  (1993)  i s  no t  cer ta i n  as  t o  when f o rma l  mus i c  t each ing 

s ta r ted i n  Amer ican  schools  bu t  recogn i zes  the  fac t  t ha t  m us ic  

educat i on  at  f i rs t  took  the f orm of  s i ng i ng,  bu t  i t  has  deve loped 

and changed over  t he years .  I t  i s  however  con f i rm ed e l sewhere  

tha t  m us ic  was  i n t roduced to  Amer i ca  pub l i c  school s  i n  1883 

(Mark  &  Gary 1999;  Te l l s t rom 1971,  c i t ed by B ranscome 2005) .  

 

I t  i s  i n te res t i ng  to  no te t hat  wr i t i ng more than  th ree  decades  

ago,  Landi s  and  Carder  (1972)  bo ld l y  m ainta i ned  tha t ,  

“Amer ican mus ic  educat i on  i s  and  a lways  has  been  h i gh l y  

ec l ec t i c…Amer icans  have seen i t  f i t  t o  adopt  o r  adap t  and  

deve lop  any usefu l  concept ” .  Amer i can  mus ic  educat i on d raws  

upon the  ph i losoph ies  o f  Emi le  Jacques -Dal c roze ,  Zo l tan  

Koda l y and  Car l  Or f f .  I n  a  nutshe l l  the approaches  and me thods 

of  Jacques-Dal croze ,  Kodal y and  Or f f  a re  as  f o l l ows .  

 

The  Dal c roze  approach  ra i ses  awareness  in  an i nd iv idua l  about  

t he i r  po tent i a l  t o  deve lop the  express ive  poss i b i l i t i es  o f  h i s  o r  

he r  body as  we l l  as  t he  awareness tha t  t he  source  o f  mus ica l  

rhy thm i s  t he  na tura l  l ocomotor  rhythm of  t he  body (Land i s  &  

Carder  1972) .  I t  fuses  sensory and  i n te l l ec tua l  exper i ence .  In  a  

comple te course  of  Da l c roze  t ra i n ing ,  t he  s tud ies  t ha t  usual l y  

compr i se a co l l ege  mus ic  m ajo r ’s  cu r r i cu l um i nc l ude  s i ng i ng ,  
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ea r  t ra i n i ng ,  harmony,  counterpo in t ,  f orm ,  m us i c  h i s to ry,  

app l i ed m us ic ,  and  par t i c ipat i on  in  vocal  and  i ns t rumenta l  

ensem ble (Landis  &  Carde r  1972) .  I t  i s  a  t r i ed  and  tes ted 

approach  tha t  i s  s t i l l  he l d  i n  h i gh  regard .    

 

The  Kodal y m ethod o f  m us ic  educat i on,  a t  t he t im e when i t  was  

dev i sed ,  sough t  to  p rov i de “sk i l l s  i n  m us ic  reading  and wr i t i ng 

t o  t he  ent i re  popul at i on. ”  (Landi s  &  Carder  1972:  41) .  The  

pr im ary ob jec t  o f  t h i s  m ethod has no t  changed .  I t  i s  a  method 

based on  the  acqu is i t i on  o f  a  vocabu la ry o f  rhy thmic  and  

m elod ic  mot i ves .  

 

The  Or f f  approach has  as  i ts  m ain  pr i nc i p l e  t he  conv ic t i on tha t  

m us i c  and  speech are  insepa rab le  and  tha t  they shou ld f orm 

the  rud iments  o f  mus i c  l earn i ng (Land i s  &  Carder  1972) .  

 

F rom  the above summar i es ,  t he approaches  and me thods  o f  

Da lc roze ,  Kodal y  and  Or f f ,  some degree  of  ove r l ap i s  

d i scern i b l e .  Therefo re  t he ph i l osophies  o f  t he  th ree  to  t h i s  day 

p rov i de  the  foundat i on  on wh ich  Am er ican m us ic  educa t i on 

s tands .  About  twenty f i ve years  a f t er  t he  publ i ca t ion  of  t he  

book  by  Land i s  &  Carder  (1972 ) ,  t he re  was  ev idence tha t  t he  

l egacy o f  t he  ph i losoph ies  o f  Dalc roze ,  Kodal y and  Or f f  was  

endur i ng ,  as  t he  mus i c  cur r i cu l um i n  Am er ican  i ns t i tu t i ons  s t i l l  

bear  t he ha l lm arks  of  t hose ph i l osoph ies .  The ev i dence i s  i n  

t he  cur r i cu l um conten t  (W el l s  1997) .  

 

I n  Eng land  and Wales  the  main  a t ta i nment  ta rgets  i n  t he  mus ic  

cur r i cu l um  are  Per f o rm ing,  Compos ing ,  L i s ten i ng  and 

Appra i s ing  (Dur ran t  1997) .  The  p r im ary schools  Crea t i ve and  

Per f orming  A r ts  sy l l abus i n  Bo tswana a l so has  as  i ts  m ain 
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components ,  t he  ac t i v i t i es  o f  l i s t en i ng,  com pos ing and  

pe r f o rm ing.  A l l  o f  t hese ac t i v i t i es  re l a te  t o  spec i f i c  con ten t  i n  

t he  sy l l abus.  Abou t  t hese th ree  ac t i v i t i es ,  P l umm er i dge  (1997 :  

25 )  s ta tes :  “ ‘ Immers i on ’  o r  ‘ i n i t i a t ion ’  i n to  mus ic  ( t he  l anguage 

game)  t hrough  the  re l a ted  ac t i v i t i es  o f  per fo rming ,  compos ing 

and l i s ten i ng i n  o rder  t o  develop i n  pup i l s  an unde rs tand ing  o f  

t he  express i ve qua l i t i es ,  convent ions  and  procedures  of  t he 

d i sc i p l i ne  has  been,  and  cont i nues to  be ,  t he  dec lared  a im of  

numerous  wr i t ers  and  mus ic  t eachers ” .  (W el l s  1997)  l i s ts  t he  

fo l l owing  ac t i v i t i es  as  s t i l l  f ound  i n  t he  Uni ted States  o f  

Am er ica :  per fo rming ,  com pos ing,  l i s t en i ng,  c reat i ng ,  

respond ing ,  ana l yz i ng  and desc r i b ing  and  eva luat i ng mus ic .  

 

P l ummer idge  (1995)  sees  noth i ng  wrong w i th  an ec l ec t i c  

cur r i cu l um  as l ong  i t  d raws  f rom  progress ive  m ethodo log ies ,  

and  endorses the pe r f o rm ing-com pos ing- l i s ten i ng mode l .  The  

argument  i s  that  l earners  should  not  be taugh t  about  mus i c  i n  a  

way tha t  they acqu i re  i n fo rmat i on  and  knowledge,  but  t hey 

shou ld be  in  d i rec t  contac t  w i t h  mus i c .  Hence the  advocacy f o r  

t he  m us ic  ac t i v i t i es  based on  the  th ree  expe r i ent i a l  modes.  

W hatever  v i ews  may be  f o r thcoming f rom those who are  

p resc r i p t i ve  i n  t he i r  a rgum ent  f o r  a  par t i cu l a r  m odel  f o r  t he  

m us i c  cur r i cu l um,  a  word  of  caut i on f rom P lummer i dge  (1995)  

and  Boomer (1996) ,  t hat  cur r i cu l um i s  characte r i zed  by a  g rea t  

dea l  o f  dynamism,  should  be g iven  a t t ent i on.  Boomer (1992:  

32 )  s ta tes  t ha t  ” t he  cur r i cu l um i s  no  l onger  a  p repackaged 

course to  be  taken ;  i t  i s  a  j o i n t l y  enac ted  compos i t i on  t hat  

g rows  and changes  as  i t  p roceeds” .  The  fac t  t ha t ,  cu r r i cu l um i s  

seen as  dynamic  sugges ts  t ha t  i t  shou ld  be  open to  new and 

prog ress ive  i nnova t i ons .  
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2.4 .3   Con ten t  in  a  musi c  cu r r i cu lum 

Havi ng  looked at  t he  va r i ous m odels  fo r  a  m us ic  cur r i cu l um,  a  

c r i t i ca l  ques t i on ar i ses .  W hat  shou ld  be  the  con tent  o f  a  mus ic  

cur r i cu l um ?  

 

I n  some count r i es  m us ic  i s  o f f e red as  a sub jec t  on l y  a t  h i ghe r  

l eve l s  o f  s choo l i ng  and  no t  a t  l ower  l eve ls  such  as  k i ndergar ten  

and pr imary schoo l  l eve l s .  Spec ia l i za t i on  o r  tak i ng mus i c  as  a  

subjec t  on i ts  own occurs  a t  secondary  schoo l  l eve l .  Oku 

(1997:237)  makes the  observa t i on,  w i t h  respec t  t o  t he  

Japanese sys tem o f  educa t i on that ,  i n  k i ndergar ten ,  “mus i c  

ac t i v i t i es ”  a re i nc luded as  pa r t  o f  a  comprehens i ve and  

i n tegra ted g roup ca l l ed  “express i ons ”  wi t h  o ther  ac t iv i t i es .  I n  

Greece  (Papazar i s  and Chrysos tomou  1997)  and  Aust ra l i a  

(McPherson 1997)  mus ic  i s  par t  o f  the  a r ts  cur r i cu l um and i s  

taught  i n  an  in tegra ted  manner  w i t h  dance,  v i sua l  a r t ,  and  

d ram a.  A s im i l ar  prac t i ce occurs  i n  Belg i um (B laze j czak  1997)  

where  m us ic  i s  taugh t  t oge ther  w i t h  v i sua l  a r ts  under  a  subjec t  

ca l l ed  “aes the t i cs ” .   

 

I t  i s  c l ear  t ha t  t he  top i c  o f  mus i c  cu r r i cu l um i s  qu i t e  

con ten t ious and  wh i l s t  gu i de l ines  cou ld  be  d rawn fo r  cu r r i cu l um 

deve lopment  i n  mus i c ,  i nd i v i dual  count r i es  shou ld no t  l ose 

s i gh t  o f  t he i r  un i que  needs .  Perhaps  a  usefu l  p i ece of  adv i ce  

could  be f ound i n  a  m ot to  suggested  by Nagy (1997) ,  “ t h i nk  

g l obal l y,  ac t  l oca l l y” .  

 

I t  i s  beyond  doubt  t hat  d i f f e ren t  count r i es  a re a t  d i f f eren t  

s tages  in  t e rms of  t he s ta tus  o f  t he i r  m us ic  cur r i cu l um.  Th i s  i s  

t rue  g l obal l y,  con t i nenta l l y  and  reg iona l l y.  The  reasons  fo r  such 

var i a t i ons  d i f f e r.  For  exam ple  in  Namib ia  and  South  A f r i ca,  t he 
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educa t i on  sys tem and  the mus ic  educat i on p rogramme i n  

pa r t i cu l a r,  have been  d i sadvantaged by the  l egacy of  t he 

po l i t i ca l  h i s to ry.  P rev i ous admin is t ra t i ons  have suppor ted  a 

rac i a l l y-b i ased sys tem of  educa t i on (Mans 1994 ;  van  N ieke rk  

1994) .  South A f r i ca  l i ke  many o ther  A f r i can count r i es  has  been 

faced w i th  t he huge chal l enge of  develop ing  cu l t u ra l l y  re l evant  

cur r i cu l um  mater ia l s  f o r  m us ic ;  mater i a l s  t hat  a re  A f rocen t r i c  i n  

t he i r  pe rspect i ve  and  ou t l ook (van  N i kerk  1994;  Oehr l e  1994) .   

2.5   Ar ts -based Curr i cu la  and in tegra t ion  of  content  

To have  th i s  sec t ion  of  t he l i t e ra tu re  rev i ew fo l l ow imm ediate l y  

a f t e r  t he p receding  one may be  seen as  tau to l og ica l  because  

the  p receding  sect i on  deals  wi t h  one  of  t he  var i ous  ar t f o rms .  I t  

t heref o re  becom es  impera t i ve  to  exp la i n  t he  purpose of  hav i ng  

th i s  sec t i on  s tand  on  i ts  own.  The preceding  sec t i on  is  qu i t e  

spec i f i c  i n  t he  sub jec t  t ha t  i t  exp lores  whereas  th i s  sec t i on  i s  

genera l  and  examines  c l ose l y  t he na tu re  o f  an  a r ts -based 

cur r i cu l um .  Therefo re  i t  i s  l og i ca l  and  i n  o rder  t o  see  how 

m us i c  re l a tes  t o  o the r  a r ts  i n  t he b roade r  a r ts  cur r i cu l um.  The 

i dea of  an  a r ts -based cur r i cu l um i s  t o  f ru i t f u l l y  exp lo i t  t he 

comm on aspects  be tween the  a r ts  sub jec ts .   

 

Judg ing  by t he  comm on e l em ents  i n  t he a r ts ,  one  wou ld  assume 

tha t  i t  wou ld  make sense to  t each  them i n  an  i n tegrated  

fash ion.  The  te rm “a r ts  i n tegrat i on ”  im pl ies  c ross -sub jec t  

ac t i v i t y.  I n tegra t i on  suggests  br i ng ing  together  o f  areas  and 

present i ng them as  a  un i t y  (Stephens  1997b) .  P l ummer i dge 

(1995:  60)  however  observes  that ,  i t  i s  not  unusual  to  come 

ac ross d i vergent  v i ews  on how to  approach  the  teaching of  t he  

a r ts :  “whi l e  some educato rs  and  ar t i s ts  wi sh to  emphas i ze  

comm on and the re f o re  un i t i ng e l emen ts ,  o thers  concen t ra te  on  
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t he  d i s t i nc t  f ea tu res  of  t he separate  and  the  d i f f erences 

be tween them” .  W ha t  does no t  come ou t  c l ear l y  i n  t he  l i t e ra tu re  

a re  t he  d i f f e rences  tha t  som e peop le  wou ld a rgue  ex is ts  

be tween the  d i f f e ren t  a r ts .  Tak i ng the  v i ews  o f  t hose who w ish  

to  h i gh l igh t  t he  d i f f e rences  be tween the  a r ts  can  on ly c rea te  

p rob lems  i n  t eachi ng them,  as  t he  im pl i cat i on  i s  t ha t  t hey 

cannot  be taught  i n  a  combined manner.  There a re  imp l i ca t i ons 

of  l og is t i cs  t ha t  ar i se f rom such  a  v i ewpo in t ;  t hese i nc l ude  

s ta f f i ng ,  resou rces  and accommodat i on  o f  t he  many ar ts  

sub jec ts  i n  t he  schoo l  t imetab le .  

 

Stephens (1997a:  60)  observes  tha t ,  some people  have  been 

opposed  to  an  i n tegra ted  approach i n  t he teaching  o f  t he  a r ts .  

“Many educators ,  even  those  invo lved  i n  t he  a r ts ,  v i ew 

i n tegra ted o r  c ross -cur r i cu l a r  ac t i v i t i es  as  a  l ower -o rder  

pu rsu i t ,  wh ich  rem ain a  l a te ra l  o r  super f i c i a l  l eve l  o f  

i nvest i ga t ion” .  Such  people  be l ieve tha t  each  of  t he  a r ts  mus t  

be  dea l t  w i t h  i n  dep th ,  wh i ch  i s  poss i b l e  t h rough spec ia l i za t i on .  

As s ta ted i n  t he  open ing  sen tence  of  t h i s  paragraph,  t h i s  i s  but  

an  observa t i on by  someone who does  not  have  a p rob lem wi th  

i n tegra t ion  per  se  and  goes on  to  propose a m odel  f or  

i n tegra t ion .  “ I n  essence,  a  m odel  wh ich  a l l ows  d i f f eren t  l aye rs  

o f  assoc ia t ion  to  be  exp lo red  f rom growing  secur i t y  i n  

unders tand ing,  knowledge and  sk i l l  i n  one  o r  more o f  t he  a r ts  i s  

f a r  more  va l uable  t han a  m odel  which  advocates  in tegra t i on  

on l y”  (Stephens  1997a :  62) .  

 

I n  re f e rence to  i n tegra t i on  i n  a r ts  educat i on ,  Chu (2005:252)  

exp la i ns  t hat  “ t here  a re  two bas ic  t ypes  of  i n tegra ted a r ts  

educat i on :  i n tegrat i on  be tween the a r ts  and o ther  d i sc i p l i nes  

( i . e .  l anguage ar ts ,  soc i a l  s tud i es ,  sc i ence  and  mathemat i cs )  
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and  i n tegrat i on  among the f i ne  a r ts  d i sc ip l i nes  themse l ves ” .  An 

observa t ion  made wi th  respect  t o  A f r i can  a r ts  i s  t ha t  “m os t  

A f r i can  a r t  f o rms and cu l t u ra l  p rac t i ces  a re i n tegrated”  (South  

A f r i ca 2002:7) .  I t  i s  i n  v i ew o f  t h i s  in tegra ted  na tu re o f  t he  ar ts  

t ha t  t he  South  A f r i can  A r ts  and  Cul tu re  sy l l abus  con ta i ns  

con ten t  on dance,  d ram a,  mus ic ,  and  v i sua l  a r ts .  Bur ton  (2001,  

c i t ed by Chu 2005:250 )  i n t roduces  th ree  l eve l s  o f  i n tegra t i on  

as  des igned by  the  Cur r i cu l um Research  and Development  

Group of  t he Univers i t y  o f  Hawai i  as :  

•  Themat i c  i n tegrat ion :  t eacher  se l ec ts  a  t heme,  such  as  

an imals ,  gender  o r  communi cat i on,  and  then  l ook f o r  

school  sub jec ts  whose  conten t  can he lp  s tudents  t o  

unders tand  the theme.  

•  Knowledge in tegra t i on :  i s  ach ieved when two  or  m ore  

d isc i p l i nes  have in te rac t i ve  and  connec t i ve  re l a t i onsh ips ,  

wh i ch connect  t hem toge ther.  

•  Learner - i n i t i a ted  in tegra t i on:  cur r i cu l um prog rammes are  

des igned no t  on l y  to  focus  on knowledge i n tegrat i on,  bu t  

a l so  t o  gu ide  s tuden ts  t o  i n tegrate  new and o l d  

i n fo rm at i on  independent l y.  

 

The re  has however  been some res is tance and oppos i t i on t o  

i n tegra t ion  of  t he a r ts  i n  t he  c l ass room.  In  t he  case  of  t he 

gener i ca l l y -based ar ts  model  adap ted  f o r  the  Aust ra l i an  

school s ,  t o  som e peop le  “ t h i s  imp l ied  a  weakening  o f  each  of  

i nd iv i dua l  sub jec ts  i n  f avour  o f  an in tegra ted app roach”  

(McPherson 1997:173 ) .  Stephens  (1997a:  61)  no tes  tha t  “ t hose 

who argue f o r  i n tegra t i on  m ay po in t  t o  t he d i rec t  and i nd i rec t  

benef i ts  t ha t  a r i se  f rom cons ide r i ng  s im i la r i t i es  be tween areas  

of  t he  cur r i cu l um –  of  d i scove r ing  common denomina tors  whi ch  

no t  on l y enr i ch unde rs tand ing  wi th i n  subjec ts ,  bu t  a l so  open up 
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poss i b i l i t i es  beyond the  immediate  sphere  of  ac t i v i t y” .  

G la t t horn (1994 :92)  l i s ts  t he  fo l l owing  advantages  and  

d isadvantages  of  i n tegra t ion .  The advantages  a re t hat :  

•  The  rea l  wo r l d  i s  i n tegra ted…the prob lems tha t  adul ts  

f ace…requi re  t he sk i l l s  and  knowledge of  severa l  

sub jec ts .  

•  I n teg ra ted  cur r i cu l ums f ac i l i ta te  t he  i n t roduct i on  of  

s tudent - re l a ted  i ssues .  

A lso ,  i n tegra ted cur r i cu l ums can  save  some t ime i n  the  school  

day.  

The  d isadvantages  of  i n teg ra t i on a re :  

•  C r i t i ca l  t h i nk ing  and  prob lem  so lv i ng  requi re  in -dep th 

knowledge o f  t he subjec ts .  Too much i n tegrat i on  migh t  

shor tchange th i s  im por tant  con tent  knowledge.  

•  Each subjec t  o r  d i sc i p l i ne  has i ts  own way o f  knowing  and 

i nqui r i ng ,  and  these  a re c r i t i ca l l y  im por tant  i n  

unders tand ing the wor l d  o f  knowledge.  

•  Many i n tegrated  un i ts  are  poor l y  des i gned…thus  un l ike l y  

t o  ach ieve the i r  i n tended ou tcomes .   

 

The  Aus t ra l i an  a r ts  cur r i cu l um,  records  McPherson (1997 ) ,  

encompasses the f i ve subjec t  a reas  o f  dance ,  d rama,  media,  

m us i c  and  the v i sua l  a r ts .  The s t ruc tu re o f  t he  a r ts  cur r i cu l um 

cons is ts  o f  t h ree  o rgan i zers  namel y,  Crea t i ng ,  Mak ing  and  

P resent i ng,  A r ts  C r i t i c i sm and Aes the t i cs ,  and  Past  and  P resent  

Contex ts .  The Namib ian  Ar ts  cur r i cu l um of  Pr imary A r ts  co re  

i nc l udes  the fo l l ow ing  a r ts :  Dance,  D rama,  Mus ic  and  Visua l  

A r ts  (Mans 1997 ) .  

 

The re  have,  obv i ous l y been som e cha l l enges  tha t  a re more o f  

an  a t t endant  p rob lem i n  develop ing and  implement i ng  an  a r ts -
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based cur r i cu l um.  The majo r  a reas of  concern be ing ,  

i n tegra t ion  of  t he a r ts  i n  t eaching,  s ta f f i ng ,  and  develop ing  

comm on l earn ing  ou tcom es.  I n  v i ew of  t hese p rob lems ,  an  

i n tegra ted them at i c  prob l em-based app roach  has  been 

recomm ended fo r  t he  teaching  of  t he  a r ts  (Hookey 1997) .  The  

so l u t i on to  t he  p rob lem o f  s ta f f i ng has  no t  been an easy one .  I n  

count r i es  such Canada f o r  exam ple,  m us ic - teacher  educators  

spend cons ide rab le  p rof ess iona l  t ime educat i ng  genera l i s t  

c l ass room teachers  (Hookey 1994/1995,  c i t ed  by Hookey 1997 ) .  

Th i s  i s  a  f avoured app roach  tha t  can  “open  up  poss i b i l i t i es  f o r  

work i ng  i n  l ess  f ami l i a r  a reas of  t he  i nd i v idua l  a r ts ”  (Stephens  

1997:68) .  Accord ing  to  Stephens the  success o f  t each ing the 

a r ts  i n  an i n tegra ted  manner  requi res  a  c rea t i ve  perspec t i ve  i n  

t he  teacher.   

 

E lsewhere  i n  t h i s  chapter,  t he  va l ue  of  a r ts  educat i on a re  

s ta ted i n  genera l  t e rms and no t  as  spec i f i c  p roduc ts .  I n  t h i s  

sec t i on  however,  i t  i s  re l evan t  t o  i den t i f y  t he spec i f i c  p roducts  

t ha t  resu l t  f rom s tud ies  o f  t he a r ts .  Nie rm an (1997:133)  

recogn i zes tha t  a r ts -based cu r r i cu l a  a re  both  sk i l l - based and  

produc t -o r i ented .  The ou tcomes  o f  such  cur r i cu l a  i nc l ude 

“concer ts ,  pa i n t i ngs ,  m us ica l  p l ays…craf ts ,  d rawings,  

pho tography,  ceram ics  and pr i n t  mak ing” .  

 

2.5 .1   The  Crea t i ve  and  Per fo rm ing Ar ts  sy l l abus   

The  Creat i ve  and Per f orm ing  A r ts  sy l l abus  i s  par t  o f  t he  b road 

pr im ary educat i on cur r i cu l um i n  Botswana.  The sy l l abus  i s  a  

d i rec t  resu l t  o f  t he  Rev ised  Nat iona l  Pol i cy  on  educat i on  of  

1994 (Repor t  o f  the  Nat ional  Commiss ion  on  Educat i on ,  1993;  

rec  17 (d ) :  x xv i )  The  recomm endat ion  made on  the pr imary 

school  cur r i cu l um assessment  and  examina t i ons ,  i s  tha t  
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“ immedia te  i n i t i a t i ves  should be  taken  to  develop sy l l abuses  fo r  

A r t  and Craf t ,  Home Economics ,  Mus i c  and  Phys i ca l  

Educat i on” .  The  Crea t i ve and  Per fo rming  A r ts  sy l l abus  covers  

t he  ent i re  seven yea rs  o f  pr imary schoo l i ng,  t hat  i s ,  s tandard  

one  th rough to  s tandard  seven.  The cur r i cu l um a lso  cons is ts  o f  

spec i f i c  sy l l ab i  f or  each l eve l  o f  pr im ary school .  The  sy l l abus  

d raws  con tent  f rom m us ic ,  a r t  and c raf t ,  phys i ca l  educa t i on,  

and  des ign  and techno logy (W r igh t  1995a) .   

 

S i nce the  sy l l abus  com bines  d i f f e ren t  sub jec t  ma t te r,  i t  i s  

i n te rd isc i p l i nary.  In te rd i sc i p l i nary cur r i cu l um,  re f ers  to  

“ combin i ng two  or  m ore sub jec ts  i n to  a  new and s i ng le  

o rgan i za t i onal  cons t ruc t ”  (Conwa y 2002 :  58) .   W r ight  

(1995b:43)  recommends a m ode of  i n teg ra t ion  tha t  “ invo l ves  

us i ng  Act i v i t i es ,  Themes  and P ro j ec ts  as  a  bas is  f or  br i ng i ng 

d i f f e ren t  cur r i cu l um e lem ents  t oge ther  i n  a  ho l i s t i c  manner,  

wh i ch cuts  ac ross  the boundar i es  o f  sub jec ts  and  d isc i p l i nes” .  

G lat t horn (1994 )  iden t i f i es  t he theme-f ocused and pro j ec t -

f ocused i n tegra t ion  as  t ypes  of  i n tegra t i on  that  i n tegra te  two or  

m ore subjec ts .  G la t t horn exp la i ns  tha t  i n  a  t hem e- focused 

i n tegra t ion ,  a  t hem e such  as  “ f am i l i es  f i rs t ”  i s  i dent i f i ed and  

con ten t  f rom severa l  d i sc i p l i nes  i s  used.  I n  a  p ro j ec t - f ocused 

i n tegra t ion ,  s tudents  do  a  majo r  p ro j ec t  such  as  s tudyi ng  the i r  

comm uni t y,  t ha t  i nvo l ves severa l  d i sc i p l i nes .   

 

W i thou t  necessar i l y  mak ing a  compar i son  between  the  Crea t i ve 

and  Per fomr i ng  A r ts  sy l l abus f rom Botswana and the Sou th  

A f r i can  A r ts  and  Cu l tu re sy l l abus ,  one  should  m ake the  

observa t ion  tha t ,  an  i n teg ra ted  approach  to  t eaching con ten t ,  

has  been  one of  the  gu id i ng  p r i nc i p l es  in  t he  A r ts  and  Cul tu re  

sy l l abus .  I n  apprec i a t ion  of  t he  i n ter re l a tedness  of  t he  conten t  
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i n  Ar ts  and  Cul tu re  wh ich  o f f e rs  t he advantage o f  p revent i ng  an  

over l oaded  sy l l abus ,  i t  i s  s ta ted c l ear l y  t hat  “a  num ber  o f  

Assessment  Standards  ac ross and w i th i n  t he  Lea rn i ng  

Outcom es can be  addressed at  t he sam e t ime”  (South  Af r i ca  

2002:7) .  “There are  t oo  many Assessment  Standards to  assess  

them ind i v i dual l y ”  (Sou th  A f r i ca  2006 :27) .  An exam ple should 

be  c i t ed  of  a  recomm endat i on  that  in  t he f oundat i on  phase i . e .  

g rades  R-3 ,  “ t he  A r ts  and Cul tu re  Lea rn i ng  A rea  shou ld be  

i n tegra ted i n to  a l l  t h ree  Learn i ng  Prog rammes of  Numeracy,  

L i t e racy and  L i f e  Sk i l l s  i n  t he  South  A f r i can  Ar ts  and Cul tu re 

sy l l abus ”  (Sou th  A f r i ca 2002 :11) .  

2.6 Curr i cu lum eva lua t ion  

W hat  i s  eva luat i on?  W or then,  Sanders  and F i t zpa t r i ck  (1997)  

conf ess  to  p ref er  t he  def in i t i on o f  eva l ua t i on as  p roposed by 

S rcr i ven (1967,  c i t ed  by W or then  et  a l  1997 :5) )  t ha t  eva lua t i on 

i s  “ j udg ing  the  wor th  o r  m er i t  o f  someth i ng” .  I n te res t i ng l y  

t hough,  and  w i thou t  i nva l i dat i ng the f orego ing de f i n i t i on ,  

Sc r i ven (2001:302)  c l ar i f i es  t ha t   

“eva lua t i on does no t  a lways  i nvo lve  j udgem ent ;  i t  
m ay on l y i nvo lve  measurem ent  aga ins t  es tab l i shed 
s tandards  –  fo r  exam ple ,  i n  per f ormances  i n  t he 
h i gh j ump and othe r  t rack  and f i e l d  events .  So  
eva lua t i on i s  not ,  as  i t  i s  o f ten  sa i d  t o  be,  s impl y  
t he  domain  of  va lue  j udgm ents ” .    

 

Th i s  c l ar i f i ca t i on sheds  l i gh t  on the complex i t y  o f  eva luat i on ,  

and  a l so he lps  t o  v i ew evaluat i on  in  a  m uch broader  

pe rspec t i ve t han we usua l l y  do .  Add ing to  our  unders tanding  of  

eva lua t i on i s  t he  d i s t i nc t i on  between u t i l i za t i on- focused 

eva lua t i on and  genera l  eva luat i on as  made by Pat ton  (1997) .  

Pa t ton  (1997:23)  exp la i ns  t ha t  u t i l i za t i on- focused eva luat i on  i s  
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“done f o r  and  wi th  spec i f i c ,  i n tended pr im ary use rs  f o r  spec i f i c ,  

i n tended users ’ .  Genera l  eva lua t ion  l acks  tha t  spec i f i c i t y.   

 

Asp inwal l  e t  a l  (1992 :2)  def ine  eva lua t i on  as  “par t  o f  t he  

dec i s i on-mak ing p rocess.  I t  i nvo l ves  m ak i ng j udgm ents  about  

t he  wor th  o f  an  ac t i v i t y  th rough sys tem at i ca l l y  and  open l y 

co l l ec t i ng and  ana l yz i ng  i n fo rmat i on  abou t  i t  and re la t i ng  th i s  

t o  exp l i c i t  ob j ec t ives ,  c r i t e r i a  and  va l ues. ”   Bo th o f  t he  

p reced ing def in i t i ons  a re cons is tent  wi t h  t he  def in i t i on  by  

Madaus  &  Ke l leghan  (1992:120)  o f  eva lua t i on as  “ t he 

sys tem at i c  i nvest iga t i on  of  t he wor th  o r  mer i t  o f  some ob jec t ” .   

Eva luat i ng f o r  j us t i f i ca t i on  and  accountab i l i t y  as  we l l  as  f or  

im provem ent  i s  emphas i zed  by P reedy (2001:90)  as  t he  b road 

pu rposes  fo r  cur r i cu l um  evalua t ion .  

 

Asp inwal l  e t  a l  (1992 :3)  po i n t  out  tha t  eva lua t i on mus t ,  among  

o the rs ,  be cha racte r i s t i ca l l y  f a i r  and  be  perce i ved as  such  by 

a l l  t he  par t i es  i nvo lved ,  be  capable o f  sugges t i ng app ropr i a te  

rem edies  and be  m ethodo log i ca l l y  sound.  Kel l y  (1999:138)  

de f i nes cur r i cu l um evalua t i on as  “ the  p rocess  by wh i ch  we 

a t t em pt  t o  gauge the  va l ue  and e f fec t i veness  o f  any pa r t i cu l a r  

p i ece  of  educa t i ona l  ac t i v i t y” .  The  de f in i t i on  p rov i ded  by 

Asp inwal l  e t  a l  (1992 )  i s  cons is tent  w i t h  t he exp lana t i on by 

Leedy &  Ormrod (2005:135)  that  an  “eva l uat i on s tudy p rov i des  

a  m eans  th rough wh i ch  a  researcher  can j udge the  

e f f ec t i veness  of  par t i cu l a r  po l i c i es ,  p rac t i ces  o r  i nnova t i on . ”   

 

C l ose l y re l a ted  to  eva lua t i on  i s  m on i to r i ng .  An  en l igh ten ing  

d is t i nc t i on  between evaluat i on  and moni to r i ng i n  t e rms  of  t he 

fundamenta l  ques t i on  that  each  one i s  address i ng i s  made by 

P reedy (2001:89)  who exp la i ns  mon i to r i ng i s  an  ongoing  and 
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s ys tem at i c  p rocess  whi ch answers  the  ques t i on:  a re  we do ing  

what  we i n tended to  do?  Prog ramme moni to r i ng  p rov ides  

p rog ramme des igners  wi th  i n fo rmat i on needed i n  o rder  t o  know 

“what  p rob lems are  encoun te red i n  imp lementat i on so  that  

changes  may be  made i n  p rogramme des ign to  overcom e such 

obs tac l es”  (Ross i  &  F reeman 1985 :141) .  

 

Eva luat i on i s  concerned w i th  t he ques t i on:  i s  what  we  a re  do ing 

wor thwh i l e?  The ques t i on that  eva lua t i on  i s  concerned w i th ,  i s  

an  impor tan t  one s i nce i t  po i n ts  t o  the  f ac t  t ha t  eva lua t i on  

i n fo rms  judgment  and  dec i s ion  m ak ing .  In  exp la i n i ng what  

m oni to r i ng i s ,  Ha rd i e  (2001:71)  p roposes  the f o l l ow ing  

de f i n i t i on  o f  moni to r i ng,  “ t he p l anned rou t i ne ga ther ing  of  

usef u l  i n fo rm at i on i n  a  regula r  con t inuous  and sys temat i c  

check ing p rocess aga ins t  p rev i ous l y se t  ta rgets  i n  o rder  t o  take  

an y necessa ry  ac t i on” .  The  fo regoing  de f i n i t i on does no t  d i f f e r  

f rom the exp lanat ion  o f  m oni to r i ng  as  g i ven  by P reedy 

(2001:89) .  

 

2 .6 .1  Fo rmat i ve  and  Summat i ve  eva lua t i on  

Worthen,  Sanders  &  F i t zpa t r i ck  (1997:14)  g i ve  c red i t  t o  Michael  

Sc r i ven (1967)  as  the schola r  who f i rs t  d i s t i ngu i shed be tween 

fo rm at i ve and  summat i ve  ro l es  o f  eva lua t i on .  They however,  

exp la i n  t ha t  “ f o rmat i ve eva luat i on i s  conduc ted  to  p rov i de  

p rog ramme s ta f f  eva lua t i ve  in f o rmat i on  used i n  improv i ng  the  

p rog ramme” and  tha t  “summat i ve  eva l ua t i on i s  conduc ted and 

m ade pub l i c  t o  p rov i de  p rogramme dec i s i on makers  and  

po ten t i a l  consumers  wi th  j udgm ents  about  t ha t  p rogramme’s  

wor th  o r  mer i t  i n  re l a t i on to  impor tan t  c r i t e r i a ” .  I n  d rawing  a 

d i s t i nc t i on  between f o rmat i ve and  summat i ve  eva lua t ion ,  

P reedy (2001:91)  no tes  t hat  f o rmat i ve  eva lua t i on  enab les  
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ad j us tm ents  t o  be  m ade dur i ng the  course of  an  ac t i v i t y  o r  

p rog ramme,  and  summat i ve  eva lua t ion  examines the  ac t i v i t y  i n  

i ts  en t i re t y a f t e r  i t  has  been presented  o r  f i n i shed.  

 

Savenye  (2004:315)  concurs ,  and  exp l a i ns  t ha t  “ f o rmat i ve 

eva lua t i on i nvo lves  co l l ec t i ng data  du r i ng deve lopment  t o  

p rov i de  i n fo rm at i on  to  be  used i n  improv i ng  p roduc t  or  

p rog ramme”.  I n  con t ras t  “ summat i ve  eva luat i on  invo lves 

co l l ec t i ng data  once  a p rogramme has  been produced to  

de te rm ine  i ts  f i na l  e f f ec t i veness” .  Savenye proceeds  to  c l a r i f y  

t ha t  t he  purpose  of  eva lua t i on i s  t o  enable  t he  eva lua to r  t o  

m ake i n fo rm ed j udgmen t  about  t he  e f f ec t i veness ,  e f f i c i ency o r  

an y o ther  outcome tha t  a  par t i cu l a r  aspect  o f  a  p rogramm e of  

educa t i on  and t ra in i ng  may have  on  the overa l l  programm e.  

Thus  the te rm evalua t i on cannot  be  comprehens i ve l y de f ined  

w i thou t  exp la i n i ng the pu rpose of  eva lua t i on .  

 

I n  con t ras t i ng  between ‘ f o rma t i ve ’ and  ‘ summat i ve ’  eva lua t i on,  

Kel l y  (1995:139 )  d raws  on  the  c l ass i ca l  works  o f  Sc r i ven  (1967)  

and  Stenhouse (1975 )  t hus :  

Summat i ve  eva lua t i on  i s  concerned w i th  appa ra i sa l  
o f  t he  work ,  i t  i s  a  f o rm of  ‘ pay-o f f ’ eva l uat i on  
(Scr i ven 1967)  and  i s  concerned p r im ar i l y  t o  
ascer ta i n  i f  t he  goa ls  o f  t he course  have been 
ach ieved.   Format i ve  eva lua t ion  on  the  other  hand,  
i s  concerned to  p rov i de  feedback (Sc r i ven 1967 ;  
Stenhouse 1975)  and  thus a base  fo r  course  
im provem ent ,  mod i f i ca t i on and  fu t i re  p l anning .  

 

The  s ign i f i cance  of  the  con t ras t  as  d rawn by Ke l l y  (1995)  i n  t he  

p reced ing quote,  i s  t ha t  o f  t he p r imary purposes  served  by 

fo rm at i ve eva luat ion  and  summat i ve eva luat i on .  T he common 

ground on  wh ich  the  two  concepts  s tand  i s  t ha t  t hey a re  ve ry  

usef u l  f orms  of  eva luat i on  to  gu ide  educat i onal  p rogramm es.     
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I t  i s  a  genera l l y  acknowl edged,  and to  som e ex tent  an  accepted  

fac t ,  t ha t  the  unde rs tanding  o f  the te rm “cur r i cu l um evalua t i on ”  

m ay d i f f e r  f rom one person  to  ano the r  s i nce  the  use of  t he  te rm 

a lso  d i f f e rs .  S i l beck (1987:5)  no tes  t ha t  “ i ndeed one of  t he  

con t i nu i ng d i l emmas  i n  cur r i cu l um eva lua t i on a r i ses  f rom 

d i f f e ren t  uses  o f  the  te rm i tse l f ” .  I n  t he  same ve in ,  Cooper  

(1979:1)  l aments  t ha t  “unf or tuna te ly  f o r  t he c la r i t y  o f  our  

t hought ,  however,  t he  word  i s  used  i n  a  num ber  o f  ways ” .   

 

The  reason f or  d i f f e rences i n  def in ing  the sam e concept  a re t o  

be  found in  an  exp lanat i on  by  Tawney (1979)  t hat  t here  have 

been two d i f f e rent  po i n ts  o f  f ocus  by researchers :  “one ,  whi ch 

m ight  be  sa i d  t o  cor respond to  t he  idea  of  assessment ,  can  be 

desc r i bed  as  ‘ t he  m easurement  o f  the  ach ievement  ob jec t i ves ’ .  

The  o ther,  perhaps  more ak in  t o  t he i dea  of  eva luat i on  as  a  

sk i l l ,  can  be summed up  as  ‘ t he  co l l ec t i on  and  prov is i on  of  

i n fo rm at i on  about  an  educat i onal  s i t ua t i on ’ ” .   

 

Tawney (1979 :10)  never the less  goes  on  to  g i ve  t he  fo l l owing  

de f i n i t i on :  “cur r i cu l um evaluat i on  i s  t he  co l l ec t ion  and  prov is i on  

of  ev i dence,  on the  bas is  o f  which  dec i s i ons  can  be  taken  

about  t he  feas i b i l i t y,  e f fec t i veness  and educat i ona l  va l ue  o f  

cur r i cu l a ” .  Car l  (1995)  exp la i ns  t hat  cur r i cu l um evalua t i on  

de te rm ines  to  what  ex tent  t he  ob jec t i ves  of  t he  cur r icu l um  have  

been met .  Dav is  (1981)  f ee ls  qu i t e  s t rongl y t hat  “dec is i on  

m ak ing ”  i s  a  majo r  component  o f  t he  p rocess  of  eva lua t i on .  I t  

i s  not  enough f o r  t he  eva lua to r  t o  s im pl y desc r i be the  resu l ts  o f  

t he  eva lua t i on.  They mus t  m ake sound j udgment .  
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Dav i s  (1981,  c i ted  by McCormick  and  James  1988:173)  def i ne 

cur r i cu l um  evalua t i on  as  “ t he p rocess  de l i nea t ing ,  obta i n i ng 

and  prov i d i ng i n f ormat i on use fu l  f o r  m ak ing dec i s i ons  and  

j udgments  abou t  a  cur r i cu l um” .  

 

Nor r i s ’s  observa t ion  (1993:101)  sums up what  comes  out  i n  t he  

fo rego ing  def in i t i ons  of  eva lua t i on tha t  “mos t  def in i t i ons  of  

eva lua t i on suggest  t hat  i ts  purpose i s  t o  concei ve,  ob ta i n  and  

prov i de  i n fo rm at i on  wh ich  dec is i on-makers  i n  t he i r  many f o rm s 

…can use  to  make  dec is i ons about  t he f u tu re o f  spec i f i ed  

p rog rammes or  po l i c i es ” .  I n te res t i ng l y  t hough,  i s  t he fac t  that  a  

comm on purpose i s  re f lec ted o r  expressed i n  t he var ious  

de f i n i t i ons  spann ing  30  years .  “Clear l y,  def i n i t i ons  o f  

eva lua t i on have  undergone very l i t t l e  change  over  t he  past  20  

years ”  (McCormick  and  Jam es  1988) .   

 

2 .6 .2   S yl l abus  eva lua t i on  

I n  educat i on  we  o f ten  hear  o f  cu r r i cu l um evalua t i on,  teacher  

eva lua t i on e tc .  Nor r i s  (1993:101)  ap t l y  po i n ts  out  t hat ,  i n  t he  

d i f f e ren t  aspec ts  o f  educat i on tha t  cou ld  be eva luated ,  “ t he 

noun /  ad j ec t i ve  re f e rs  t o  t he  c l ass  of  ob j ec ts  t o  be eva lua ted ” .  

The  c lose  re l a t i onsh ip  between the  cur r i cu l um and sy l l abus  

shou ld no t  l ead us  i n to  t h i nk i ng that  by  eva lua t i ng  the  

cur r i cu l um ,  one i s  necessar i l y  eva lua t i ng  the sy l l abus too .  Bu t  

what  i s  the  re l a t i onship  between  a  sy l l abus and a cur r i cu l um? 

G i f f o rd (2003:3)  s ta tes  t ha t  “a  sy l l abus  i s  t he ou tcome of  

cur r i cu l um  development  and conta ins  both  i ns t ruc t i ona l  p l an  

and  de ta i l s  o f  t he i ns t ruc t iona l  p rocess  to  be  used wi th i n  a  

de f i ned  un i t  o f  s tudy” .  
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I n  a  s tudy i nvo l v ing  a  g roup o f  med ica l  s tudents  t hat  was 

conduc ted by Bur ton  and McDonald  (2001 ) ,  am ongs t  o ther  

ob j ec t i ves  they sough t  t o  d i scover  the  s tudents ’  unders tanding  

of  cur r i cu l um.  The answers  were  po l ythem at i c  i n  an 

overwhe lming 87 .5% o f  t he  cases w i th  dominant  t hem es  

i nc l ud i ng  ‘ cu r r i cu lum as a  sy l l abus ’ ,  ‘ cur r i cu l um  as me ta-

sy l l abus ’ ,  and ‘ cur r i cu l um as a m eans  to  an end’ .  The  s tudy 

does  se rve to  i n form the  debate  on  cur r i cu l um in  mus ic  

educat i on  even though i t  was  conduc ted w i th  med i ca l  s tudents .  

I t  impor tan t  t o  take  no te o f  t he  fac t  t ha t  Bu r ton  and McDonald  

(2001:2)  spec i f i ca l l y  asked fo r  a  def i n i t i on  o f  cur r i cu lum and 

no t  m edica l  cur r i cu l um as  they “d i d  no t  be l i eve  that  med ica l  

educa t i on  i s  a  ‘ spec ia l  case ’ i n  t h i s  respec t ” .   

 

Car l  d raws a  usefu l  d i s t i nc t i on  between a  sy l l abus ,  a  subjec t  

cur r i cu l um  and a  b road  cur r i cu l um.  A sub jec t  cur r i cu lum i s  

b roader  t han a  sy l l abus  in  t he  sense  tha t  i t  “ i nc l udes  a l l  deta i l s  

f o r  a  spec i f i c  course  o r  schoo l  phase  wh i ch  the  teacher  may 

requ i re  i n  o rder  to  i ns t ruc t  e f fec t i ve l y  i n  t he  subjec t ”  (Car l  

1995:37) .  A b road cur r i cu l um i s  a  co l l ec t i on  of  

sub jec ts / i ns t ruc t i ona l  p resentat i ons  a imed at  a  spec i f i c  targe t  

g roup  and w i th i n  wh i ch these subjec t / p resenta t i ons are  

s t ruc tured  and connec ted  requ i rements  a re  set  ou t ”  (Ca r l  

1995:39) .  “Cu r r i cu l um i s  a  se t  o f  sub jec ts  wh ich  a re f o l l owed”  

(Car l  1995:33) .  These d is t i nc t i ons a re  necessary i n  v i ew o f  t he  

l oose  m anner  i n  wh i ch  the te rms sy l l abus and  cur r i cu l um are 

of t en  used.  Rea-Dick i ns  &  Germaine  (1992)  d i scuss  some 

procedures  that  have  been fo l l owed  i n  t he eva luat i on o f  a  

sy l l abus .  The pr i nc i p l es ,  p rocedures  and m ethods  o f  cur r i cu l um  

evalua t i on a re  app l i cab le  t o  sy l l abus  eva lua t i on .  
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2.6 .3  Eva lua t i on  des ign  

Worthen et  a l  (1997 )  p resent  a  s i x -s tage  p l an f o r  des i gn ing an  

eva lua t i on thus :  

( i )  Focus ing the  eva lua t i on  

( i i )  Co l lec t i ng i n f ormat i on  

( i i i )  Organ i z i ng  i n fo rma t i on  

( i v )  Anal yz i ng  i n f ormat i on  

(v )  Repor t i ng  i n f ormat i on  

(v i )  Admin is te r i ng  the eva luat i on .  

 

The  s i x -s tage  p l an  p resented  i n  t he  f o regoing paragraph  a re  

qu i t e  exp l i c i t  i n  t erms  of  what  each  o f  t he  s tages  i s  concerned  

w i th .  W i th  respect  t o  t he  schoo l  set  up ,  N ixon  (1992)  main ta i ns  

t ha t  t he  b road areas  tha t  shou ld  be  i n f l uenced by eva luat i on 

a re  t eaching  qual i t y,  po l i cy  mak ing  and pup i l  ach ievem ent .  

N i xon i s  r i ght ,  i n  the  sense  tha t  t he th ree  a reas  a re no t  on l y  

i nex t r i cab l y l i nked  bu t  a re  key to  the  overa l l  qua l i t y  o f  

educa t i on .  

 

W hat  com es ou t  c l ear l y  f rom the  d i f f e ren t  approaches  i s  t ha t  

t hey a re  a  p roduc t  o f  d i f f e rent  resea rchers  and  they a re  no t  

necessar i l y  t he  same i n  number,  l e t  a l one the  te rmino logy.  Th i s  

observa t ion  i s  summed up  by  Nor r i s  (1993:102)  t ha t  “many 

k i nds of  m odels  o f  research  have been adumbrated  by d i f f eren t  

rev i ewers  o f  t he f ie l d ” .  

 

2 .6 .4  P rocedures  and methods  o f  cur r i cu lum eva lua t ion  

The  procedures  and  i ns t ruments  f or  eva luat i ng a  cu rr i cu l um a re  

l a rge l y de te rm ined by  what  the  eva luato r  wou ld  l i ke  to  

es tab l i sh.  “Most  peop le wou ld  p robab l y  agree  that  d i f f e ren t  

components  requ i re  d i f f renet  me thods”  (Madaus  &   Ke l l agban 
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1992:132) .  I n  o the r  words ,  t he  p rocedures  and i ns t ruments  a re 

de te rm ined  by the ob jec t i ves  of  t he  env i saged eva lua t i on 

exerc i se .  An  i ns t rument  i s  a  m easur i ng dev ice (Gi l t row 1987:  

3 ) .  Rea-Dick i ns  and  Germaine (1992)  l i s t  the  main  p rocedures  

fo r  co l l ec t i ng  data f or  eva l ua t i on as  se l f -assessment  f o rm s,  

ques t i onnai re ,  obse rvat i on ,  check- l i s ts  and  i nvento r ies  and  

d i a r i es .  

 

Asp inwal l  e t  a l  (1992 :169)  l i s t  t he fo l l owing  methods o f  da ta 

co l l ec t i on f or  eva lua t i on :  

•  Ques t i onnai re  

•  I n te rv i ews  

•  Obse rva t i on  

•  Documenta ry   

•  Vi sua l  ev i dence.  

 

The  above methods  do no t  d i f f e r  w i t h  t hose i den t i f i ed and  

d iscussed by  W orthen  et  a l  (1997) ,  i n fac t  t hey a re  covered  i n  

t he  m ethods i den t i f i ed by W orthen  e t  a l  (1997:351-389) ,  whi ch 

a re :  

•  Test i ng  

•  Documents  and  reco rds  

•  Obse rva t i on  

•  I n te rv i ews  

•  Focus g roups  

•  Conten t  anal ys i s  

•  Unob t rus ive m easu rements  

•  I nvest i ga t i ve  j ourna l i sm  

 

I n  a  s tudy tha t  eva lua tes  educat ion  po l i cy and  con ten t  o f  t he 

m us i c  cur r i cu l um i n  N iger ia ,  Adeagun (2005 )  has used methods  
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o f  da ta co l lec t i on tha t  i nc l ude  quest i onnai res ,  i n te rv i ews ,  

observa t ions and  ana l ys i s  o f  documents .  

 

Som e of  t he m ethods  o f  co l l ec t i ng da ta  f o r  eva luat i on  as  

d i scussed by  W orthen  et  a l  (1997)  and  Aspinwal l  e t  a l  (1992)  

a re  i nc l uded i n  E r l andson e t  a l  (1993) ,  Tuckm an (1994)  and  

Creswe l l  (1998) .  Aspinwal l  e t  a l  (1992:169)  m ake a no te -wor thy  

po in t  about  t he  var i ous  methods of  co l l ec t i ng data  f o r  

eva lua t i on,  that  “a l l  methods have the i r  s t reng ths  and  

weaknesses ,  and  som e methods a re  m ore  appropr i a te  i n  

cer ta i n  c i rcumstances  than o thers ” .  Tha t  t he  methods  em ployed 

i n  eva lua t i on a re  qu i t e  var i ed,  and  tha t  i nd iv i dual  eva luato rs  

wou ld  have the i r  own  i nc l i na t ions w i th i n  t he  p rac t i ces ,  i s  bes t  

cap tu red i n  t he  s ta tem ent  by Smi th  (2001:299 )  t ha t ,  eva lua t i on 

as  a f i e l d  i s  “ec lec t i c  i n  methods,  app roaches ,  and  

p rac t i t i oners ” .  

 

Examples  of  som e procedures and  methods em ploye d i n  

cur r i cu l um  evalua t i on  are  d i scussed by  Dav i s  (1981 ) .  Dav is  

exp la i ns  t hat  i t  i s  t he  teachers  who were  ac t i ve l y  i nvo lved  i n  

eva lua t i ng se l ec ted  aspects  o f  t he school  cur r i cu l um.  I n  one  

exerc i se ,  t he  focus  was  som e top ics  i n  an a r t  p rogramme.  I n  

ano ther  exerc i se ,  spec i f i c  un i ts  o f  a  psycho logy course .  I n  bo th 

cases ,  t he eva luato rs  were  gu ided  by c l ear  ob j ec t i ves  to  be  

addressed.  I t  i s  repor ted  tha t  bo th  eva lua t i on exerc i ses  y i e l ded  

usef u l  resu l ts ,  wh ich  he lped i n  t he  improvement  o f  spec i f i c  

a reas  of  t he cu r r icu l um.  The two  accounts  c l ear l y  dem onst ra te  

t he  need to  spel l  ou t  what  t he eva lua t i on  shou ld  ta rge t  and  the 

ob jec t i ves  to  be ach ieved.  

 

 
 
 



 6 7  

2.6 .5  M odels  o f  eva lua t i on  and app roaches  to  

eva lua t i on  

Accord i ng  to  Nor r i s  (1990 )  t he re  i s  no  d i f f e rence be tween  a  

m odel ,  a  m ethod and an  app roach.  “The concep t  o f  mode l  i s  

no rm al l y  used l oosel y  to  re fe r  t o  a  concept i on of ,  app roach  to ,  

o r  somet im es m ethods  o f  eva lua t i on”  (Nor r i s  1990:110) .  Nor r i s  

goes  on  to  observe  that  “m ost  au thors  who wr i t e  about  

eva lua t i on mode l s  use  the concept  i n te rchangeabl y w i t h  t he  

te rm ‘ approach’ .  Wor then  et  a l  (1997:62)  note  t ha t  “ t he  many 

eva lua t i on “m odels ”  that  have  emerged  s i nce  1965 range f rom 

comprehens i ve p resc r i p t i ons  to  check l i s ts  o f  sugges t ions ” .  

W hat  may be  regarded as  model s  o f  eva luat i on  are  i n fac t  

f ram eworks  w i th i n  wh ich  an eva luat ion  m ay be  p l anned .  Car l  

(1995:183)  cap tu res  the  essence of  a  model  i n  s ta t i ng  that  “a  

m odel  m ay suppl y  m eaningf u l  gu i de- l i nes  f or  t he  p rocess  wh i ch  

i s  under taken” .  

   

Stecher  and Dav is  (1987)  i den t i f y f i ve  d i f fe ren t  concept i ons  

about  what  eva l ua t i on  m eans .  They ca l l  t he  concept i ons ,  

“eva lua t i on approaches”  and  they a re :  

( i )  The  Exper imenta l  Approach  

( i i )  The  Goa l -Or i en ted  Approach  

( i i i )  The  Dec i s i on-Focused Approach  

( i v )  The  User -Or i ented  Approach  

(v )  The  Respons i ve Approach .   

 

The  eva lua t i on app roaches  i dent i f i ed  by Stecher  and  Dav i s  do 

no t  d i f f er  fundamenta l l y  f rom the  s i x  b road ca tegor i es  i n to  

wh i ch d i f f e ren t  app roaches  a re p l aced accord i ng to  

c l ass i f i cat i on schem a by W or then et  a l  (1997 )  as  f o l l ows :  

( i )  Ob jec t i ves -or ien ted  approaches  
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( i i )  Management -or i en ted  approaches  

( i i i )  Consumer -or i ented  approaches  

( i v )  Exper t i se -o r i ented  approaches  

(v )  Adversary-o r i en ted  approaches  

(v i )  Par t i c ipan t -o r i en ted  approaches.  

 

The  s im i l a r i t i es  be tween  the  eva l ua t i on  approaches  of  Steche r  

and  Dav is  (1987)  and  those of  W or then  e t  a l  (1997)  do  no t  on l y 

l i e  i n  t he  cha racter i s t i cs  bu t  a l so  i n  t he  semant i c s  o f  the  

te rm ino logy.  For  exam ple “ob jec t i ves -or i en ted approaches”  i s  

s im i l ar  t o  t he “goa l -o r ien ted approach” ,  “managem ent -o r i ented  

approaches”  i s  s im i la r  t o  “dec is i on- f ocused approach ” ,  and   

“ consum er -o r ien ted  app roaches ”  i s  s im i la r  t o  “user -or i ented  

approach” .  

 

The  next  two  sec t i ons  o f  t h i s  Chapter  f ocus on  the var i ous  

eva lua t i on approaches  and i ssues su r round ing eva luat i on  of  

cur r i cu l um  implem entat i on .  A t  the  end  of  t he  two sec t i ons ,  a  

comm ent  on  the appropr i a te  app roach  wi th  regard to  t he  

Botswana s i t uat i on  w i l l  be made.   

2.7 Focus on the  var ious  eva lua t ion  approaches 
2.7 .1  The  ob jec t i ves-o r i en ted approaches  

The  ob jec t i ves -or ien ted  approach prespec i f i es  and s ta tes  t he 

ob jec t i ves  i n  behav iou ra l  t e rms.  Under  t h i s  approach ,  t he  

“ f ocus  i s  on  spec i f y i ng goal s  and  ob jec t i ves  and  dete rmi n ing  

the  ex tent  t o  wh ich  they have  been  a t ta i ned”  (W or then  

1997:78) .  Madaus &  Kel l eghan (1992)  assoc ia te  t he ob jec t i ves  

approach  o f  cur r i cu l um  evalua t ion  w i th  Tyl e r  (1949,  c i t ed by  

Madaus  &  Ke l leghan  1992:120) .  The  approach  has  been nam ed 

af te r  Ralph Ty l e r  (W or then  et  a l  1997:82) .   
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The  ob jec t i ves -or ien ted  approach has  at t rac ted  a l o t  o f  

c r i t i c i sm and debate  wi th  a rguments  advanced i n  f avou r  and  

aga ins t .  W or then  e t  a l  (1997:91)  c red i t  t he ob jec t i ves  o r i ented 

approach  w i th  s imp l i c i t y,  whi ch  they contend i s  the source  of  

i ts  s t reng th and  appea l  s i nce  i t  i s  “eas i l y  unders tood,  easy to  

f o l l ow and imp lemen t ,  and  p roduces i n f orm at ion  tha t  

p rog ramme d i rec to rs  ag ree i s  re l evan t  t o  t he i r  m iss i on ” .  A lso  

g i v i ng  c red i t  to  t he  ob jec t i ves -o r i ented  model  i s  Nor r i s  

(1993:44)  who wr i t es  t ha t  “ f rom the pe rspec t i ve o f  t he 

cur r i cu l um  developer,  t he  ob jec t i ves  model  o f  eva l uat i on  of f ers  

ra t i ona l  approach to  cur r i cu l um p lann ing tha t  i s  very 

pe rsuas i ve both  in  educa t i on and  t ra i n i ng” .  McCorm ick  and  

James  (1988:175 )  however,  doub t  whe ther  the  ob jec t ives -  

o r i en ted  approach “measures up  to  s ta ted i n ten t i ons ” .  W hi l s t  

acknowledging tha t  t he  ob jec t i ves -or i en ted  approach perm i ts  

j udgment  o f  success  o r  f a i l ure ,  McCorm ick  and  James  

(1988:176)  a rgue tha t  i t  i s  “ i ncapable o f  ass is t i ng  i n  the  

d i agnos is  o f  reasons  why a  cur r i cu l um has succeeded or  

f a i l ed” .  The  approach  does no t  p rov i de ev i dence f rom wh ich  

cur r i cu l um  development  can  p roceed.  McCorm ick  and  James  

(1988)  impl y  t hat  t he  ob jec t i ves–or ien ted  approach  does  no t  

m easure  educat i on  qual i t y.  

 

2 .7 .2  M anagement -or i en ted approaches 

As the  name o f  th i s  app roach  sugges ts ,  t he approach  i t se l f  i s  

m eant  t o  se rve  managers  who have to  m ake key dec is i ons  i n  

t he i r  p l aces  o f  work ,  o rgani za t i ons  o r  i ns t i t u t i ons .  Wor then  et  

a l  (1997:97)  ma inta i n  t ha t  “ i ts  ra t iona le  i s  t ha t  eva lua t i ve 

i n fo rm at i on  i s  an  essent ia l  pa r t  o f  good dec i s i on  mak i ng  and 

tha t  t he  eva lua to r  can be  m os t  e f f ec t i ve by  serv i ng  

admin is t ra to rs ,  po l i cy  makers ,  boards ,  p rac t i t i one rs ,  and  o the rs  
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who need good  eva luat i ve i n fo rm at ion” .  I t  i s  f o r  t h i s  reason that  

t he  m anagemen t -o r i ented  approach i s  a l so  known as the  

dec i s i on-or i ented approach .   

 

2.7 .2 .1  The  C IPP eva lua t i on  mode l  

Stuf f l ebeam and Shink f i e l d  (1985)  a re  two i n f l uent i a l  

p roponents  o f  the  managem ent -o r i en ted  approach,  and  have  

deve loped what  has  come to  be  known as  the  CIPP evalua t i on 

m odel .  The  CIPP model  p rov i des “an  eva luat i on  f ramework  t o  

serve managers  and  admin i s t ra to rs  f ac i ng f our  d i f f eren t  k i nds  

of  educat i onal  dec i s i ons ”  (W orthen  e t  a l  1997:98) .  The  f our  

educat i onal  dec is ions ,  wh i ch  a re t ypes  of  eva lua t i on and  the i r  

f unc t i ons  a re :  

•  Contex t  eva lua t ion :  t o  serve  p l ann ing dec is i ons  

•  I npu t  eva lua t ion :  t o  serve s t ruc tu r ing  dec is i ons  

•  Process  eva lua t ion :  t o  serve  implement i ng  dec i s i ons  

•  Produc t  eva lua t ion :  t o  se rve  recyc l i ng dec is i ons.   

The  CIPP der i ves  i ts  name f rom the  f our  educat i onal  dec i s i ons  

of  con tex t  eva luat i on,  i npu t  eva luat ion ,  p rocess  eva lua t i on ,  and  

p roduc t  eva luat i on .  

 

Worthen  et  a l  (1977 :  104-105)  sum up  the  advantages  of  t he  

m anagement -or i en ted  approach as :  i t  g i ves  focus  to  the  

eva lua t i on,  and i t  s t resses  the  impor tance  of  t he u t i l i ty  o f  

i n fo rm at i on .  By i ts  natu re ,  i t  makes the  eva lua t i on easy to  

exp la i n  t o  l ay aud i ences  o r  non-profess i onal s  i n  t he  f i e l d  o f  

eva lua t i on.  Po tent i a l  weakness  a re desc r i bed  as :  t he  eva luato r  

m ay no t  respond to  ques t ions o r  i ssues  tha t  m ay be  s i gn i f i can t  

as  t he  focus  wi l l  be  on  what  t he manager  wan ts  addressed.  

S i nce the  manager  exerc i ses  cont ro l  over  t he  eva lua t ion ,  t he  

m anagement -or i en ted  eva luat i on approach  m ay be  
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undemocrat i c  as  i t  g i ves  p re fe rence to  t op  management ,  and  

m ay theref ore  d i s regard  the needs o f  o thers .  

 

2.7 .2 .2  The  UCL A eva lua t i on  mode l  

The  UCLA evalua t i on  mode l  devel oped by  A lk i n  in  1969 i s  

ano ther  model  t ha t  i s  based on  the  managem ent -or i en ted  

approach .  The mode l  i nc ludes f i ve  types  o f  eva lua t i on  (A l k in  

1969,  c i t ed by W or then  e t  a l  1997:101)  namel y:  

•  S ys tems assessment :  t o  p rov i de in f o rm at ion  about  t he  

s ta te  o f  t he  sys tem.  

•  Programme p lann ing :  t o  ass i s t  i n  t he  se l ec t i on o f  

pa r t i cu l a r  p rogrammes  l i ke l y  to  be ef f ec t i ve  i n  m eet ing  

spec i f i c  educa t i ona l  needs.  

•  Programme implemen ta t i on :  t o  p rov i de  i n fo rmat i on abou t  

whethe r  a  p rogramm e was  in t roduced to  t he appropr ia te  

g roup i n  t he  manner  i n tended.  

•  Programme impro vement :  t o  p rov ide  i n f o rmat i on abou t  

how a  p rogramme i s  f unc t i on i ng and whether  ob j ec t i ves  

a re  ach ieved.  

•  Programme ce r t i f i ca t i on :  t o  p rov ide  i n f o rmat i on about  

t he  va l ue  of  t he  programm e and i ts  po ten t i a l  e l sewhere .  

 

2.7 .3   Consumer-or i en ted  approaches  

The  consumer -or ien ted  approach i s  used i n  t he eva lua t i on  of  

t he  use  o r  consum pt i on of  educat iona l  goods  and serv i ces .  I t  

p rov i des the  consumer  w i th  t he i n fo rm at i on tha t  t hey need to  

know about  t he  p roduc t  o r  serv i ce.  The  eva lua to r  dec i des  on,  

and  d raws  up  a check l i s t  o f  what  are  t he  m ain aspects  be ing 

eva lua ted .  W or then  e t  a l  (1997)  acknowl edge the immense 

con t r i but i on m ade by  Sc r i ven (1991b) ,  Mor r i se t  and  Stevens 

(1967) ,  and Pat terson  (n .d . )  i n  shap ing  the consumer-or i en ted 
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approach  to  eva lua t i on .  I n  t he i r  check l i s t ,  Mor r i set  and  Steven 

(1967,  c i t ed  by  Wor then  et  a l  1997:111)  p rov i de  the fo l l owing  

gu ide l i nes  fo r  p roduc t  anal ys i s :   

•  Desc r ibe  the  charac te r i s t i cs  o f  t he  p roduc t  

•  Anal yze  i t s  ra t i ona le  and  ob jec t i ves  

•  Cons ider  antecedent  condi t i ons  i n  us i ng  th i s  p roduct  

•  Cons ider  i ts  con ten t  

•  Cons ider  t he i ns t ruc t i ona l  t heory and  teaching  s t ra teg ies  

used i n  t h i s  p roduc t  

•  Form  overa l l  j udgments .  

 

The  main s t rength  o f  t he  consum er -or i ented  approach,  

accord i ng  to  W or then  e t  a l  (1997)  i s  t ha t  t he  approach  has 

advanced the  knowledge of  consumers  about  t he  appropr i a te  

c r i t e r i a  i n  se l ec t i ng  educat i ona l  serv i ces  and  products .  

Consumers  have becom e enl i gh tened and theref o re aware  o f  

t he  t r i c ks  used by comm erc i a l  ente rp r i ses ,  and  a re t heref o re  

l ess  gu l l i b le  when i t  comes  to  the craze  fo r  cer ta i n  p roduc ts .   

 

As  fa r  as  t he weaknesses  of  t he app roach  are concerned,  

Worthen  et  a l  (1997 :117)  observe tha t  consum er–or ien ted  

eva lua t i on can i nc rease  the cos t  o f  p roducts  as  t he cos t  o f  t he  

eva lua t i on could  be  passed to  t he  consumer.  The  approach  

could  s t i f l e  l oca l  i n i t i a t i ve  as  “ l oca l  p rac t i t i oners  may becom e 

i nc reas ing l y dependen t  on  outs i de p roduc ts  and  serv i ces ” .  

 

2.7 .4   Exper t i se -o r i en ted  approaches  

Exper t i se -or i ented  approach ,  exp la i n  W or then  e t  a l  (1997:119) ,  

“depends  p r im ar i l y  upon pro f ess i ona l  exper t i se  to  j udge an  

i ns t i t u t i on,  p rogramme,  p roduct ,  o r  ac t i v i t y” .  W or then  e t  a l  

(1997)  o rgani ze  the  var i ous  ways  in to  whi ch the approach  could  
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be  executed  i n to  f ou r  categor i es  namel y,  f o rmal  rev i ew sys tem,  

i n fo rm al  rev i ew sys tem ,  ad hoc  pane l  rev i ew,  and  ad  hoc 

i nd iv i dual  rev i ew.  The Exper t i se -o r ien ted  approach to  

eva lua t i on of f e rs  t he  advantage that  i t  ensu res adhe rence  to ,  

and  main tenance of  h i gh s tandards  i n  educat i on  as  i t  i s  used  to  

assess  the ef f ec t i veness of  p rogrammes.  

 

A m ajo r  shor tcoming  w i th  t he  exper t i se -o r i ented  approach  to  

eva lua t i on i s  i ts  dependence on  subjec t i ve p rof ess i ona l  

exper t i se  and i t  i s  t herefo re l i ke l y  to  be  mar red  by  persona l  

b i as  o f  t he eva luato r.  

 

2.7 .5   Ad versar y-o r i en ted  approaches  

Adversary-o r i en ted  eva luat i on  re f e rs  t o  “any eva luat ion  i n  

wh i ch p l anned oppos i t i on i n  t he  po in ts  o f  v i ew of  d i f fe ren t  

eva lua to rs  o r  eva lua t i on  team s i s  t he  resu l t  o f  e f f o r ts  t o  

ba lance  b i as  by  genera t i ng  oppos ing  v i ews  wi th i n  t he ove ra l l  

eva lua t i on”  (W orthen  e t  a l  1997:515) .  I n  t he  Adversary-o r i en ted  

eva lua t i on approach  fa i rness  i s  ach ieved by i ncorpora t i ng  bo th  

pos i t i ve  and  nega t i ve v i ews  i n to  t he  eva luat i on .   

 

Adversary-o r i en ted  eva luat i on  “encompasses  a co l lec t i on of  

d i vergent  eva luat ion  p rac t i ces  that  m ight  l oose l y be  re f e r red  to  

as  adve rsar i a l  i n  na tu re .  I n  i ts  b road  sense,  t he  te rm re f ers  t o  

a l l  eva lua t i ons  in  wh i ch there i s  a  p l anned  oppos i t i on  i n  t he 

po in ts  o f  v i ew o f  d i f f e rent  eva luators  o r  eva lua t i on teams. ”  

(W or then  et  a l  1997 :138) .  Th is  approach  b r i ngs  together  a l l  

s takeho lders  i n  t he  eva lua t i on  in  a  pub l i c  hear i ng,  f ace- to - face,  

and  i n  an i n te rac t i ve  sess i on  cha rac te r i zed by ques t ion i ng ,  

c ross -examina t i on  and  tes t imon ies .  The  approach  i s  a l so  

known as  the  adversa ry  mode l  o r  the  debate  mode l .  
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The  Adversa ry-o r ien ted  app roach has  the  advantage tha t  i t  

cou ld  be used wi th  o the r  eva luat i on approaches,  and i s  ab l e  t o  

p rov i de  a w ide range of  i n f orma t i on  to  t hose  who need i t .  

Perhaps the  overarch ing  s t reng th i s  t he  fac t  t ha t  i t  e l im inates  

obv ious  b i ases i n  t he  eva lua t i on.   

 

As  fa r  as  t he weaknesses  of  t he adversary-o r i ented  approach  

are  concerned,  Wor then  et  a l  (1997:148)  a rgue that ,  “despi t e  

t he i r  po tent i a l  f or  mak ing  eva lua t i on f i nd i ngs  more i n te res t i ng 

and  mean ingfu l  t o  dec is i on  makers ,  adversary-o r i en ted  

approaches  to  eva luat i on  a re not  ye t  su f f i c ien t l y  we l l  developed 

to  serve as  a  s tanda rd  m odel  f o r  f u tu re  e f fo r ts . ”  The adve rsary-

o r i en ted  approach i nvo lves  enormous  cos ts ,  wh ich  some 

evalua to rs  m ay no t  be ab le  t o  m eet .  The  costs  main ly  s tem 

f rom set t i ng  up  the  s t ruc tu res ,  and  p repa r i ng  the  case ,  whi ch 

shou ld be  argued i n  t he  cour t room s t y l e ,  rounding up  the r i ght  

ca l i ber  o f  par t i c i pan ts ,  as  we l l  as  manag ing  the  process.  Tied  

to  t he  fo regoing po in t ,  i s  t he po in t  tha t  sha red  conc lus i ons i n  a  

debate  setup  a re se l dom reached.  The approach  i s  too  

l egal i s t i c  i n  out l ook  and  the re fo re  does  no t  have any appea l i ng 

educat i onal  va l ue.  

 

2.7 .6   Par t i c i pan t -or i en ted  approaches  

I n  t he  Pa r t i c i pant -o r i ented  approach,  t he eva luato r  has   

f i rs thand exper i ence  o f  p rogramme ac t i v i t i es  and  a l l  re l a ted  

se t t i ngs .  I t  i s  a  na tu ra l i s t i c  approach  to  eva l ua t ion  s i nce  i t  

en ta i l s  s tudyi ng  p rogramm es on  s i te .  I n  t h i s  approach  those  

who are  be ing eva luated  a re  a l so pa r t i c i pant  i n  t he  eva lua t i on 

exerc i se .  W or then  e t  a l  (1997:156)  exp la i n  t ha t  eva lua t i ons tha t  
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use  the  Par t i c i pan t -o r i ented  approach  genera l l y  i nc lude  the 

fo l l owing  charac te r i s t i cs :  

•  They depend on  in tu i t i ve reasoning 

•  They use  a  mul t i p l i c i t y  o f  da ta  

•  They do  no t  f o l l ow a  s tanda rd  p l an  

•  They record  m ul t i p l e  ra the r  t han  s ing l e  rea l i t i es .  

 

Par t i c ipan t -o r i en ted  approach  emplo ys  such m ethods  as  case  

s tud ies ,  e thnography,  qua l i ta t i ve  and  quant i ta t i ve t echniques ,  

and  s to ryte l l i ng.  

 

The  i nvo l vement  o f  eva lua to rs  as  par t i c i pan ts  o f f e rs  t he  

advantage that  par t i c i pants  de te rmine  the  boundar i es  o f  t he  

eva lua t i on,  thus se rv i ng  “an  im por tan t  educat i ve  f unc t i on  by 

c rea t i ng be t te r - in fo rm ed programme s ta f f ”  (W or then  1997:154) .  

They a l so  po in t  ou t  t ha t  us i ng  the  par t i c i pan t -o r i ented  app roach  

has  the  poten t i a l  t o  p rov i de new i ns i ghts  and  appl i cab le  

t heo r i es  about  educa t i onal  and  other  p rogrammes.  W or then  et  

a l  (1997:167)  a l so  apprec i a te ,  as  a  s t reng th o f  t h i s  approach ,  

i ts  f l ex i b i l i t y  and  ab i l i t y  t o  em ploy m ul t i p l e  data co l lec t i on 

techniques to  p rov i de  “a  v i ew of  l ess  tangib l e  bu t  c ruc i a l  

aspects  o f  human and organi za t i ona l  behav iour ” .   

 

I n  po i n t i ng ou t  t he  l im i ta t ions  of  t he  par t i c ipan t -o r i en ted  

approach ,  W orthen  e t  a l  (1997 )  observe  tha t  the  approach  i s  

t oo  subjec t i ve  as  i t  depends  on human observat i on,  and  a l so 

a l l ows  f or  i n tu i t i ve  p rocess ing of  da ta  by t he  eva luato r.  Th is  

observa t ion  ra i ses  quest i ons  as  t o  the  eva lua t i veness  o f  t he  

approach .  Fur the r  observa t i ons  have  been  made  that  t he  

approach  i nvo lves ex tended f i e l dwork ,  wh i ch could  no t  on l y be  
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cos t l y,  but  a l so l im i ts  t he  number o f  cases  that  cou ld  be  

s tud ied ex tens ive ly.  

2.8 Eva lua t ion o f  cur r icu lum implementat ion  

L i te ra tu re  spec i f i ca l l y  re l a ted  to  t he eva luat i on  of  t he 

im plem enta t i on o f  an  a r ts  cur r i cu l um i s  very scarce .  A poss i b l e  

exp lana t i on as  t o  why th i s  i s  t he  case  m ay be  found in  t he  

observa t ion  made by Snyder,  F rances  & Zumwal t  (1992:403)  

t ha t  “ i t  appears  t ha t  t he  p rocess  of  cur r i cu l um imp lementat i on  

was  no t  s tud i ed  as  a separa te en t i t y ” .  I t  should  t herefo re  m ake 

sense to  ex tend  the  l i t e ra tu re t o  o ther  sub jec t  a reas  wi th i n  t he  

f i e l d  o f  educa t i on.  I n  t h i s  regard  the p r i nc ip l es  o f  cu r r i cu l um 

im plem enta t i on  a re  bas ica l l y  t he  same ac ross  the  d i f fe ren t  

a reas  of  educat i on .  P roceeding  fu r ther  a l ong  tha t  l i ne  o f  

t hought ,  i t  wou ld make sense to  assum e tha t  eva luat i on  o f  t he  

im plem enta t i on o f  an  a r ts  p rogramme wou ld  be  i n fo rmed by 

s im i l ar  s tud i es  i n  educa t i on  as  i nd ica ted  i n  t he i n t roduc t i on to  

t h i s  chap te r.  

 

Cur r i cu l um imp lementat i on  m ay occur  i n  one o f  t he  fo l l owing  

s i t uat i ons .  F i rs t ,  when a  new cur r i cu l um has  been developed 

and i s  pu t  i n  p l ace  to  be  fo l l owed in  a  new l earn i ng o r  t ra i n i ng  

p rog ramme.  I n  t h i s  s i t ua t i on,  t here wou ld  have been no  f o rm o f  

cur r i cu l um  pr i o r  to  t he one  tha t  i s  be i ng i n t roduced .  So  i t  wou l d 

be  a  t o ta l l y  new p rog ramme.   

 

Second,  i t  may occur  fo l l owing  a rev i ew o f  a  cur r i cu lum that  i s  

cur ren t l y  i n  p l ace.  Th is  i s  a  t yp i ca l  scenar i o  o f  cur r i cu l um 

change,  and i t  ca l l s  f o r  bo th adop t ion  of ,  and adaptat i on  to  the 

new cur r i cu l um.  In  bo th s i t ua t i ons,  t here  a re cer ta i n  fac to rs  

t ha t  m ay i n f l uence  the exerc i se of  cu r r i cu l um implem entat i on .  
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Som e of  t he fac to rs  would  be common to  bo th s i t uat ions ,  wh i l e  

o the rs  wou ld be  pecul i a r  t o  e i ther  one  of  t he s i t uat i ons .  Car l  

(1995:166)  pos i ts  t hat  “a f t er  t he re levant  consumers  have  been 

prepared  f or  t he  change env i saged,  t he imp lementat ion  phase 

fo l l ows ” .  McCormick  and  James (1988:173)  c l a r i f y  t ha t  t he  

consum ers  a re “ t eachers  and  schools ”  and  pos i t  t ha t  t he  

successfu l  im plem entat i on  of  i nnova t i on,  t hat  f o l l ows  af te r  

d i sseminat i on ,  “depend on  the i r  j udgm ent  and  ac t i ons ” .   

 

Car l  (1995)  goes on  to  h i n t  a t  what  wou ld go  a l ong  way 

towards  ensur ing  the  success fu l  imp lementat i on  of  a  cur r i cu l um  

by s ta t i ng tha t  the  par t  p l ayed  by ins t ruc t iona l  l eaders  and 

teachers  “dete rm ines  successfu l  and  ef f ec t i ve  cu r r i cu l um 

im plem enta t i on to  a  g reat  ex ten t ” .  In  as  f a r  as  t he  s t ra teg ies  o f  

im plem enta t i on a re  conce rned,  Jordan (1989,  c i t ed by  Car l  

1995)  cau t ions tha t  a  d i s t i nc t i on  mus t  be  made be tween 

s t ra teg ies  t ha t  p romote  and those  tha t  i nh i b i t  im plementa t ion .  

Snyder  e t  a l  (1992:402)  observe tha t  “ research  on cur r i cu l um 

im plem enta t i on has  y i e l ded  c l ear  f ind i ngs  about  t he  cond i t i ons  

tha t  f ac i l i ta te  o r  i nh i b i t  t he p rocess of  im plem ent i ng a  p roposed  

cur r i cu l um ”.   I t  i s  t he  adopt ion  o f  promot i ng  s t ra teg ies  t ha t  

wou ld  ensure the  success  o f  implem entat i on .  

 

Snyder  e t  a l  (1992:404)  comment  tha t  m os t  cur r i cu l um 

im plem enta t i on has  been s tud ied  f rom a  f i de l i t y  perspec t i ve  on 

the  assum pt i on  tha t  the  “des i red outcom e of  cur r i cu l a r  change 

i s  f i de l i t y  t o  t he  o r i g ina l  p l an” .  Snyder  e t  a l  go  on to  exp la i n  

t ha t  t he  concerns of  t h i s  t hes is  have  the re fo re  been focused on  

(1 )  measur i ng  the  degree  to  whi ch a  par t i cu l ar  i nnova t i on  

i s  implemented  as  p l anned and  
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(2 )  i den t i f y i ng the  f ac to rs  wh ich  fac i l i ta te  o r  h i nder  

im plem enta t i on as  p l anned.  

Snyder  e t  a l  (1992:404)  po in t  out  tha t  under l y i ng  the f i de l i t y  

pe rspec t i ve a re  “ cer ta i n  assum pt ions  about  cur r i cu l um 

knowledge,  change ,  and the ro l e  o f  t he  teacher. ”  The  ro l e  o f  

t he  teacher  i n  t h i s  regard i s  very c ruc i a l  i n  ensur i ng a  

successfu l  im plem entat i on  of  the cur r i cu l um.  

 

The  fac to rs  t ha t  m ay have  a d i rec t  bear i ng  on  cur r i cu l um 

im plem enta t i on a re  wha t  t h i s  sec t i on  of  t he  l i t e ra tu re  rev i ew 

w i l l  f ocus on .  Such  f ac to rs  need to  be  eva lua ted  i n  o rder  t o  

de te rm ine  the  ex ten t  t o  whi ch  they i n f l uence  the  sens i t i ve 

exerc i se  of  cur r i cu l um imp lementa t ion .    

 

Car l  (1995:167)  l i s ts  t he  fo l l owing  de te rm ina t i ve f ac to rs  f o r  

successfu l  im plem entat i on :  

•  Cont i nuous contac t  w i t h  consum ers  t o  g i ve  adv i ce and  

he lp  

•  C l ear  communica t i on to  i l l us t ra te  ro l es  and to  exp la in  

t e rm ino logy,  i l l us t ra t i on of  poss i b l e  m eans  o f  eva lua t ion  

and  to  supp l y answers  t o  quer i es  

•  P rov is i on of  suppor t  serv i ce  

•  Com pensat i on ( f or  exam ple,  f i nanc ia l )  p ra i se ,  

acknowledgement ,  but  a l so  i n t r i ns i c  aspec ts  o f  

compensat i on .  

 

I n  addi t i on t o  t he  fac to rs  l i s t ed  above,  Jordan (1989,  c i t ed by 

Car l  1995:168)  advoca tes  fo r  developmen t  t h rough teachers  

ac t i ve  invo lvement  and by o f f e r i ng  suppor t  du r i ng  

im plem enta t i on.  Jordan recogni zes  the  fac t  t ha t  p rob lems  mus t  

be  con t inuous l y  addressed and prac t i ce -o r i ented  in -se rv i ce  
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t ra i n i ng mus t  be  g iven .  Last l y  Jordan (1989)  b r i ngs  up  the 

i s sue of  pa r t i c i pat i on ,  whi ch i s  a l so v i ta l  f o r  successfu l  

im plem enta t i on.  I t  i nc ludes  ac t i ve  invo l vement  i n  t he c l assroom  

and a  re l a t i onship  o f  conf i dence be tween i n i t i a to rs  and  

im plem enters .  

 

Cur r i cu l um imp lementat i on  i s  bu t  a  c ruc i a l  s tage  i n  the  who le  

cur r i cu l um  development  p rocess .  The  cu r r i cu l um deve lopment  

p rocess  enta i l s  o ther  equa l l y  c ruc i a l  s tages .  Mos t te r  (1986:8-9 ,  

c i t ed by Car l  1995)  i den t i f i es  t he s i x  author i ta t i ve  phases  of  

cur r i cu l um  development  as :  

( i )  I n i t i a t i on  

( i i )  P l anning  

( i i i )  Deve lopm ent  

( i v )  Test i ng  

( v )  Im plementat i on  

( v i )  Summat i on  eva lua t i on .  

 

I t  i s  t he  developmen ta l  and  im plementa t ion  phase tha t  a re o f  

pa r t i cu l a r  i n te res t  t o  t h i s  resea rcher.  Accord i ng  to  Mos t te r  

(1986:8-9 ,  c i t ed by Car l  1995)  t he  developm enta l  phase  deals  

w i t h  t he  aspec ts  o f  se l ec t i on and  c l ass i f i cat i on  of  l earn i ng  

con ten t  and  re f i nement  o f  goals ,  t he  suppl y i ng  of  d i dac t i c  

ou t l i nes ,  and  the  deve lopm ent  and  p roduc t i on  o f  teach ing 

m ater i a l s .  The  imp lementa t i on  phase deals  wi t h  the  p l ann ing of  

l ea rn i ng con tents ,  d i sseminat i on ,  t eacher  o r i enta t i on and  

i ns t ruc t i on .  

 

I t  i s  f o r  t h i s  reason tha t  i t  becom es necessary t o  make 

re f e rence to  cur r i cu l um development  and eva luat i on  i n  

d i scuss i ng cur r i cu l um,  so as  t o  put  such  d iscuss ion  in  con tex t .  
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The  mus i c  cur r i cu l um im plem enta t i on  i s  a  pa ins tak i ng  exerc i se 

tha t  should  a rouse  su f f i c ient  cur i os i t y  t o  f i nd ou t  whether  t he 

necessary p repa ra t i ons tha t  a re  war ran ted  by t he p rac t i ca l  

na tu re  o f  t he sub jec t  mat te r  a re g i ven  due a t t ent i on .  The  mus ic  

cur r i cu l um  implem entat i on  exerc i se  therefo re car r i es  wi th  i t  

se r i ous admin is t ra t i ve and  l og is t i ca l  imp l i cat i ons.  

 

Bef o re t h i s  sec t i on  of  t he  l i t e ra tu re rev i ew zeroes  i n  on  the 

p rocess  o f  m us i c  cur r i cu l um implementat i on ,  t he  genera l  i s sues  

rega rd i ng cur r i cu lum im plem entat i on  i n  genera l  as  d i scussed i n  

t he  ava i l ab l e  l i t e ra tu re  wi l l  be cons ide red.  To  Sco t t  (1994)  

cur r i cu l um  implem entat i on  i s  essent i a l l y  abou t  cur r icu l um  

change.  I t  i s  a  p rocess tha t  must  be  p l anned and shou ld take 

i n to  cons iderat i on the  needs  and asp i ra t i ons  of  s takeho lders .  

Am ong the s takeho lders  t hat  need to  be  i nvo l ved i n  the  

cur r i cu l um  implementat i on  process  i s  t he  teache r.  The  teachers  

a re  im por tant  because they a re  t he  agents  o f  cur r i cu l um 

change (Conway 2002;  Wai -yum 2003;  Scot t  2004;  Onwu &  

Mogar i  2004) .  The  par t i c ipat i on  of  t eachers  should  no t  j us t  be 

conf i ned to  t he  imp lementa t i on  exe rc i se.  They mus t  a l so  p l ay 

an  ac t i ve  ro l e  i n  the  cur r i cu l um deve lopment  p rocess .   

 

Conway (2002)  f ee ls  t ha t  by i nvo lv ing  teachers  i n  cur r i cu l um 

deve lopment ,  t eachers  w i l l  have  a sense  of  ownersh ip  o f  t he  

cur r i cu l um  document .  Teachers ’ par t i c ipa t i on  wi l l  a l so  ensure 

tha t  t he re  i s  no  d isconnect i on  between the sy l l abus con ten t  

and  what  i s  taught .  I n fac t ,  t eachers  f eatu re qu i te  p rominent l y  i n  

t he  th ree  fac to rs  iden t i f i ed  by  Scot t  (2004)  as  in f l uenc ing  

cur r i cu l um  change.  They a re :  f i rs t ,  no t  re l a t i ng cur r icu l um 

change to  o rgani za t i onal  s t ruc tu re  and  school  admin is t ra t i on.  

By no t  re l a t i ng cur r i cu l um change  to  o rgani za t i onal  s t ruc tu re 
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and  school  admin is t ra t i on ,  “ t he  resu l t  i s  t ha t  o f ten  the 

budgetary,  emot i ona l ,  and co l leg i a l  suppo r t  a re  m iss i ng  and 

such  th i ngs  as  ro les  and  the  admin is t ra t i ve  p rocess  and f ocus 

a re  l e f t  unchanged.  A rec ipe  fo r  f a i lu re ”  (Scot t  2004:  157) .  

Second,  l ack  o f  mean ingf u l  ro l e  i n  s ta f f  developm ent  dec i s i on  

m ak ing  fo r  t eachers .  Th i rd ,  t he  i so la t i on  of  t eachers .   

 

I n  d i scuss i ng educat i onal  po l i cy imp lementat i on  in  re l a t i on to  

t he  implem enta t ion  of  t he  mus i c  cur r i cu l um i n  Niger i a ,  Adeagun 

(2005:7-4)  makes no te o f  an impor tan t  fac to r  i n  cur r icu l um 

im plem enta t i on,  tha t  o f  p r i o r - t ra i n i ng  of  t eachers  f o r  p re -school  

i ns t i t u t i ons .  Such teachers  a re m ain l y  secondary schoo l  

l eavers ,  who “a re  o f t en  f rus t ra ted  tha t  t hey have  no t  en te red  

h i gher  i ns t i t u t i ons  l i ke  t he i r  peers ,  as  babys i t t e r  t eachers ” .  

Adeagun (2005 )  observes  tha t  t he  teachers  a re un t ra i ned and  

the i r  knowledge and unde rs tanding  of  both  ind i genous  N iger i an  

and  European m us i c  i s  doubt fu l .     

 

To  overcome the p rob lems  desc r i bed  i n  t he  p receding  

pa ragraphs ,  Sco t t  (1994)  p roposes a  conceptua l  f ramework  f o r  

cur r i cu l um  implem entat i on .  The f ramework  recogni zes  the  fac t  

t ha t  cur r i cu l um imp lementa t i on ,  s ta f f  developm ent  and  the 

p rocedures  fo r  mon i to r i ng and  eva lua t i ng  a re i next r icab l y 

l i nked .  The f ram ework  i s  t he re fo re  a  mode l  deve loped w i th  t he 

pu rpose  of  gu i d i ng  (Scot t  1995:  58)  “our  unders tanding  o f  t he  

p rocess  and to  i n teg ra te  p l anning of  cur r i cu l um changes  and 

s ta f f  developmen t  w i t h  s ta f f  deve lopment  i tse l f  and  wi th  t he  

m oni to r i ng and  eva luat i on  of  bo th cur r i cu l um imp lementa t ion  

and  s ta f f  developm ent ” .  The  model  t heref o re,  under l i nes  the  

fac t  t hat ,  fo r  cur r i cu l um  implementa t i on  to  p roceed 

m eaning f u l l y  and success fu l l y,  a l l  the  necessa ry  p repara t i ons  

 
 
 



 8 2  

shou ld  be  put  f i rm l y i n  p l ace .  I t  i s  a l l  about  m anagi ng 

cur r i cu l um  change and h i gh l i ghts  the  a t t endan t  f ac to rs  t o  

cur r i cu l um  implem entat i on  that  a re  o f t en seen as  l oose  en t i t i es  

and  consequen t l y  no t  coord i nated  as  a who le.  Such fac to rs  

have  a  d i rec t  bear i ng on  cur r i cu l um imp lementat i on and  could  

t heref o re  ensure the  success  o r  f a i l u re  o f  t he  exe rc i se .   

 

P l ummer idge  (1995)  concurs ,  w i t h  the  v i ew tha t  success f u l  

cur r i cu l um  implem entat i on  i s  a lways  dependent  on  four  f ac tors ,  

namel y :  accommodat i on ,  s ta f f i ng ,  t ime and f i nanc ia l  resou rces.  

Accord i ng  to  P lummer idge  (1995:146) ,  “o f  t hese ,  t he two tha t  

m i l i ta te  most  s t rong l y aga ins t  t he  developm ent  o f  

comprehens i ve and  coheren t  p rogrammes  are  t eacher  suppl y  

and  the a l l ocat i on of  cur r i cu l um t ime” .  The  c ruc i a l  and  p i vota l  

ro l e  p l ayed  b y the teacher  i n  cur r i cu l um im plementa t ion  i s  

g i ven  em phas is  by  Snyder  e t  a l  (1992 :404)  i n  s ta t i ng that :    

Im plementat i on  i s  success fu l  when the  teachers  
car ry  ou t  t he  cur r i cu l a r  change as  d i rec ted .  I f  t hey 
do  car ry ou t  t he p l an as  i n tended,  then  the cur r i cu l a r  
change i tse l f  can  be  f a i r l y  eva lua ted .  I f  t hey  do  no t  
im plem ent  t he  i nnova t i on  cor rec t l y  o r  f u l l y,  t hen  the  
change cannot  be  fu l l y  eva luated  because i t  was  
never  rea l l y  im plem ented .  

 

The  proceed ing s ta tement  assum es tha t  a l l  o ther  p repara t i ons 

to  enable t he teachers  t o  f unct i on e f fec t i ve l y  and  ef f i c i en t l y,  

wou ld  have been pu t  i n  p l ace .  Fo l l ow ing  a d i scuss i on on  

approaches  to  eva luat i on  and an  i n te r roga t i on of  l i t e ra tu re  on 

eva lua t i on of  cur r i cu l um im plementa t i on ,  t h i s  sec t i on of  t he  

Chap te r  re l a tes  what  a rose  f rom the  above d iscuss i on  to  t he  

s i t uat i on i n  Botswana.  The approaches  tha t  should  

m eaning f u l l y  gu i de  cur r i cu l um evalua t i on  and sy l l abus  

eva lua t i on a re  t he Objec t i ves -or i ented  approaches,  
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Management -or i en ted  approaches,  and  Par t i c i pan t -o r i ented  

approaches .   

 

The  reasons  fo r  advoca t ing  these approaches  a re  as  f o l l ows :  

 

Ob jec t i ves-o r i en ted  approaches :  These  approaches  a re 

usef u l  i n  eva luat ing  the ex ten t  to  wh i ch  the  sy l l abus ob jec t i ves ,  

wh i ch a re  expressed i n  behav ioura l  t e rms ,  a re  ach ieved du r i ng  

the  course o f  t each ing  o r  a t  t he end of  t eaching.  The  re l evance 

of  such approaches  i n  eva luat i ng  the  Crea t i ve and  Pe r f o rm ing  

A r ts  sy l l abus  i s  t ha t  i t  shou ld  a l so  in f l uence the qual i t y  o f  

con ten t  i n  t he  sub jec t .  The  adequacy o f  con ten t  o r  i nadequacy 

thereo f  does de termine  the  ex tent  to  wh ich  sy l l abus ob jec t i ves  

a re  addressed.  Adequa te  conten t  tha t  i s  f u l l y  suppor ted  by 

appropr i a te  t eaching s t ra teg ies  and methodolog ies  i s  im por tant  

i n  ach iev i ng the s ta ted  sy l l abus  ob jec t i ves .  I n  t he  event  

ob j ec t i ves  a re no t  f u l l y  addressed,  the  approach  shou ld  p rov i de 

the  bas is  f o r  d i agnos ing  the  causes  of  such  shor t coming.  The 

Crea t i ve  and Per fo rming  Ar ts  sy l l abus  p resents  chal lenges  that  

m ay requ i re  i n te rven t i on  i n  t he f orm of  Objec t i ves-or i en ted  

approaches  to  eva luat i on  in  o rder  to  ass i s t  i n  de te rm in i ng 

whethe r  t he  sy l l abus  ob jec t i ves  a re  be ing  met .  

 

M anagement -or i en ted approaches :  These  approaches  should  

i n fo rm whoeve r  i s  i n  managem ent ,  and  who theref o re  should  be  

a  par t i c ipan t  when  such  approaches  a re used.  Managem ent -

o r i en ted  approaches  a re  re l evant  i n  school s  as  they shou ld 

gu ide schoo l  heads  i n  m ak ing  dec is i ons  about  t he p rog rammes 

tha t  t hey a re  requ i red  to  implem ent .  A case i n  po in t  here  i s  t he  

Crea t i ve  and Per fo rming  Ar ts  sy l l abus ,  wh ich  i s  re l a t i ve l y  new 
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i n  t he  p r imary schoo l  cur r i cu l um,  and  wh ich  the  school  heads 

have  to  implement .  

 

Par t i c i pan t -or i en ted  approaches :  The adopt i on and  

observance of  p r inc i p l es  o f  t hese k i nd of  approaches  should  

i n fo rm au thor i t i es  as  t o  t he  bes t -p laced peop le  t o  car ry ou t  

cur r i cu l um  or  sy l l abus  eva luat i on .  Should  Par t i c i pant -o r i ented  

approaches  be used i n  eva lua t ing  the  Crea t i ve and  Per f o rm ing  

A r ts  sy l l abus ,  t he teachers  wou ld be  the r i ght  peop le t o  be  the 

pa r t i c i pants  i n  such  an exerc i se .  The  teachers  have  f i rs thand 

exper i ence  of  t he de l i ve r i ng the sy l l abus  and  should  theref o re  

come up  wi th  observa t i ons  em anat ing  f rom the i r  p rac t i ce and  

cons t ruc t i ve  sugges t i ons  of  how improv i ng  the  p rac t i ce .   

 

The  re levan t  e va lua t i on  mode l  

I n  v i ew o f  the  l i te ra tu re  rev i ewed  thus  fa r,  The  C IPP eva luat i on  

m odel  by  Stuf f l ebeam and Shink f ie ld  (1985)  i s  re l evan t  t o  bo th 

t he  eva lua t i on of  con ten t  i n  t he  Crea t i ve  and  Per fo rming  A r ts  

sy l l abus  and im plem entat i on .  The advantage w i th  t h i s  mode l  i s  

t ha t  i t  h i gh l i ghts  and  pu ts  emphas is  on the eva luat i on  o f  c r i t i ca l  

aspects  i n  cur r i cu l um evaluat i on  and  im plementat i on,  namel y  

Contex t  eva luat i on ,  I npu t  eva luat i on ,  P rocess  eva luat i on ,  and  

P roduc t  eva luat i on .   

2.9 An overv iew o f  educat iona l  evalua t ion and 

p rogramme implementa t ion  in  Botswana  

Thi s  sec t ion  of  t he  l i t e ra tu re  rev i ew surveys  the l i t e ra tu re  on 

educat i onal  eva lua t i on ,  p rog ramme evalua t i on  and  p rogramm e 

im plem enta t i on i n  Bo tswana.  P rogramme evaluat i on  l ooks  a t  

t he  per fo rm ance and qua l i t y  o f  a l l  aspec ts  o f  a  t ra i n ing  

p rog ramme (Gi l t row 1987) .  Th is  sec t i on of  t he  l i te ra tu re  l ooks  
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a t  approaches  and m ethodo logy as  c r i t i ca l  aspec ts  o f  

eva lua t i on.   

 

Accord i ng  to  t he  Evaluat i on Gui de l i nes  fo r  t he Min is t r y  o f  

Educat i on  (1988:  1 -5 ) ,  wh ich  the  Depar tm ent  o f  Cur r i cu l um and 

Deve lopm ent  s t i l l  f o l l ows ,  eva lua t i on  i s  a imed a t  ach iev i ng  

e i ght  i n te r re la ted goa l s ,  nam el y :  

•  To  i n fo rm dec is i ons  whi ch i n f l uence  po l i cy  f o rmat i on  and  

deve lopment  

•  To  recommend  courses  of  ac t i on  o r  changes i n  p resent  

ac t i v i t i es  

•  To  c l a r i f y  p rog ramme i n tents  and  reduce  i n fo rmat i ona l  

uncer ta i n t i es  

•  To  e l uc i da te and  poss i b l y  a l t e r  a t t i tudes  to  t he  p rogramme 

under  scru t i ny  

•  To  encourage commi tm ent  t o  and  ensure  the  con tex t  f i t  o f  

p rog ramme act i v i t i es  and goal s  

•  To  p rov i de  i ns i gh t  i n to  t he  p rogramme ac t i v i t i es  and  

poss i b l e  consequences  

•  To  i n fo rm programme management  about  p rob l em and  

i s sues  conf ront i ng  them 

•  To  assess the  needs  whi ch the p rogramme addresses o r  

shou ld  address .  

 

I n  a  s tudy tha t  eva lua ted  communi ty  i nvo lvem ent  i n  the  

im plem enta t i on o f  t he Comm uni t y  Jun io r  Secondary School  

Par tnersh ip  Pol i cy  (CJSSPP)  i n  Botswana ,  Tsayang (1994)  

es tab l i shed that  the  im plem entat i on  of  t he  CJSSPP was  

cons t ra i ned  by poo r  unders tanding of  t he  par tnersh ip  po l i cy  b y 

m embers  o f  t he Board  of  Governo rs .  The  Boards o f  Governors  

a re  t he  s t ruc tu res  through wh ich  comm uni t y  par t i c ipat i on  in  t he 
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runn ing of  t he  Communi t y  Jun io r  Secondary  School s  i s  

f ac i l i ta ted .  The  da ta f o r  t he  s tudy was  co l l ec ted  th rough semi -

s t ruc tured  i n te rv iews ,  observa t ions and  anal ys i s  o f  docum ents .  

 

On c r i t i qu i ng the cu r r i cu l um development  and imp lemen ta t ion  i n  

Botswana,  Marua tona (1994)  i dent i f i es  t he m ajo r  imped im ents  

t o  cur r i cu l um deve lopment  as  f i rs t ,  t he dominat i on  of  t he e l i t e  

o r  ru l i ng  c lass  over  t he  ru l ed.  Second ,  t he  dominat i on  of  

t eachers  by  t he  sub jec t  spec ia l i s t  on  the subjec t  pane ls  vested  

w i th  t he  task  of  cu r r i cu l um development .  Maruatona  con tends 

tha t  sub jec t  spec ia l i s ts  do no t  on l y  i n f l uence what  makes up  

the  cur r i cu l um conten t ,  but  a l so t he  teachi ng  and l earn i ng 

ac t i v i t i es .  “Teachers  a re occas ional l y  exc l uded,  and  th i s  g i ves  

the  spec i a l i s t  t he oppor tun i t y  t o  se lec t  conten t  and  dec ide  on 

the  teaching - l earn i ng ac t i v i t i es  and  the teaching  m ethods to  be  

used”  (1994:23 ) .  Marua tona ’s  accusa t i ons  aga ins t  t he  

Depar tm ent  o f  Cur r i cu l um Development  and Evalua t ion  a re  not  

suppor ted  by  any ev i dence.   

 

As  fa r  as  Marua tona i s  concerned  cur r i cu l um imp lemen ta t ion  i s  

h i ndered  by  f i rs t ,  t he  use  of  Eng l i sh as  the  med ium of  

i ns t ruc t i on  at  l ower  l eve ls  o f  s choo l i ng i ns tead of  t he l earners ’ 

m other  t ongue .   

 

I n  an  i n te rv i ew on the  subjec t  o f  po l i cy  implementa t i on  on  

educat i onal  re f orm i n  Botswana (Botswana 1994) ,  the  co-

ord i nato r  o f  t he imp lementat i on of  t he  Rev ised  Nat i ona l  Pol i cy  

on  Educat i on  d isc l oses  that  t he success of  po l i c y 

im plem enta t i on i s  a t t r i butab le  to  the  gene rous  ava i l ab i l i t y  o f  

resources “…in Botswana we do  have  resou rces compared  to  

m any o ther  count r i es  in  A f r i ca ”  (Swar t l and  & Youngm an 
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2000:8) .  These resources i nc l ude  the  requ i s i t e  f ac i l i t i es  in  

school s  as  wel l  as  f unding .  The co-ord i na to r  f u r t he r  d i sc l oses 

tha t  carefu l  p l anning and  c l ear  im plementat i on  s t ra tegy have  

a lso  worked we l l  fo r  t he  im plementa t i on .  The impl emen ta t i on  

however  had  i t s  own  s l i gh t  se tbacks .  These are l ack  o f  i n-dep th 

unders tand ing of  t he  recomm endat ions  of  t he  po l i cy by  peop l e  

i n  key pos i t i ons ,  and  i nef fec t i veness o f  t he  Nat i onal  Counc i l  on 

Educat i on  thus l eav i ng  much of  t he work  t o  t he  implem entat i on  

Task Force chai red  by t he  co-ord i na to r.  I t  i s  re l evan t  t hat  t he 

im plem enta t i on o f  t he educat i on  re fo rm po l i cy be  d i scussed  

s i nce “ t he  Commiss i on recomm ended  a  new j un i o r  secondary  

cur r i cu l um ,  m ore o r i ented  to  the wor l d  o f  wo rk ”  (Swar t l and  &  

Youngm an 2000 :6) .  

 

I n  eva lua t i ng teache r  appra i sa l  i n  Bo tswana Secondary  

Schools ,  i n  par t i cu l a r  how teachers ,  school  heads and of f i cers  

i n  some depar tments  under  t he Min is t ry  o f  Educat i on  perce i ved 

the  purpose,  p rac t i ce and  ef f ec t i veness  of  appra i sa l  scheme 

used a t  t he  t im e,  Tom  Bar t l e t t  (Bar t l e t t  2001)  worked  w i th  a  

sample  of  60  schoo ls  befo re  tak i ng  three  of  t hem as case  

s tud ies .  The methods  of  data  co l lec t i on  fo r  t he  resea rch  was  

i n -depth  i n te rv i ews .  The methodolog y employed  fo r  the  s tudy 

p roved ef f ec t i ve  and  based  on the resu l ts ,  Bar t l e t t  (2001:51)  

sugges ts  t ha t   “d i f f e rent  schemes o f  appra i sa l  a re  developed 

fo r  t eachers  a t  d i f f e ren t  s tages  of  the i r  careers  and  des igned 

fo r  a  spec i f i c  purpose ” .  The  d i f f e ren t  s tages wou ld be  the 

p robat i on  s tage  fo r  t eache rs  who have  been i n  t he  serv i ce f o r  

l ess  t han  a  yea r,  and  pos t -p robat i on  s tage  fo r  t eachers  who  

have  been i n  t he  se rv i ce  f o r,  norm al l y,  m ore than a  year.   
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Ano ther  s tage wou ld  be  a pos i t i on o f  respons ib i l i t y  such  as  

Head  o f  Depar tm ent  f o r  som e teachers .  The spec i f i c  purposes  

fo r  wh i ch  the  schemes  of  appra isa l  wou ld be  des igned,  i nc l ude 

conf i rmat i on  fo r  teachers  who  have j us t  com pleted the i r  t e rm  of  

p roba t i on ,  o r  appra is i ng  wi th  a  v iew to  m ak ing  recommendat ion  

fo r  appo intment  to  a  pos i t i on  o f  respons ib i l i t y.   

 

The  l i t e ra tu re  t hat  has  y i e l ded  the  fo rego ing  overv iew a re  the 

on l y l oca l l y  ava i l ab l e  sources  on  educat i ona l  eva luat ion  and  

prog ramme implem entat i on  in  Botswana .   

2.10 Conclus ion  

The  conc lus i on  to  the l i t e ra tu re rev iew i s  p resented under  t he 

fo l l owing  sub-head ings :  t he  case  for  t he  a r ts ,  t he  m us i c  

cur r i cu l um ,  m odels  o f  eva l uat i on ,  and  eva lua t ion  of  sy l l abus  

im plem enta t i on.  

 

2.10 .1 The  case  fo r  the a r ts  

W hat  com es ou t  c l ear l y  i n  t he  l i t e ra tu re  rev i ew i s  t ha t ,  i n  

suppor t i ng a r ts  educa t i on,  t he  d i f fe ren t  researchers  c i t ed i n  

t h i s  Chapter  s tand  on  common g round i n  t he i r  unders tanding  of  

t he  i n te r re l a t i onsh ip  be tween the  d i f f eren t  f orms  of  ar ts .  Mos t  

im por tant l y,  they share  a common v i ew of  t he va l ue of  ar ts  

educat i on .  They see  much good  i n  a r ts  educat i on,  and  

conv inc ing l y  ex to l  t he  v i r t ues of  a r ts  educat i on.  The  

subserv i ence  that  som e of  t he  resea rchers  d i scern,  em anates  

f rom the f ac t  t hat  i t  i s  not  easy to  account  f o r  t he p l ace  of  a r ts  

educat i on  in  t he genera l  school  cur r i cu l um s i nce  the a r ts  a re 

b rought  i n  t o  enr i ch  t he  cur r i cu l um,  bu t  m ay no t  be examinabl e  

l i ke  t he more  t rad i t i ona l  academic  sub jec ts .  
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W hi l e  t here  i s  a  camp that  i s  opposed to  an  i n tegrated  

approach  to  t he  teach ing of  t he  a r ts  on  the g rounds  tha t  i t  i s  

m in ima l i s t  i n  perspec t i ve  and ou t l ook ,  and  theref o re no t  get t i ng  

t o  t he  core of  t he  d i f f e ren t  a r ts  sub jec ts ,  t he au thor  suppor ts  

an  i n tegrated  approach .  I n teg ra t i on i s  a  v i ab l e  opt i on to  take  i n  

v i ew o f  the  overwhe lm ing l og is t i cs  t ha t  have  to  be cons idered  

when  teaching  a r ts  sub j ec ts  ind i v i dua l l y,  t he  main ones  be ing 

t im etab le  space  and s ta f f i ng.  I n  a  normal  school ,  t he t imetab le  

cannot  accommoda te  the  d i f f e ren t  ar t  sub jec ts  i n  i nd iv i dual  

s l o ts .  

 

I f  t he  a r ts  should  be  taught  as  i nd i v i dual  curr i cu l um sub jec ts ,  

t hen  the  s ta f f  s i ze on  an  a r ts  p rogramme tha t  o f f e rs  the  

i nd iv i dua l  sub jec ts  wi l l  be t oo  l a rge,  and the re  a re  re l a ted  

im pl i ca t i ons  such as  the  budget  f o r  rem unerat i on .  An i n tegra ted  

teaching o f  a r ts  can  go  a l ong  way towards  aver t i ng resource  

dup l i ca t i on and  the  immense costs  tha t  go wi th  i t ,  whe re  

i nd iv i dua l  a r t  sub jec ts  have to  be  ca te red  fo r  i nd i v idua l l y  i n  

t e rm s of  t he requi red  resources .  

 

W i th  spec i f i c  re ference  to  a  rev i ew of  t he  methods  o f  teaching  

and l earn i ng  i nd i genous  m us ica l  a r ts ,  i t  has  emerged tha t  the  

m ethods  employed i n  t he i r  l earn i ng and teach ing a re p rof oundl y  

and  deep l y  embedded i n  the  ind i genous  cu l t u re o f  t he people .  

Im i ta t i on o r  ro te  learn i ng,  wh i ch t yp i f y  t he  p rocess  of  

encu l t u rat i on ,  t he bush  schoo l ,  and app ren t i cesh ip  a re  m ethods  

wh i ch have  been used ove r  t he  cen tu r i es .  The me thods  have 

proved to  be e f f ec t i ve i n  ach iev ing  the i n tended  resu l ts  as  t hey 

have  produced capab le  m us ic i ans  and  o ther  a r t i s ts .  
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2.10 .2 The  mus i c  cu r r i cu lum 

The  rev iewed l i t e ra tu re  on the mus ic  cu r r i cu l um p resents  

severa l  m odel s  o f  the mus ic  cur r i cu l um.  Each of  t he  models  

has  i ts  own s t reng ths  and  weaknesses .  Of  a l l  t he m ode ls  

d i scussed in  t h i s  Chapter,  t he s tandards -based m ode l  i s  more  

advantageous to  teachers  o f  mus i c  and  m us ica l  a r ts  s i nce i t  

ensures  tha t  t eachers  i n  t he  sam e school  o r  t eachers  i n  

d i f f e ren t  school s  a re  a l l  f ocused on the same se t  o f  goa ls ,  

concepts  and  con ten t  whi l e  work ing  towards  the  same 

s tandards ,  t hus ensur i ng  un i f o rm i t y  i n  what  i s  be i ng  taught .  

The  s tanda rds -based mode l  wi l l  ensure  tha t  t he  var ious  mus i ca l  

a r ts  t ha t  charac te r i ze a  par t i cu l a r  con ten t  i n  t he cur r icu l um are  

covered .  I t  should  be  borne i n  mind that  un i t  s tandards  could  

be  developed fo r  any cur r i cu l um mode l ,  such as  the  ec l ec t i c ;  

t he  benef i t  o f  do ing  so be ing  to  se t  s tandards  and  spec i f y  t he  

expec ted a t ta inment  l eve l s  f o r  t he l earne r.  W i th  an  ind ica t i on of  

such  s tandards,  i t  wou ld  be  poss i b le  t o  de te rmine  the  ex ten t  t o  

wh i ch concepts  taught  have  been grasped and unders tood .  

 

2.10 .3 M ethods o f  cu r r i cu lum e va lua t ion  and mode ls  o f  

eva lua t i on  

The  methods of  cur r i cu l um evaluat ion  i nc l ude ques t ionna i re ,  

i n te rv iews ,  observa t i on,  docum entary and  v i sua l  ev idence,   

f ocus g roups,  con ten t  anal ys i s ,  t es t i ng and  unobt rus ive  

m easurements ,  and  i nves t i gat i ve  journa l i sm.  The  procedures  

and  i ns t rum ents  tha t  an eva luato r  dec i des to  use,  are  

de te rm ined  by what  t he  eva lua tor  wou ld l i ke  t o  es tab l i sh .   

Each of  t he  models  o f  eva luat i on  d i scussed i n  t h i s  Chapter  has 

i ts  own  advantages  and d i sadvantages .  The i r  degree  of  

re l evance to  a  par t i cu l a r  s tudy w i l l  va ry  f rom s i t ua t ion  to  

s i t uat i on,  wi t h  t he pu rpose of  t he  s tudy be ing  to  de te rm ine   
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wh i ch of  t he  methods  i s  mos t  appropr i a te .  The  m odel s  o r  

approaches  i nc l ude :  t he  ob jec t i ves-or i en ted  approach ,  t he  

m anagement -or i en ted  approaches,  t he  consumer -or ien ted  

approaches ,  t he exper t i se -o r i ented  approaches ,  t he adversa ry-

o r i en ted  approaches ,  and  the  par t i c ipan t -o r i ented  approaches .  

 
2.10 .4 Eva lua t i on  o f  syl l abu s imp lemen ta t i on   

I t  i s  ev i dent  f rom the  rev i ewed sources  that  t here i s  very l i t t l e  

wr i t t en on  the  implem entat i on and  eva lua t i on  of  t he  mus i c  

cur r i cu l um  a t  p r imary schoo l  l eve l .  The  exp lanat i on fo r  t he  

dear th  o f  l i t e ra tu re  on  th i s  par t i cu l a r  a rea  i s  no t  a t  a l l  c l ear.  

However,  one  can  imagine that  t h i s  i s  perhaps  f o r  t he s imple  

reason tha t  m us ic  and  other  a r ts  a t  t h i s  l eve l  a re  main l y  

en r i ch i ng  subjec ts  i n  t he  school  cur r i cu l um.  The ar ts  a re  

t heref o re  no t  a  p r i o r i t y  a rea  as  compared  to  o ther  sub jec ts  

such  as  the sc i ences .  Mos t  sub jec ts ,  o ther  t han  the  a r ts ,  a re 

seen as  a reas where  the g rea tes t  need  fo r  accountab i l i t y  ex is ts  

and  i t  i s  such a reas  tha t  mos t  paren ts  see  as  be ing of  

re l evance to  t he i r  ch i l d ren  i n  t e rms o f  shap ing the i r  f u tu re .  

 

However,  s tud i es  ou ts ide  mus i c  o r  a r ts  educat i on,  where  i ssues  

of  cur r i cu l um and sy l l abus  implementa t i on  a re d i scussed,  have 

been use fu l  i n  t he  unders tanding  of  i ssues pe r ta i n i ng to  

cur r i cu l um  implem entat i on  in  genera l .  I t  i s  i ssues g leaned f rom 

such  s tud ies  t ha t  w i l l  be  cons idered i n  re l a t i on  to  t he f i nd i ngs 

of  t h i s  research  in  mak ing recommendat i ons  in  Chapter  6  o f  

t h i s  t hes is .  An  exam ple of  such as  i ssue wou ld be  conduc t i ng 

needs-or i en ted i n-serv i ce t ra i n i ng  workshops  f o r  t eachers  as  

key agents  in  cu r r i cu l um o r  sy l l abus imp lementat i on.  
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