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ABSTRACT

Self-efficacy is the predicator of success, both in academics as well as future career. It is
not an inborn trait rather developed. Therefore, the study was conducted to analyze and
evaluate the prevailing curriculum for developing self-efficacy at secondary level in
Khyber Pakhtunkhwa, a north-western province of Pakistan. The study was aimed at; to
assess provisions for the academic performance accomplishment of students at secondary
level; to analyze secondary level curriculum for provision of vicarious experiences to
students of secondary level; to investigate social persuasion in curriculum for students at
secondary level; to examine the provisions causing emotional arousal in the curriculum at
secondary level; and to assess self-efficacy of students at secondary level. The study was
carried out through adopting a mixed method approach. The qualitative data came from the
national curricula of Urdu, Mathematics and Islamiyat (compulsory), their textbooks and
their examination papers administered by designated assessment bodies, whereas the
quantitative data came from the results of formative and summative assessment of the
secondary level students, administering self-efficacy scale, interview schedule to the
students and questionnaire to their teachers. The quantitative data was further validated
through recording observations in the natural setting of classroom instruction. The self-
efficacy theory, critical theory, banking theory and theory of hegemony provided the
underpinning for the study. The study was conducted in secondary classes at male public
schools in the jurisdiction of Peshawar division of Khyber Pakhtunkhwa. The sample of
the study was comprised of 259 teachers selected through purposive sampling technique
and 392 students selected through random sampling technique, whereas ninety instances
were made for observations of classroom instruction. The quantitative data was analyzed
through mean, standard deviation and paired sampled t-test. Major findings of the study
included: a decrease in the score of efficacy belief of the students at secondary level
though the difference between the score of first administration and second administration
of self-efficacy scale was not statistically significant; the curriculum was focused mainly
on performance and induced by participant modeling, performance exposure and
performance desensitization but this was based on rote learning and mechanical
reproduction; the curriculum offered opportunities for vicarious experience which induced
by both live and symbolic modeling but due to mismatch and overestimation of
capabilities restricted its effects; for social persuasion of students, exhortation, suggestions
and interpretive treatment seldom worked due to personal and social restraints and self-
doubts of students due to pessimism. The emotional -arousal caused by the content and
process of instruction due to the bulky and impractical material. The study suggested and
recommended that the curriculum may be developed in accordance with the psychological
needs of the students and their personality development. The curriculum may be
materialized with letter and spirit by making available all the required resources for
learning. It further recommended that the curriculum may be politics-free and should be
based upon the national aspirations.
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CHAPTER 1

INTRODUCTION

Self-efﬁcacy (Bandura, 1977b) influences people’s self-regulatioﬁ (Fiske & Taylor,
2008) and functions as one of the essential factors in self-regulatory mechanism (Bandura
& Wood, 1989). Individuals with good self-regulatory mechanism perform well
academically as well as consider themselves as good managers with a sense of
responsibility (Bandura, Barbaranelli, Caprara, & Pastorelli, 2001). Thus, high efficacious
individuals depict ‘approach’ behaviour whereas less efficacious people demonstrate
‘avoidance’ through their behaviours (Reddan, 2015). In academic environment, for
example, students with high self-efficacy show great variety of cognitive and self-
regulatory strategies with greater performance accompllshment (Wolters & Pintrich,
1998). Studies have shown that self-efficacy predicts students academic and career

choices (Brown & Lent, 2016).

High efficacious students go for. most advanced fields of studies (Luszczynska &
Gutierrez-Dona, 2005). Rese;arch studies on self-efficacy show that it is a convincing
predictor of students’ academic achievement and their motivation for learning (Pajares &
Urdan, 2006; Schunk, 1991; Skaalvik & Skaalvik, 2008). These studies predict that self-
efficacious students prefer to be involved repeatedly in the learning activities (Berry &
West, 1993). On contrary, students with .low efficacy belief tend to be passive and
dependent (Hassan, Alasmari, & Ahmed, 2015; Schunk, 1991). According to expectancy
value theory of motivation, people are more likely to be engaged in activities where they
have high expectation regarding their actions and the possible outcomes (Wigfield &
Eccles, 2000). Therefore, self-efficacy is concerned with both cognitive and motivational

processes vital for learning, enabling students to “remain task oriented in the face of



judgmental failures” (Bandura, 1989a, p.1176). For example, students with higher
academic self-efficacy show better academic performance (Robbins, Lauver, Le, Davis,
Langley, & Carlstrom, 2004). Similarly, a strong and significant relationship between
efﬁcacy belief and academic performance is reported by Jahanian and Mahjoubi (2013).
The relationship was studied at different levels; such as elementary level (Joé&t, Usher, &
Bressoux, 2011), secondary level (Alivernini & Lucidi, 2011), and university level

(Robbins et al., 2004).

Self-efficacy equally inspires individuals for making decision about their career
(Ogutu, Odera, & Maragia, 2017) as it attracts them “not only toward careers that match
their perceived capabilities, but away from vocations that call for quite different types of
competencies” (Bandura et al., 2001, p.199). It signifies the confidence that individuals
show while engaging in the activities that are necessary for a particular career to adopt
(Crisan & Turda, 2015), as people with high efficacy belief are in a better position to plan
effectively and implement successfully a task (Bandura, 1982) and accordingly select the
most difficult courses of a;:tion (Zimmerman, Bandura, & Poons, 1992). It shows- that
efficacious people consider a task with a wider view to determine the best possible plan
and hence, obstacles to do the task often motivate them for greater efforts and vice versa

(Hassan et al., 2015).

Self-efficacy is “the belief of the individual in his ability to organize and carry out
the course of action required in order to generate the desired results” (Bandura, 2003,
p.12). It is not an inborn trait rather developed. Therefore, Bandura (1997) hypothesized
four sources of self-efficacy including, mastery experience, vicarious experience, social
persuasion and physiological and emotional state. Each of these sources has powerful

effect in combination rather individually (Widmer, Duerden & Taniguchi, 2014). He also



identified three dimensions of self-efficacy such as magnitude, generality and strength.
Magnitude is the difficulty and complexity of a task; whereas generality deals with the
situation that individual experiences regarding efficacy expectation. Strength concerns

with the confidence level of an individual while .performing a task.

Self-efficacy is not important because of its uniqueness but it performs a vital role
in the adjustment and accommodating change (Bandura, 1997), helps individual to find out
solutions to his problems (King, Glasgow, Toobert, Strycker, Estabrooks, Osuna, & Faber,
2010), as it can be generalized to other situations (Bandura, Adams, & Beyer, 1977; Hogan
& Santomier, 1984). Therefore, early development of efficacy belief of individuals
continues throughout their lives (Kolb, 2011, p.206); and thus, enables them to “architect
their own destinies” (Tilfarlioglu & Ciftci, 2011, p. 1285). The theory and practice have
established that self-efficacy differentiates the way people feel, think, motivate themselves,

behave and act (Bandura, 1995).

Thus, it is imperative that school should play its role in the development of self-
efficacy of the students for their future lives. Students’ school experience reflects
throughout their lives whether in college or university or even beyond in their practical
live as “schpol education tells a student how to think?” (Chishti, Tahirkheli, Raja, & Khan,
2011, p.972); therefore, the curriculum in school should be learner-centered in a social
setting of the students, which is unfortunately otherwise and focused on the subjects and

their textbooks (Baloch, 2003).

1.1 Rationale of the Study

Since the introduction of Bandura’s theory of self-efficacy in 1977, the self-

efficacy construct, with different contexts and approaches, is widely researched across the



general, and students in formal educational institutions, in particular, through deliberate
attempts across the globe and more specifically in Pakistani context. In educational
institutions, curriculum is the main instrument of bringing change in the behavior and
attitude of the students for their future lives. Therefore, to fill the gap identified, this study
was attempted to investigate the curriculum at secondary level for developing the self-

efficacy of students in Khyber Pakhtunkhwa, a north-western province of Pakistan.

Secondary level education prepares individuals for either further higher studies or
technical and vocational training and responsibilities (Geol, 2005); therefore, it is made
part of the basic education in Pakistan (Halai, 2010). Article 25A, of the 1973 constitution
of Islamic Republic of Pakistan, recognizes the right to education of all the citizens of age
five to sixteen years through free and compulsory education as determined by the law.
Moreover, artjcle 37(b) particularly speaks for removing illiteracy anq proVision of free

and compulsory secondary education.

The people, educated through the prevailing system of education, are good for
nothing and mostly found to be inefficient and ineffective (Ashraf, Ali, & Hosain, 2013;
Rehman & Khan, 2011); because the system is primarily meant for literacy and not for
development of mental faculty of the students (Constitution of Pakistan, 1973, Article
37b). It is due to this inefficiency and ineffe.ctiveness, that Pakistan has made no such

progress as compared to its contemporary nations, for example China.
1.2 Statement of the Problem

Self-efficacy is not an inborn trait rather it has to be developed through deliberate
attempts. Curriculum in the formal education setting needs to be instrumental for the
development of self-efficacy of the students. Hence, the purpose of this concurrent mixed

methods study was to analyze and evaluate the secondary school curriculum for the



development of self-efficacy of students in Khyber Pakhtunkhwa. In this study qualitative
content and discourse analyses of the curriculum documents, textbooks and assessment
procedures were done in-addition to the quantitative data collected through questionnaire,
interview schedule and observation checklist, to assess and investigﬁte the secondary
school curriculum for the provisions of the sources of self-efficacy that affect the self-
efficacy of students in Khyber Pakhtunkhwa. The reason, for combining both the
qualitative and quantitative data, was to develop a comprehensive understanding of the
research problem by covering qualitative data analysis of the curricula, textbooks, and
assessment procedures with quantitatively measured perceptions of teachers, students and

non-participant observation in the naturalistic way of classroom instruction.
1.3  Objectives of the Study

The study was designed and carried out with the following objectives:

I. To assess proviéions for the academic performance accomplishment of students
at secondary level.

2. To analyze secondary level curriculum for provision of vicarious experiences to
students of secondary level.

3. To investigate social persuasion in curriculum for students at secondary level.

4. To examine the provisions causing emotional arousal in the curriculum at
secondary level.

5. To assess self-efficacy of the students at secondary level.
1.4 Research Questions

In the light of aforesaid objectives, the following research questions were

attempted to be answered through this study:



1. What are the provisions in the curriculum for the academic performance of the
students at secondary level?

2. What are the opportunities provided for vicarious experiences to students in
curriculum at the secondary level?

3. What type of social persuasion does curriculum provide for students at secondary
level?

4. How curriculum affects emotional arousal of the students at secondary level?

5. What is the level of students’ self-efficacy after having gone through the secondary

school curriculum?

1.5 Significance of the Study

Most of the research studies on self-efficacy were quantitative and therefore, it is
needed to carry out qualitative studies on self-efficacy to widen the horizon beyond the
numbers. Schunk (1991) noted that there is “an urgent need for self-efficacy research
conducted in classrooms using teachers and academic content as students are learning
rather than simply performing tasks” (p. 227) and for learning, self-efficacy is one of its
major foundations, therefore, “if the development of self-efficacy is a priority in education,
then the educational experience will be more relevant to the child” (Kolb, 2011, p.206) as
it is the self-efficacy that can “produce the belief in one’s capability to mobilize the
motivation, cognitive resources, and courses of action needed to exercise control over

events in one’s life” (Mauer, Neergaard & Linstad, 2009, p.237).

Besides the sources of self-efficacy that Bandura (1977b) identified and that are
discussed earlier in this chapter, there are a number of factors that obstruct the
development of efficacy belief, which includes overestimation of capabilities, lack of

necessary resources, personal and social restraints, incorrect self-knowledge and self-



doubts (Bandura, 1986). These hindering factors in the development of efficacy belief
“should serve as guidelines in developing curricular lessons that specifically address each
factor and incorporate social skill exercises to help reinforce the expansion of self-efficacy
in each student” (Kolb, 2011, p.206). In secondafy classroom, students’ efficacy beliefs are

influenced by their fellows’ success or failures (Schunk & Miller, 2002).

Studies established that self-efficacy occupies a significance place in people’s
future life, therefore, in formal educational setting where new generation is prepared for
future responsibilities; students’ efficacy beliefs must be catered for. The stakeholders in
the education of a child should take into account all such activities and content that
contributes to the development of self-efficacy of the students as "the earlier the
development of self-efficacy is addressed; the longer the student will have to access the
lifelong benefits of self-efficacy (Kolb, 2011, p.209). In such a backdrop, the study may
prove to be of great significance for all the stakeholders of education particularly those
concerned with the curriculum. The significance of the stildy, for different quarters

concerned, is discussed as under.

The curriculum planners who develop and design the curriculum in order to bring
about change in the society through changing the individuals, hence,l the study might be
significant for them to cater for the needs of individuals and society. The study provides an
insight to the curriculum planners to avoid means and material that hamper the
development of self-efficacy and inculcate such type of activities and materials that can
sharpen the intellect and develop strong efficacy belief of the students for their future
academic and professional career. They have to go through the system and curriculum

during their academic career particularly at the secondary level.



The stakeholders in the assessment bodies have the responsibility of assessment of
the academic performance of the students at secondary level. Therefore, the study might be
helpful for them to review their assessment procedures; and design them to ensure an
authentic assessment of the students’ academic performance that can lead to the
development of efficacy beliefs of the students; instead of prevailing stereotype assessment
that restricts the thinking faculty of the students and also adversely affects the classroom

instruction.

It is the teacher who implements the curriculum in its true letter and spirit and,
therefore, it is of vital significance for teachers to be aware of the role of the curriculum in
the cognitive and socio-psychological development of the individuals who have been
exposed to a particular curriculum at the particular level. As the study underlines the
development of self-efficacy belief through curriculum, it might be helpful for teachers to
concentrate on activities that can add to develop the efficacy belief of the students and

make them effective and successful members of the society.

Students, as the direct beneficiaries of education programme, have their own place
and importance to be aware of what is planned for and delivered to them. Their future
-academic and practical life owes much to what is taught to them today. The study might be
significant for them to know about what and how is taught to them for preparing them for

the future life.

Last but not the least; the study might also be significant for the researchers in the
fields of curriculum and human development as well. It provides an insight and temptation
for the researchers and might open up new dimensions of research in the area of

curriculum and human development.



1.6 Delimitation of the Study

Academic programmes are time bound and required to be completed within the

stipulated time with scarce resources. Therefore, this study was delimited to:

1.7

The prevailing Curricula and textbooks of Urdu, Mathematics and Islamiyat
Compulsory [Islamic Education] (hereafter referred as Islamiyat) were taken as
sample for this study as Urdu represents the language and literature;
Mathematics is illustrative of logical and science subjects; whereas Islamiyat is
typical of social and ethical subjects.

Peshawar Division of Khyber Pakhtunkhwa province that was consisting of
three administrative districts namely Charsadda, Nowshera and Peshawar.

The male students of secondary classes in public sector schools, as they were
co;l.veniently accessible for a male researcher in the traditiox.1.-ridden society of
Khyber Pakhtunkhwa.

Teachers who were teaching at the secondary level.

Research Methodology

Research studies are planned activities and hence carried out through adopting and

following various steps of appropriate research methodology. In this connection, the

various aspects of research methodology, applied to this study, are discussed in the

following lines under different sub-headings.

1.7.1 Research Design

The study was conducted by using mixed method research design as it comprises

both qualitative and quantitative data. Concurrent Triangulation of the qualitative and

10



quantitative data was made as shown in the figure 1.1, adopted from Creswell, (2009,

p.210) to draw conclusion.

Quantitative + Qualitative
Quantitative Data Qualitative Data
Collection Collection
Quantitative | | Qualitative Data

Data Analysis Data Results Compared Analysis

Figure 1.1: Concurrent Triangulation Design of Mixed Method

The qualitative data was drawn through content and discourse analyses of the
documents of prevailing curricula, relevant textbooks implemented in the classrooms and
question papers administered in the Boards of Intermediate and Secondary Education
(BISEs) for summative assessment; whereas, the quantitative data was collected from
students through administering the self-efficacy scale and conducting an interview
schedule besides, analyzing their formative and summative assessment results. In addition,
data also came from teachers through administering a questionnaire and recording

observations of the classroom instruction.
1.7.2 Population of the Study

Population of the study comprised of the followings:

e Secondary level Students in public sector schools particularly admitted in grade
9 during the academic session 2014-15 and subsequently promoted to grade 10.

e Teachers who were teaching the core syllabi at secondary level.

11



1.7.3 Sample of the Study

The sample size and sampling techniques used for the study are discussed as under:

e The classroom instruction was observed through' total ninety observations. Out
of the total, thirty observations were made in each subject i.e. Urdu,
Mathematics and Islamiyat with equal share from all the three districts.
Purposive sampling technique was employed for the classroom observation.

e Sample of the students of grade 9 was taken through proportionate random
sampling technique and the sample size was determined by using Yamane’s
(1967) formula:

- N
" 14 N(e)?
Whereas “n” is the sample size, “N’.’. is the Population and “e” is the Level of
precision.

e Sample of teachers, who were teaching at secondary level, was also made

through the same sampling technique using the same sampling formula as used

earlier in the sampling of students.
1.7.4 Research Instruments and Sources of Data

Evaluation uses both “quantitative and/or qualitative data” techniques (McKernan,
2008, p.201). The quantitative.data techniques include questionnaire, interview schedule,
and observation checklist while qualitative data technique included content and discourse
analyses of curriculum documents, textbooks and examination papers to describe the

“evidence for future action, or possibly non-action, about the subject of inquiry”
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(McKernan, 2008, p.204). Therefore, in this study multiplicity of instruments were

employed to ensure a valid data for analysis.
1.7.4.1 Content and Discourse Analysis

Content and discourse analysis was used as research instruments to analyze the
prevailing curriculum documents, textbooks as well as Secondary School Certificate
(Annual) examinations’ question papers of the Boards of Intermediate and Secondary
Education (BISEs),of the sampled subjects for developing self-efficacy among the

individuals who were exposed to them.
1.7.4.2 Formative and Summative Assessment Results

Students’ performance was judged through formative assessment made by the
teacher through periodical classroom ‘tests. Similarly results of summative assessment in
the form of annual examinations conducted for grades 9 and 10 by the BISEs were also

analyzed for performance accomplishment.
1.7.4.3 Self-Efficacy Scale

The scale developed by Schwarzer and Jerusalem (1995), was used for measuring
the self-efficacy of the students. The instrument was used due to ité suitability for the
study; as it was designed for adolescents and adults. Furthermore, it is allowed by the
authors to use it openly without seeking any permission. The internal consistency of the
instrument is calculated as 0.76 to 0.90 through different studies, with the majority in the
high 0.80. The scale items were also provided with Urdu translation for the students’

understanding. The scale is annexed as Appendix — A of this report.
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1.7.4.4 Questionnaire for Teachers

The instruction of a teacher, in a classroom, is an important part of the curriculum;
so a questionnaire was developed for the teachers to analyze the classroom instructional
practices and teachers’ interaction with their students. The questionnaire for teachers is

accompanied as Appendix — B of this report.
1.7.4.5 Interview Schedule for Students

Students are directly affected by the curriculum. Therefore, an interview schedule
was used to identify the effects of curriculum and to verify the instructional strategies of
teachers in classrooms that affect the self-efficacy of the students. The interview schedule

for students is attached as Appendix — C of this report.
1.7.4.6 Observation Checklist

An observation checklist, for natural observation of the classroom instruction, was
used to note down the real-life classroom activities. It also validates the data collected
through other instruments and sources as well as helps in measuring the physiological
feedback for emotional arousal of the students. The Observation checklist, used in the

study, is annexed as Appendix — D of this report.
1.7.5 Pilot Testing

"I."he instruments were validated, before using for final (iata collection, through
conducting a pilot testing. The sample for pilot testing was taken approximately ten
percent of the sample size; however, the sample of the pilot testing was not made part of
the main study. The language and structure of the instmuments were improved on the basis

of expert opinions of the supervisors and other experts in the field of education, such as
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principals and teachers; however, the internal consistency among the items of the
instruments was determined through calculating Cronbach’s alpha. The self-efficacy scale
has been validated many times earlier and the Cronbach’s alpha was calculated as referred
in section 1.7.4.3, but here too, it was checked during the conduct of this study throﬁgh the

same nature of population to which it was used for data collection.
1.7.6 Data Collection

The data was collected through personal administration of the instruments.
However, during recording of classroom observation, concerned school principals or their
nominees were involved so that the personal bias of the researcher could be minimized and
reliability might be ensured. The observers from schools were briefed, regarding the nature
of research and construct of the theory of self-efficacy, so that they could record
observations appropriately. The data, presented in chapter four of this report is

consolidated data of the observers.
1.7.7 Data Analysis

The qualitative data was analyzed using content and discourse analyses and
thematic technique; whereas the quantitative data was analyzed through using statistical

tests which are discussed in chapter number three of this report.
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1.8 Definition of the Key Terms

The key terms of this study are defined for the understanding of the readers.

1.8.1 Curricﬁlum

Curriculum is “the overall rationale for any educational programme” (Kelly, 2009,
p-9) and therefore, considers as “the totality of the experiences the pupil has as a result of
the provision made” (Kelly, 2004, p. 8). In this study the curriculum means the national
curriculum of 2002 in the case of Islamiyat and that of 2006 in the case of Urdu and

Mathematics besides, [slamiyat.

1.8.2 Evaluation

Evaluation is the “systematic process of collecting and analyzing data in order to
make decision” (Boulmetis & Dutwin, 2005, p.4).It helps in “assessing the effects of an
intervention” (Green & South, 2006, p.12) and “judging the merit or worth of an entity”

(Alkin, 2011, p.9).

1.8.3 Secondary School Level

The level of schooling consists of grade 9 and 10 in the Pakistani context, which is
also known as high school education in general meaning (Bibi, 2015; Government of

Pakistan, 2015; Halai, 2010; Lynd, 2007; Shami & Hussain, 2006).

1.8.4 Self-efficacy

It is “a judgment of capability to execute given types of performances” (Bandura,
2006a, p.309). It also refers to “beliefs in one’s capabilities to organize and execute the

courses of action required to produce given levels of attainments” (Bandura, 1998, p.54).
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CHAPTER 2

REVIEW OF THE RELATED LITERATURE

Literature review is an epistemological foundation of the study that provides “a
framework for establishing the importance of the study as well as a benchmark for
comparing the results with other findings” (Creswell, 2009, p.25). This chapter looks into
literature available on curriculum, self-efficacy and attempts to establish their mutual
relationship that guides current study. The curriculum, as the prime focus of this study, is
addressed in this chapter first followed by the aspect for which the curriculum is evaluated
i.e. self-efficacy. In the last part of this review, the theoretical framework is discussed

through which the study was carried out.
2.1 Nature of Curriculum

Curriculum is an educational plan that is advanced by an educational institution for
providing “valued knowledge, values, skills and other dispositions” (McKernan, 2008,
p.4). It is initiat:d through a “development process culminating in experiences for
students” (Wiles & Bondi, 2007, p.5). Hence, it occupies a core position in education
system for two reasons; one it is “about what should be taught” and two, it “combines
thought, action and purpose” (Null, 2011, p.2). Null’s explanation though seems very
simple but it is profound and comprehensive in its nature as it speaks not only for the

matter and the methods but even beyond.

Curricuhm is not a dead document rather; it purports the national aspirations of a

nation and provdes a sound and dynamic outlook to an education system of a country.

According to Flly (2009):



within a democratic society, an educational curriculum at all levels should
be concerned to provide a liberating experience by focusing on such things
as the promotion of freedom and independence of thought, of social and
political empowerment, of respect for the freedom of others, of an
acceptance of variety of opinion, and of the enrichment of the life of every

individual in that society, regardless of class, race or creed (p.8).

As an academic requirement, let’s try to achieve clarity over the understanding of
the term ‘curriculum’ discussed widely in the literature, offering numerous meanings and
definitions, to determine and signify its nature throughout the study as the word
“curriculum has been used historically to describe the subjects taught during the classical
period of Greek civilization” (Marsh, 2009, p.3) and even “many people still equate a
curriculum with a syllabus and thus limit their planning” (Kelly, 2009, p.9) of the

curriculum development at all levels and stages.

Curriculum has been defined prescriptively or descriptively or even both. The
prescriptive definitions are concerned with “what ought to happen, and they more often
than nnt take the form of a plan, an intended program, or some kind of expert opinion
about what needs to take place in the course of study” (Ellis, 2004, p.4). Conversely,
descriptive definitions speak for thought about curriculum that “not merely in terms of
how things ought to be ... but how things are in real classrooms” (ibid, p.5). In prescriptive
curriculum the te;chers have the preferences to decide about the implementation of the
curriculum whereas the descriptive cqrricu}um speaks for the living experiences instead of

providing for a theoretical programme. Either of the extreme is distorting and hence a mid-

way can be better to serve the purpose of educating and preparing the new generation in a

18



¥

desirable way. Hence, curriculum should be coupled with reflections of the educationists’

prescriptions and educators’ performance in the classrooms with the classroom’s real

experience.

Both prescriptive and descriptive explanations of curriculum have been available
equally in present and past literature. For example, Dewey (1902); Bobbitt (1918); Rugg
(1927); Tyler (1949; 1957); Gagne (1967); Popham and Baker (1970); McBrien and
Brandt 7(1997); and Ross (2000) viewed curriculum prescriptively. On the other hand,
Casewell and Car%pbell (1935); Hopkins (1941); Ragan (1960); Hass (1987); Tanner and
Tanner (1995); Kelly (2004); Brown ¢2006) and Silva (2009) considered curriculum

descriptively.

Describing curriculum prescriptively, it is considered as “a sequence of content
units arranged in such a way that the learning of each unit may be accomplished as a single
act, provided the capabilities described by specified prior units have already been mastered
by the learner” (Gagne, 1967, p.23). Similarly James Popham and Eva Baker also believe
that curriculum is the “all planned learning outcomes for which the school is responsible
... curriculum refers to the desired consequences of instruction” (Popham & Baker, 197@,

p.48).

Defining curriculum descriptively, Daniel Tanner and Laurel Tanner take
curriculum as a “plan or program of all experiences which the learner encounters under the
direction of a school” (Tanner & Tanner, 1995, p.158). Similarly, curriculum is taken as
“the totality of the experiences the pupil has as a result of the provision made” (Kelly,

2004, p. 8).
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Ronald C. Doll viewed curriculum as, “the formal and informal content and
process by which learners gain knowledge and understanding, develop skills and alter

attitudes, appreciations, and values under the auspices of that school” (Doll, 1996, p.15).

In nutshell, curriculum is a plan of an educational programme that has been
chalked out by the stakeholders of a nation in the light of its past history, ideology, values
and culture, for bringing a deliberate change in the behaviour of its new generation in a
desired way that prepare them for their future responsibilities through appropriate
materials and adequate methods. This helps us, to understand curriculum and read,
explicitly, about what are in the lines and, implicitly, what are between the lines, and thus

classify curriculum into its broad types that are relevant to this study.
2.2  Types of Curriculum

Curriculum can be categorized into a number of types for variety of reasons, but
the most important and primary types of curriculum that can be relevant to this study are as

discussed below.
2.2.1 Explicit Curriculum

The explicit or written or sometime called as indented or overt (Srivastava &
Kumari, 2005) curriculum is a curriculum which provides for learning activities that the
students are required to go through during their education process and which is subjected
to review from time to time. Srivastava and Kumari explain thus, “the overt curriculum is
usually confined to those written understandings and directions formally designated and

reviewed by administrators, curriculum directors, and teachers, often collectively” (ibid,

p.31).
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It is the curriculum that the quarters concerned can easily evaluate in the light of
openly stated purposes and make changes for further improvement. However, implicit

curriculum matters the most in the upbringing and education of new generation.
2.2.2 Implicit Curriculum

The implicit or hidden curriculum underlines things more than to transmit
knowledge (Hatch, 2009) that a curriculum conveys and students receive in the form of
ideas, values, behaviours and patterns implicitly (Alsubaie, 2015; Cubukgu, 2012; Portelli,
1993) for human development, complete and comprehensive. The implicit curriculum is
occasionally called as unintentional curriculum, which purports something a byproduct. It
seems erroneous as the implicit concepts and patterns are more intentional at the time of
curriculum development process but are not stated openly; therefore, the implicit or hidden
curriculum can be rightly named as experiential curriculum after what the learners
experience in the schools, for example, development of self-efficacy of the students is the

main concern of this study.

Educationists consider that implicit curriculum is taken on through planned,
deliberate and organized work of the schools and even through the materials provided in
the formal setting of schools, not being overtly declared by curriculum planners but
remains in the mind of policy makers and curriculum planners. It is generally argued that
the implicit part of the curriculum is clgar in the mind of both the planners and the
practitioners of the curriculum but hidden from the individuals-to-be-taught (Kelly, 2009;
2004). In other words, implicit curriculum is an indirect approach to the target of a nation.
Kelly (2009, p.32) has rightly stated that, “in curriculum planning and, indeed, in any

debate about the curriculum, we must look beyond considerations of content alone and
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recognize that questions of the purposes or reasons for our decisions are logically prior to

those about their substance”.

Tanner. and Tanner (1995) called ‘hidden curriculum’ as ‘colla.lteral curriculum’
with a view that the term ‘hidden’ involves a negative impression of concealing leaming
experiences that are manifested through students’ behaviour and attitude with a longer
effect. Thus, it is a “non-academic but educationally significant component of schooling”

(Urevbu, 1985, p.3) as for instance,

the messages and lessons derived from the mere organization of schools —
the emphasis on: sequential room arrangements; the cellular, timed
segments of formal instruction; an annual schedule that is still arranged to
accommodate an agrarian age; disciplined messages where concentration
equates to student behaviours were thej} are sitting up straight and are
continually quiet; students getting in and standing in line silently; students
quietly raising their hands to be called on; the endless competition for

grades, and so on. (Srivastava & Kumari, 2005, p.32)

Since the beginning of the twentieth century, the progressive philosophy of Dewey
has been guiding the curriculum, both implicit and explicit, to be planned and designed in
a way that revolves around the learner and the “content and learning experiences in the
school should aspire on the nqeds and interests of the learner” (Njogu, 2012, p.113),.

providing an opportunity to train him/her to lead an effective and successful life in future.

Both implicit and explicit curriculum are based on strong foundations that deep
rooted. The roots are imbedded in history and ideology of the nation, culture of the people,

social structure of the society and above all individual needs of the learners. Therefore, the
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following section takes on the foundations of curriculum to investigate them in context of

this study.
2.3 Foundations of Curriculum

Curriculum is not an abrupt manifestation. It is being developed on different
bedrocks or foundations. These can be defined as the “values, traditions, factors and forces
which influence the kind, quantity and quality of the experience, the school offers its
learners” (Shiundu & Omulando, 1992, p.59). These foundations purport the aspirations of
the nation and provide a basis for the development of curriculum. The curriculum rests
mainly on the three foundations that include philosophical foundation, sociological

foundation and psychological foundation.
2.3.1 Philosophical Foundation ..

The philosophical underpinning provides a strong foundation for curriculum as
philosophy enlightens the path of curriculum development process. The educational
theories (Omstein & Levine, 2008), which are also called by Oliva, (2001) as the
philosophies of education include, essentialism, perennialism, progressivism and
reconstructiqnism have their roots in the philosophies of idealism, rgalism, pragmatism,

existentialism (Oliva, 2001).

Ornstein (2011) affirms that these educational philosophies greatly influence the
curriculum across the globe. It is the philosophical underpinning that makes the curriculum
planners to see curriculum as content, or a programme, or intended learning outcomes, or
cultural reproduction, or social reconstruction, or experience, or discrete tasks, or a
currere. 1t is the philosophical underpinning that guides the curriculum planners to adopt

these approaches. The study concerns with the approaches to curriculum as an experience,
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or as a ‘currere’, that connotes running of a race, rest upon progressivism. Progressivism
challenged the traditional philosophies of the past and stressed upon child-centered
approach in education. The main proponents' of progressivism include John Dewey,
William H. Kilpatrick, John L. Childs, Boyd Bode and others. In the curriculum

development process, John Dewey maintained that,

the child is the starting point, the center and the end. His development, his
growth, is the ideal. It alone furnishes the standard. To the growth of the
child all studies are subservient; they are instruments valued as they serve
the needs of growth. Personality, character, is more than subject matter. Not

knowledge or information but self-realization, is the goal. (Dewey, 1902,

p-9)

This purport, that both the concepts, curriculum as experience and curriculum as
currere, are dynamic in nature and connecting means to ends. Curriculum as currere
espouses that an individual goes through a process that has a starting, as well as the end
and definitely an in-between experience through which he/she undergoes. Curriculum is
“the interpretation of lived experiences” taken from the individuals’ society (Shubert
(1985, p- 33). The curriculum, developed on such footings, prepares individuals for their

future life, which is the main point of the argument of this study.
2.3.2 Sociological Foundation

Another foundation of curriculum is offered by the society, as education is a
“major social institution” (Kornblum, 2008, p.450) as it operates inside the society and
hence, society provides a strong foundation of curriculum development of a nation. School
gets its input from the society and gives it back to the society as an output, thus,

“curriculum debates, implicitly or explicitly, are always debates about alternative views of
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society and its future” (Young, 1998, p.9). Therefore, many social aspects are taken into
consideration during curriculum development process. Such aspects include societal
changes, transmitting culture, social problems, and above all the economic issues.
Changes, occurring in the society, influence curriculum. The societal changes such as
changing family type, population explosion, and rural-urban migration lay great

responsibilities upon the school and curriculum.

Transmitting culture from one generation to another generation is one of the
functions of schools which can be achieved through properly adopted curriculum. School
as a popular educational institution is “a specialized structure with a special function:
preparing children for active participation in adult activities” (Kornblum, 2008, p.442).
Hence, formal education is considered as an important form of socialization that “transmits

the society’s culture to the next generation” (ibid, p.441).

The social problems such as social inequality, social classes, racialism and
ethnicity, gender issues of access to education and equality of opportunity and issues, etc.
influence the curriculum development process. These social problems and issues,
adversely affect the learning abilities of individuals, their attitudes as well as skills
required for particular jobs (Oliver & Shapiro? 1990; Wilson, 1987). In such a context,
formal education is often considered as one of the most effective tools for solving such
social problems. The educational institutions have to turn the crowd of young people into a
well-developed, well-organized human resource. Therefore, the sociologists who are critic
of the existing situation and want reforms in the society have “called attention to the need
to link formal schooling with programs designed to address social problems” (Kornblum,
2008, p.448); however, the goal is difficult to be attained in true letter and spirit (Cahill,

1992) as the conflict theorists consider the modern education as an advocate of status quo
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and class inequality. They challenge whether the modern education really ensures genuine
mobility or reproduces the same class structure (Arrow, Bowles, & Durlauf, 2000; Bowles

& Gintis, 2000).

The discussion on sociological foundation of curriculum would be incomplete
without the understanding of psychological aspect, as society is “a population of people ...
that is organized in a cooperative manner to carry out the major functions of life”
(Kornblum, 2008, p.74) and, therefore, the individual occupies a dominant position in the
fields of sociology on macro level and psychology on micro level (McLeod & Lively,
2006, p.93). Research studies in social movements emphasize the mutual relationship of
individual’s psychological attributes and social drives involvement (Snow & Oliver,
1995), such as social class and self-esteem relationship (Rosenberg & Pearlin, 1978) and

the social class and efficacy relationship (Kohn, 1989).

Society affects individuals and gets affected reciprocally. Macro-sociological
structures consist of micro-sociological entities i.e. individuals. The social structures
influence practices of the people and in return these practices strengthen these structures
(Sewell, 1992). Sociologists and psychologists are thus working reciprocally because
society and individuals are the two contemplative faces of a coin; one cannot exist in the
absence of the other. Self-efficacy, which is the focus of this study, is psychological
construct but affected by sociological feedback and is, thus, referred to as a subject of
social psychology. Therefore, it becomes paramount that the curriculum development is

founded on psychological foundation, besides, sociological and philosophical foundations.
2.3.3 Psychological Foundation

Education is learning and learning is “the process of acquiring new and relatively

enduring information or behaviors” (Myers, 2013, p.266), whereas psychology is the
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“science of behavior and mental processes” (ibid, p.6). Thus psychology provides a strong
foundation to education and curriculum. Almost all the psychologists have contributed to
the field of education through their experiments and theories resulting in different schools
of thought in psychology, for instance, structuralism, functionalism, gestalt, behaviorism,
and psychoanalysis (Bruno, 2002) and humanism (Weiten, 2010) to explain human
behavior. These schools of thought in psychology influence the education process in

general and curriculum in particular.

In this review of the literature, the focus is restricted to humanism, which is more
pertinent to the study in hand. The humanism school of thought was emerged as a
resistance to behaviourism and psychoanalysis. The humanists consider that human beings
possess special qualities for their personal growth and development, which distinguish
them from animals and therefore, to them, research studies conducted on animals provide

no insight in understanding the human behaviour (Davidson, 2000; Weiten, 2010).

Behaviours of human beings are regulated mainly by their self-concept that is not
found in the animals at all (Rogers, 1951). Humanists uphold that individuals have a “basic
need to continue to evolve as human beings and to fulfill their potentials” (Weiten, 2010,
pll). Indeed, people confront psychological disorders and disturbances‘ due to

dissatisfaction of their uncalled-for needs.

Maslow strongly conteqded that “What a man can be, he must be. He must be true
to his own nature” (Maslow, 1970, p. 46). Humanists stand for the positive and optimistic
analysis of human nature and personal growth. They also believe that the human conscious
and behaviour cannot be accessed through scientific research and therefore, little impact

has been made on the science of psychology (Martin et al., 2010). Nonetheless, Rogers, the
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proponent of humanism in psychology, developed such research designs, for instance Q-

sorts that allow for objective measurement of the self (Gross, 2010).

Human experience of being living organism, helped .to develop a unique view of
the world and therefore, creates it of their own. The understanding of external reality
shapes lives of human beings (Rogers, 1951) and emphasizes the importance of sense of
self (Rogers, 1959). Humanistic educators thus proposed self-oriented and child-centered

approach (Pajares, 2003); and, hence, found relevant to discuss in the study.

However, humanism lost ground when focus was shifted to social control in
shaping human behaviour, and curriculum started to develop on the demand for social
control of behaviour. This caused popularity of the educational institutions and education,
which cannot be harmonized with the society, is wipe out of the classroom (Villaverde,

2003).

" Social control of human behaivour guides us to the theory of constructivism, a
learning theory that explains nature of knowledge and human learning in a context
(Ultanir, 2012). Constructivism has two major types: cognitive and social, which support
the developing notion of knowledge construction through the cognitive processing of
individuals in interaction with the society. Cognitive aspect of constructivism owes its
origin to Piaget while social aspect is related to Vygotsky. Vygotsky’s concept of zone of
proximal developmept provides greater implications for educators to develop the cognitive
abilities of students (Cohen, Manion, Morrison, & Wyse, 2010). Nonetheless, both
cognitive and social support the idea of self-efficacy of individuals, as it has two main
sources intrinsic (performance accomplishment and physiological feedback for emotional

arousal) and extrinsic (vicarious experience, and social persuasion).
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These foundations provide a strong and formidable basis for curriculum of a nation
as foundation, not directly referred to, always provides, a standing point for an exhibited
item. The foundations of curriculum help the curriculum planners in guiding about the
path, to adopt, while developing the curriculum. The path explains the stages through

which the journey continues in the process of curriculum development.
2.4 Organization of a Curriculum

Curriculum is composed of major four components including curriculum purposes,
content or syllabus, methods for classroom instruction, and assessment and evaluation
(Nicholls & Nicholls, 1978; Skilbeck, 1984; Tyler, 1949). These components are

interconnected and interdependent as discussed below:
24.1 Curriculum Purposes/Targets

The curriculum purposes play an important role in the curriculum organization.
They are the starting point. Nothing can be done without having any target to be achieved
(Oliva, 2001). These targets are not surface abruptly, but rooted in the ideology of the
nation, philosophy of education, society, and above all the learners’ needs or say the
psychology of the students (Oliver, 1977). The purposes are set for different level and
hence named differently as aims, goals and objectives (Oliva, 2001) or recently called as
the standards, benchmarks and learning outcomes. These are stated from broadest sense to

the narrowest sense of achievement.

2.4.2 Content or Syllabus

The curriculum purposes are achieved through content which are determined by the
curriculum planners and is known as syllabus (Oliva, 2001). The content portion of

curriculum is a critical factor in the academic success of the students. A comprehensive
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and content-rich curriculum is dominant characteristic feature of academically performing
nations (Steiner, 2017). The content selection is an important task for the curriculum
planners and designers as it has direct implications upon the students’ mind. Therefore,
certain considerations such as scope of the content, relevance to the society, need of the
learners and availability of sources and resources must be taken into account (Aukerman &

Schuldt, 2017).

The syllabus is presented in more concrete and specified form in the textbook for
classroom instruction. Textbook is the concrete manifestation of curriculum content
designed to provide the students with what the authorities deem necessary for the students
(Mahmood, 2009; Stray, 1994). Therefore, textbook is considered as the only valid and
acceptable source of knowledge at schools in Pakistan (Bano, 2005) and even most of the
teachers use it “as their principal curriculum guide and source of lessons” (John, 2001,

p.32).

Textbook establishes a connection between the planned and executed course of
action, reflecting a complete system of thoughts, which are brought into the classroom
(Gracin & Mati¢, 2016). Textbook’ content determines the type of knowledge and skills
that students have to achieve with two-prone strategies i.e. implicit ideals and explicit

content (Pinto, 2007).

Textbook in Pakistan, like all other developing nations, is a “guide for the
inexperienced teachers” (Government of Pakistan, 2000, p. 23).Though, they little bother
to use it as a guide and just “repeat what it contains and the student is encouraged or
simply ordered to memorize its contents” (Aziz, 1993, p.1), nonetheless, the traditional
systems of education offer no other alternatives to be used during classroom instruction

and teachers compulsorily rely on textbooks (Apple, 2001), which fade away the actual
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target of learning in the classroom and the instruction remains a mere process of injecting

factual information into the minds of the students.

The Khyber Pakhtunkhwa Textbook Board (KPTBB) develops textbooks for the
public sector while it also coordinates textbooks development through private publishers
and is responsible for the conduct of internal review of these textbooks (The Society for

the Advancement of Education, 2014).
2.4.3 Methodology for Classroom Instruction

The third component of curriculum is the methods of teaching or pedagogy for
classroom instruction (English, 2000). Classroom instruction, a key feature of formal
education, where teacher’s control is exercised (Colley, Hodkinson & Malcolm, 2003),
ensures implementation of the curriculum. Implementaﬁon animates the planned
curriculum and is directly related to the teacher who creates conducive environment for
learning and “ensures that it engages the learner, collaborating with other learners,
resources and experts to construct knowledge” (Cohen, Manion, Morrison, & Wyse,
2010). The curriculum development process for school level, in Pakistan, is “a centralized”
process (Mahmood, 2006, p.7) and teachers have not directly involved in the process and
they are ignorant of the way to implement the curriculum with letter and spirit (Fullan,
2002). Therefore, this component needs to be elaborated in detail for the achievement of

the curriculum targets.

Ewing (2010) argues that curriculum implementation in the classroom primarily
depends upon the question that how a teacher conceptualizes the curriculum? And how
he/she plans activities for instruction accordingly? This implies that implementation of a
new curriculum is determined by teachers’ readiness and reception for innovation and

change. Nevertheless, it can arise difficulties for teachers too; therefore, they should be
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provided with opportunities and time to follow, as Marsh (2009) has pointed out that for
implementation of new curriculum, teachers need considerable period of time to
comprehend the changes and to build their confidence and develop their competency to
im.plement it. Teachers have the appropriate knowledge of the needs of their students,
therefore, they have to develop and implement their own version of curriculum

(Ladnemets, & Kalamees-Ruubel, 2013).

2.4.4 Assessments and Evaluation

Assessment and evaluation of students’ achievement is the last component of
curriculum, nonetheless it is an important one. The curriculum outlines the means and
ways for the assessment of student achievement in the light of curriculum targets set in the
beginning (Ewing, 2010).

Assessment and evaluation can be formative and summative serving different
purposes (Gipps, 1994). Formative assessment aimed at to provide information on
learner’s progréss at one or more point during the learning proceés. Appropriate
assessment activities would .be needed to determine the effectiveness of students’ progress
at particular points in the process and provide them with feedback on their performance
(Knight, & Yorke, 2003). On other hand, summative assessment is meant for a general
assessment of the degree to which the larger outcomes have been attained over the entire
course or some substantial part of it. In summative assessment students’ performance is

checked at the end of program (ibid).

It is found that curriculum content and assessment practices work in divergence
and hence encourage rote memorization to secure position in the state conducted

examination at different level and schools develop a culture of no thinking and hence
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openness, inclusiveness and invocation cease to exist which equally supported by the

curriculum content and assessment procedures (Campaign for Quality Education, 2007).

To assess the consistency, coherence, and connectedness of all the four components
of a curriculum, besides, the appropriateness for the personal development of the students,
a planned and periodical evaluation is indispensable to review the targets, content and the

process.
2.5 [Evaluating and Reviewing the Curriculum

According to Killion (2002), evaluation is, “a systematic, purposeful process of
studying, reviewing, and analyzing data gathered from multiple sources in order to make
informed decisions about a programme” (p.42). Similarly, evaluation of the curriculum,
implemented in the classroom situation is made upon the information collected thereupon
for the purpose to make decisions judging its worth (Lee, 2005; McKernan, 2008;
Stufﬂebeam, 1971). The information can be collected thrbugh posing questions for
example, was tﬁe curriculum implemented focused upon the curriculum ﬁaterial? Or what
were the instructional strategies and activities? Or what were the activities of students’
engagement in the classroom? As all these three are happening simultaneously, some
appropriate criteria need to be determined for the evaluation. The curriculum should be
evaluated after how much period of time say, six months or a year period of time or even

longer than that (Marsh, 2009).

In evaluation, nothing more than just attempting either to determine that the
programme is being implemented with letter and spirit to highlight the gap between the

theory and practice or to ensure that what have set earlier have been achieved (Kelly,
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2009). This leads to evaluate curriculum and instruction, as it is difficult to separate the

two. Oliva (2001) has thus explained that,
in a very real sense evaluating instruction is evaluating curriculum
implementation. We may élarify the distinctions between the two
dimensions of evaluation in the following way: curriculum evaluation is the
assessment of programs, processes, and curricular products (material, not
human). Instructional evaluation is (1) the assessment of student
achievement before, during and at the end of instruction and (2) the

assessment of the effectiveness of the instructor. (p.56)

Evaluation of an educational programme, for example, curriculum development
and implementation, requires to be on merit and judge what needs to be judged but mostly,
it is done with political intent rather than what is cherished educationally (Kelly, 2009;
MacDonald, 1975; McKernan, 2008). A. V. Kelly (2009) explains the situation that,

The politicization of the processes of curriculum evaluation, like that of

. pupil assessment, and, indeed, of all other aspects of curriculum planning,

has led, as it must, to an arresting of the development of our understanding

of the process, a loss of important professional expertise and thus a

reduction in the quality of educational provision. It might be argued further

that there has been not only an arresting of this developmental process but,

worse, a return to less enlightened practices, degeneration_in both theory

and practice. (p.170)

To MacDonald, evaluation is either of the three types such as bureaucratic,
autocratic and democratic. The bureaucratic type of evaluation serves the interest of agents

in central government. Evaluators take care for the values of bureaucrats in the evaluation
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process of the curriculum, as the bureaucrats control the resources. On the other hand,
autocratic evaluation is carried out conditionally with quasi-independent nature in
concordance of the central authority that extends external validation of the central policy
swapping for the fulfillment with its recommendations. The data is monopolized 'by the
evaluators to avoid any change or influence by the client. Whereas the democratic
evaluation is differentiated for its no confidentiality, access and negotiation where the data
is not restricted only to evaluators rather shared with all the stakeholders after the
evaluator conduct it honestly (MacDonald, 1975). The democratic evaluation in the
MacDonald classification really serves the educational purposes that can bring reforms

with letter and spirit.

The theory of evaluation developed for curriculum was introduced as an attempt to
assess the practices made in the courses of study such as instructional material, classroom
instruction and knowledge and behaviour of the students changed therewith. This attempt

is to understand the worth and further implementation of the new changes (McKernan,

2008)

Evaluation provides to review the curriculum and develop a broader perception of
the purposes of curriculum. Guba and Lincoln (1981) explain evaluation and reviewing the
curriculum in terms of merit and worth. To them, merit refers to the intrinsic value of an
object, which is natural, real and genuine. It is not mutilated by any application, therefore,
it is determined and explained independent of the context. On the other hand, worth is
referred to the value of an object in a particular setting. It can be changed by using

different applications
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To determine the merit and worth of newly developed and implemented
curriculum, evaluation specialists have devised different models to approach in their own
way providing ground for the evaluation process discussed in this section. Some of the
most commohly used models for curriculum evaluation include Tyler’s Objectives-
Centered Model (1950); Stufflebeam’s CIPP Model (1971); Scriven’s Goal-Free Model
(1972); Stake’s Responsive Model (1975); Bradley’s Effectiveness Model (1985); Eisner’s
Connoisseurship Model (1985) and many more. In this study Stufflebeam’s CIPP Model of

evaluation is implied to evaluate the secondary level curriculum for self-efficacy.
2.6  Stufflebeam’s CIPP Model of Evaluation

The evaluation of curriculum is a responsible task and, therefore, needs to be
carried out carefully and cautiously. For the purpose, in this study, Stufflebeam (1971)
evaluation model was applied for the evaluation of curticulum, as the model offers great
significance for decision making process on the basis of data. The Stufflebeam’s Context,
Input, Process and Product (CIPP) model is a comprehensive model for evaluation process
as it starts with the conception through the final stage of the activity. It addresses the

targets of a programme, the means through which the goals would be attained, the

Figure 2.1: The CIPP Model
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procedures required for the utilization of the means and finally what product is produced.
Stufflebeam’s CIPP model is best conceptualized in the figure 2.1 as adopted from

Stufflebeam, (2003, p.33).

The figure 2.1 indicates that roots of evaluation are imbedded in core values. The
core values may be referred to “a range of ideals held by a society, group, or individual”
(Stufflebeam, 2003, p.33). In this study, the core value was the self-efficacy belief of

students for which curriculum of secondary level in Khyber Pakhtunkhwa was evaluated.

The CIPP model was chosen for this study among the others for its matching
relationship with the curriculum development process and practice. The context in the
CIPP model corresponds with the goals and objectives (standards and benchmarks)
determined for the curriculum, the input evaluation was linked to content/learning
materials (textbooks), the instruction was evaluated as process and the assessment as the
product in connection to the provision of the sources of information for the self-efficacy
and hence development of self-efficacy among the students exposed to the curriculum at
the secondary level in Khyber Pakhtunkhwa province of Pakistan. The reciprocation of

CIPP model of evaluation and curriculum practice is illustrated in the figure 2.2.

Aspects of CIPP ModelJ LAspects of Curriculum

r 1L

Context —> i Aims, Goals, Objectives
Input —> Content
Process —> Instruction
Product m— Assessment

Fig. 2.2: Reciprocation of CIPP Model and Curriculum
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2.7  Self-Efficacy

Self-efficacy is “a sub-set of self-concept” (Ashman & Conway, 1997, p.192) and
has its roots in social cognitive theory of Bandura (1977a), “influenced by actions and
conditions” (Schunk & Pajares, 2002, p.16) that affects choice of task, its effect,

continuation and achievement (Bandura, 1997; Schunk, 1995).

Albert Bandura conceptualized self-efficacy as “a judgment of capability to execute
given types of performances” (Bandura, 2006a, p.309) referring to the beliefs that people
hold about their “capability of organizing and performing tasks within a specific domain to
effectively lead to specific goals” (Carr, 2004, p.208). Hockenbury and Hockenbury
(2014) elaborate it as “the degree to which you are subjectively convinced of your own

capabilities and effectiveness in meeting the demands of a particular situation” (p.438).

Zimmerman and associates (1996) explain the concept of self-efficacy with an
example in a methematical way as,
Let us assume that the weekly quizzes consist of 10 questions, with every
correct answer receiving a point. The teacher asks the students to estimate
the score they expect to receive on the quiz and then to rate their confidence
about attaining at least that score using a 3-point scale (representing not
very sure, quite sure, and absolutely sure). To adjust the estimated score for
differences in confidence, the following weighting procedure should be
used. For the rating of not very sure, a point is subtracted from the
estimated score (-1); for the rating of quite sure, no points are added or
subtracted from the estimated score (0); for the rating of absolutely sure, a

point is added to the estimated score (+ 1). (Zimmerman et al., 1996, p.27)
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The estimation was applied by Zimmerman and associates (1996) with a concrete
example of a child who expects a score of 6 for a task but is not very sure about it (-1)
culculated her self-efficacy as 5 as (6 - 1), but she got score of 7 when the task performed
actually. She estimated score of 7 for the next task being quite sure (0), increasing her self-
efficacy to 7 as (7 + 0) but she received 8. Similarly, on third time task the child estimated
8 with quite sure and got 8 as per expectation. Hence it ensures achievement in the
presence of required knowledge and skills (Schunk & Pajares, 2002). This sort of exercise

creates optimism and helps motivation for different endeavors.

Self-efficacy is a self-reflection on one’s own abilities and capabilities in a
particular context (Caprara, Scabini, Barbaranelli, Pastorelli, Regalia, & Bandura, 1999)
helping in understanding the failure, to achieve the optimum on a particular task besides
having the required skills (Hockenbury & Hockenbury, 2014). It is not a skill rather a
belief and therefore, may not predict human behaivour. It is a distinct construct that of self-
concept and self-esteem but influence them. It is not permanent thing but a domain speicfic
(Hefferon & Boniwell, 2011); however, it is set up over “a lbng period and comes from
observations about how success is obtained” (Ashman & Conway, 1997, p.53) and can

persists throughout life if developed in the early stages of life (Kolb, 2011).

Self-efficacy is the pivot of human strengths for variety of reasons: firstly, it
contributes to decision-making process and its materialization; secondly, it stimulates
cognitive and emotional factors that influence performance; thirdly, it regulates the effect
of potential variables to improve achievement (Caprara et al., 1999). It drives our action,
from choices through the outcomes as Hefferon and Boniwell (2011) assert that it “impacts
the choices we make, the effort we put forth/level of motivation, how we feel about

ourselves, others, the task and how long we persist when we confront obstacles™ (p.106).
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However, it has little impact upon human functioning in a biased socio-economic situation;
for example, self-efficacy of students may not be working in a school if it lacks the man
and materials required for the academic functioning (Bandura, 1986; Schunk & Pajares,
2002). Nonetheless, an efficacious perosn believe in his own cognitive and affective
faculties for the attainment of desired goals in a speicific domain. This leads him to believe
“in internal locus of control” (Zulkosky, 2009, p.96). Thus self-efficacy of people created
by the result of their own actions that is reinforced by the actions and behaviours of other
reliable people (Schunk & Pajares, 2002) leading to point out its sources that would be

dealt in the upcoming section of this review.

2.8 Building Blocks of Self-Efficacy

Bandura (1977b; 1995; 2006a) identified four building blocks of self-efficacy
belief. These mclude both personal and social including primary and secondary
experiences, social persuasion and somatic and emotional states; however, these have not
the same impact but “described in order of their power to influence self-efficacy”
(Alderman, 2004, p.72). Individually all of these develop and strengthen the self-efficacy

for a specific situation but collectively their impact is long lasting.
2.8.1 Performance Accomplishment (Primary Experience)

The first and most influential (Crain, 2000) as well as powerfil (Alderman, 2004)
source of efficacy belief is the mastery experience of an individual. Mastery experiences
are achieved by performance accomplishment that can be produced by different modes of
induction such as “participant modeling, performance desensitization, performance
exposure and self-instructed performance” (Bandura, 1977b, p.195). It strengthens the

efficacy belief of individual through “perseverance and overcoming obstacles” (Carr,
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2004, p.209) as experiencing success in tackling odd and difficult tasks lead to “strive for
progressive improvement rather than perfection” on the earlier attempts (Hockenbury &
Hockenbury, 2014, p.362). Individual experiencing a strong efficacy over a long course of
time with rebeated success at challenging tasks reduces the dimiﬁishing effects of
occasional failure (Bandura, 1977b), however, easy successes come quick and go the same

way leaving discouraging effects at failure (Bandura, 1995).

Repeated successes develop a strong sense of efficacy and vice versa. Failure can
be devastating for efficacy belief, if it occurs prior to its firm implantation. The
establishing and strengthening of efficacy belief through mastery experience involves
“acquiring the cognitive, behavioural and self-regulatory tools for creating and executing
appropriate courses of action to manage ever-changing life circumstances” (Bandura,

1995, p.3).

The performance accomplishment as mastery experiences in school context
significantly influences students’ self-perception. Students with “repeated success in
school is likely to develop positive feelings about their abilities, while those who
encounter failure tend to develop negative views of themselves” (Purkey, 1970, p. 26). The
curriculum implemented in schooliis, therefore, can be the best source of providing the
opportunities for the students to strengthen or weaken their self-efficacy both for specific

as well as general situations in their lives.
2.8.2 Vicarious Experience (Secondary Experience)

To Bandura (1977b, 1995, 2006a), not only personal experiences are sufficient for
strengthening the efficacy belief, but requires social modeling — live and symbolic — in
addition to make it more persevere by “observing others succeed through sustained effort”

(Carr, 2004, p.209). Social inspirations, in the preferred environments, maintain to promote
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particular abilities and capabilities. Thus, choosing and manipulating their environments,
people strive for what they want to become. Therefore, in the development of efficacy
belief social modeling occupies a notable role. Models are “sources of aspiration,
cdmpetencies, and motivation” and their persistent struggl.e for success establishes and

nourishes observers’ belief in their abilities and capabilities (Bandura, 2006b, p.56).

In a novel situation, where personal experiences lack, the vicarious experiences
work. For example, as illustrated by Hockenbury and Hockenbury (2014),

if you’re not certain how to prepare effectively for a test or a class

presentation, talk with fellow students who are successful in doing this. Ask

how they study and what they do when they have difficulty understanding

material. Knowing what works is often the critical element in ensuring

success. (p.362)

Vicarious experience demonstrates either through mastery model or coping model.
The coping model has deeper effect than mastery model on the development of self-
efficacy of individuals. Mastery model exhibits with immense proficiency and confidence
whereas the coping model performs task with almost the same competence utilizing the
same strategies and efforts as the observers do (Alderman, 2004). Therefore, Fhe peers
influence their fellows’ efficacy belief as success of similar others motivate individuals
and raises their self-efficacy and even others’ failure make them convinced of persistent
struggles to succeed. An academically oriented group contributes more to students
achievements than that of a group that is less academic or even nonacademic at all (Schunk

& Pajares, 2002).
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2.8.3 Social Persuasion (Persuasive Experience)

Social persuasion (Bandura, 1995; 2006a; 2006b) or verbal persuasion (Bandura,
1977b), is the third influencing factor in the development of efficacy belief of individuals.
Realistic boosts in self-efficacy can be ensured through others’ persuasion as people
require recognition and acknowledgement. It can be made through “suggestion,

exhortation, self-instruction and interpretive treatments” (Bandura, 1977b, p.195).

Social persuasion is considered as less influencial than the mastery and vicarious
experiences; however, it easily undermines one’s self-efficacy rather to enhance it,
especially during the formative years of the young people who are eagerly receptive to the
message of the close ones (Bandura, 1997). It is used on spontaneous basis for
encouragement, nonetheless, skillful and strategic use of this can yield a task-directed
effort in a particular setting (Appelbaﬁm & Hare, 1996) espcially in school and classroom
environment. Social persuasion is not only restricted to positive verbal persuasion, but
rather effective practitioners of efficacy development create a situaion where individuals

attain successes and minimize their likelihood of failure (Bandura, 2006b).

It is noteworthy here, that realistic social persuasion adds to efficacy belief
otherwise it undermines, as unrealistic boosts in self-efficacy may cause disappointment at
adversarial results of the efforts. Similarly, reverse persuasion also undermines the efficacy
belief if one is persqaded of lacking abilities; he would give up struggle in _the face of

challengesthat deminishes the efficacy belief (Bandura, 1995).

Teachers owe major role in social persuasion of their students in the classroom.
Teachers’ communication with their studetns is of decisive importance. It shapes “a child’s
life for good or for bad”. Teachers’ acceptance or rejection makes nothing for them but it

deeply shapes their students’ lives. This situation is “fateful, if not fatal” for their students.
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Teachers, hence, should be cautious of their words and actions in the classrooms as to
reach “a child’s mind a teacher must capture his heart” then he can “think right” if he

“feels right” (Ginott, 1972, p. 69).
2.8.4 Physiological and Emotional States (Emotional Experience)

The fourth form of affecting ones’ efficacy belief is physiological and emotional
states (Bandura, 1977b; 1995; 2006a; 2006b). It can be characterised through ascription,
biological feedback, symbolic desensitization and symbolic exposure (Bandura, 1977b).
Self-efficacy of individuals can be strengthened by “pursuing goals when physically fit
and in a positive mood” (Carr, 2004, p.209). In physical activities, people consider
exhaustion, pains and hurts as sign s of their physical efficacy (Bandura, 2006b), which is
the manifestation of emotional state as “stressful and taxing situations generally elicit

emotional arousal that, depending on the circumstances” (Bandura, 1977b, p.198).

People partially count their physical excitement for estimation of their stress and
anxiety. A high level of aversive excitement hampers performance. Fear breeds fear of
inhibiting taxing conditions due to anticipatory self-excitement. The fear-provoking

feelings stimulate anxiety among the individuals (ibid).

Development of stronfg efficacy belief requires to nurture physical strength, avoid
stress and anxiety, as well as ractify the “misinterpretations of bodily states” (Bandura,
1995, p.’5). Not only the intensity of physical and emotional reactions is significant but
how they are received and interpreted, do matter. For instance, high efficacious people get
stimulation from their affective arousal while performing; conversely, low efficacious
people consider emotional arousal as a hindrance for their performance (ibid). It
differentiates people the way they believe, behave and experience to motivate them. In

terms of feeling, the low level of efficacy belief is “associated with stress, depression,
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anxiety and helplessness” (Zulkosky, 2009, p.94) resulting in low self-esteem and

ultimately develops pessimism.

The physical states such as fatigue or pain adversely affect self-efficacy. Similarly,
in the fearful, anxious and tension-ridden situation one may consider himself or herself
incompetent to undertake a course of action. Efforts are required to improve the
physiological and affective conditions to enhance the efficacy belief (Appelbaum & Hare,
1996; Wood & Bandura, 1989). Similarly, positive mood boosts efficacy while negative
mood deminishes it. People go for every challenge when they are in good and positive

mood; on contrary, easy tasks are poorly performed if one is out of mood.
2.9 Efficacy Activated Processes

Outcomes of humans’ performance rely on their level of motivation and confidence
in one’s self to perform a particular task. Hence, efficacy belief is the “most important
predictor of change in behavior” (Leﬁz & Shortridge-Baggett, 2002, p.63). It regulates
human performance through four key processessuéh as “cognitive, motivational, affective
and selection processes” (Bandura, 1995, p. 5).The likelihood of people actions rely

primarily on their prospective behaviour that they have to produce in due course of time.
2.9.1 Cognitive Process

Actions start with thinking about them while anticipating the outcomes (Bandura,
1995). Self efficacy beliefs inspire people whether to think positive or negatively and to
act progressively or regressively (Bandura, 2006a). Thoughts predict the prospective
course of action and enable people to control the hindrances that may obstruct the way.
Forethoughts regulate human behaviour by “embodying cognized goals and personal goal

setting is influenced by self-appraisal of capabilities” (Bandura, 1989a, p.1175).
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Highly efficacious people demonstrate better cognitive resourcefulness, tactful
flexibility, managing circumstantial challenges. They take on a futuristic approach in
shaping their lives. They think of opportunities instead of risks. They solve their problems

by visualizing the successful outcomes (Carr, 2004; Zulkosky, 2009).

Psychologists suggest that individuals are motivated by the expectancy of their
capabilities and the anticipation of the result of their endeavours (Sanna, 1992). Therefore,
self-efficacy belief is considered the influencial variable in “academic performance and
achievement” (Shkullaku, 2013, p.471). Hence, students with high self-efficacy succeed in
the academic activities as compared to those who are unwilling to take on difficult tasks
during their academic career (Pajares, 2000),seting high goals for themselves and strive

hard for their achievement. (Shkullaku, 2013).
2.92 Motivation Process

Motivation is vital for all human activities. A mediocre with a strong motivation
performs a task perfectly; on contrary, a competent individual with a poor motivation
performs a task poorly. Self-efficacy plays a key role in regulation of “motivation through

goal challenges and outcome expectations” (Bandura, 2006b, p.56).

Human beings are, by nature, active; however, their behaviours are determined by
their level of motivation (Bruno, 2002). People get motivated by anticipating the result of
their action using their forethought. They have belief about their prospective functioning.
They determine goals and set a plan of action accordingly to materialize their thought
positively. To achieve their goals, they mobilize all the resources at their advantage

(Bandura, 1995).
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Motivated behaviours are purposeful and goal-oriented (Weiten, 2010). It is odd to
think of any human behaviour or an activity that has no motive behind; however, nature of
the motives may be conceptualized differently by the psychologists (Gross, 2010). The
goél-oriented motivation is determined by major three ‘self-influences (Bandura &
Cervone, 1986; Bandura, 1991) that includes self-satisfaction on a performance, self-
efficacy for attainment of goals and readjustment of goals on previous progress (Bandura,
1995). It manipulates motivation in many ways such as setting the goals, required hard
work, resolve to face the hardships in the way, and resistance to failure. People with low
self-efficacy, relinquish immediately when encounter hindrances. On the other hand,
people with high efficacy belief, struggle hard to overcome failures that culminates in

performance accomplishment (ibid).

Self-efficacy influences manifestations of academic motivation of the students,
such as activities selection, intensity of endeavors, continuation, and affective reactions
(Zimmerman, 2000), for successful efforts that instigate for initiating new brojects (Wong,
Lee, & Leung, 2006), as fhe failure is attributed to manageable factors, for exaﬁlple
“insufficient effort, inadequate strategies or unfavourable circumstances rather than
uncontrollable factors such as lack of ability, view obstacles as surmountable” and

therefore, are motivated to continue struggle for attaining the goals (Carr, 2004, p.210).
2.9.3 Affective Process

Emotions play a significant role in one’s achievements as motivation and emotions
are interwoven (Zurbriggen & Sturman, 2002). Emotion causes motivation, for instance,
dissatisfaction and anger regarding the working environment may motivate one for
searching a new job. Conversely, motivation causes emotion as for example, motivation

for a contest such as photography creates jubilation in case of winning or otherwise
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dejection. Similary, highly motivated individuals in a contest experience anxiety at the

time of judgement (Weiten, 2010).

Self-efficacy regulates affective state by interpreting the possible threats in
manageable way, reducing the intensity of worries and unfavorable thoughts. It also helps
in developing a problem-focused coping ability to avoid threatening situation. It enables
people to beseech social support for shielding against stress and anxiety. Furthermore, it
facilitates people to use self-comforting techniques, for instance, mental and physical

exercises minimize arousal regarding threatening situation (Carr, 2004).

The affective feedbacks directly and indirectly affect action by changing thought
process. They depend on the way people think of dealing with. Efficacious people are
seldom disturbed by threats as they believe in their coping skills; and controlling the taxing |

situation minimizes their anxious state of mind (Bandura, 1995).

Efficacy belief plays an important role in controlling anxiety in different ways. It
ensures vigilance for possible threats; perception of threats and ways they are handled.
Threatening situation creates stress and anxiety. It is the way people deal with the
situation, increases or decreases anxiety. The belief of people in “their capabilities affects
how much stress and depression they experience in threatening or taxing situations, as well

as their level of motivation” (Bandura, 1989a, p.1177).
2.9.4 Selection Process

Selection of tasks and activities primarily depends upon the related competence and
confidence of people. People choose activities that they consider themselves competent at

and try to avoid those which are beyond their competence. In terms of activities selection,
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efficacious people go for hard and challenging assignments more eagerly than those of

inefficacious people (Zimmerman, 2000).

Destinies are affected by the selection of situation in which potentialities are
developed. People select such environments that best suit their capabilities and that
flourish them in a best way. Hence, social situation plays a significant role in the selection
process of the individuals (Bandura, 1995). Self-efficacy causes to be an influencing factor
in the selction of academic choices (Zimmerman, 1995) as well as career choices (Schunk,

2012).

2.10 Curriculum and Self-Efficacy

Curricula serve the purpose of school to socialize young people of the society
(Villaverde, 2003), for the,reasén, curricula of many educational programmes are focused
on development of skills necessary for life (Hebert, Kulkin, & Ahn, 2014). Therefore,
schools have to “foster students' personal develépment of the self-beliefs and self-
regulétory capabilities to educate themselves throughout a life’time” (Zimmerman, 1995,
p.202) along with their cognitive development. Explaining the role of curriculum in
developing the efficacy belief of students, Schunk and Meece (2006) have put forward

that,

with respect to the curriculum, students will feel more self-efficacious
about learning when they understand how the new learning builds on what
they know. Although self-efficacy is a domain-specific construct, it is
plausible that self-efficacy for learning will generalize to other situations

when students understand how the new learning relates to the old. (pp. 87—

88)
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The school curriculum is constituted of texts, learning experiences offered by
teachers and peers, classroom formative and summative assessment procedures in the light
of predetermined goals. It is therefore, self-efficacy of the students has to be developed
drawing inferences from .“text, balancing chemical equations, solving fractions, rﬁnning
certain times at track events, and so on” (Schunk, 2012, p.146) and from teacher
persuasive behaviour for their capabilities by saying words like “you can do it” (ibid,
p-147). The best and ideal learning environment is that one where “the curriculum is
designed to enable individuals to acquire knowledge, skills and abilities that are relevant to
them and applicable to their lives outside of school in real-life situations” (Koludrovié¢ &

Ercegovac, 2017, p.94).

It is the school curriculum that affects the feeling of self-efficacy of the students
(Mortimore, 2_002).-It delivers skills that are utilized in the succeeding grades and provides
foundation for the advanced skills. Students exposed to such skills enhance their self-
efficacy due to experience. It is evident that positive school practice enhances student’s
academic self-efficacy while negative practices diminish it. For example, ability grouping
affects self-efficacy either (Schunk & Pajares, 2002). A curriculum developed upon
instructional strategies such as the creative problem solving provides supportive and
inspiring learning experiences, which boosts up students’ efficacy belief (Sewell &

George, 2000).

Bandura’s concept of self-efficacy “needs to be included in our educational
curriculum with all children” (Kolb, 2011, p.206), as the personal inevitability for self-
efficacy remains vital in other situations and even throughout life. The efficacy belief
transfers to other situations if the learners believe that it works. For instance, self-efficacy

in English infuses learners’ confident in learning Science (Schunk, 2012).
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According to Kolb (2011), school should design and arrange activities as well as
plan lessons in such a way that enhance and develop “feelings, thoughts, and personal
perceptions of one’s self-efficacy” (p.209) as the knowledge, skills and competencies
learned here are utilized in the practical life in future (Bandura, 1989b). Curriculum makes
better school environment by offering activities and material that facilitate learning.
Students’ involvement in school activities is partly due to its environment that influences
their efficacy belief and academic achievement (Schunk & Pajares, 2002) by offering
observational learning (Kolb, 2011) as, in such a short life that man has, errors can prove

costly and trial and error experience may cause suffering (Bandura, 1986).

In academic activities students differ due to their efficacy belief for learning caused
by their experience, personal attributes and situational influences. Their efficacy belief
makes them to move ahead even if they are progressing slowly c;r face failure (Schunk &
Pajares, 2002). Students’ efficacy belief can be boasted up by the teaching strategies used
by teachers during their instructions. These teaching strategies as Schunk (1991) has
identified include goals setting and feeaback, reinforcement and rewards, self-instruction,
verbalization, participant modeling, and different combinations of the mentioned

strategies.

Flexibility in school’s curriculum brings about improvement of students’ perceived
efficacy belief; therefore, flexible time allocation for completion of different academic
tasks and individualized assessment procedure for the students besides their study time and
techniques must be required for boosting the efficacy as well as their academic

accomplishment (Zimmerman, Greenberg, & Weinstein, 1994).

Education is a process of humanization of individuals; however, what Freire

(1970/2005) says is also worth consideration that “concern for humanization leads at once
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to the recognition of dehumanization, not only as an ontological possibility but as an
historical reality” (Freire, 1970/2005, p.43). This very statement of Freire explains the
British legacy in the Indo-Pak subcontinent education sector, since 1835, when Macaulay
preéented his Minutes on Indian Education to the British Parliament and got it approved.
Lord Thomas Babington Macaulay, who not only subotaged the Indian native education
system but equally hegemonized the Indians with alien thoughts for a long and even today
the people of Indo-Pak subcontintent failed to escape the yoke of British rule. Therefore,
his channel of subotaging Indian education system and the entire social fabric of Indian
society need to be focused on for understanding the concept of self-efficacy and its

importance for a nation in the context of its education system.
2.11 Macaulay’s Minutes on Indian Education and Self-Efficacy

Curriculum in Indo-Pak subcontinent waé .mainly affected by Macaulay’s Minutes
of 1835 which were introduced in the wake of Orientalists-Anglicists controversy by Lord
Thomas Babington Macaulay to settle down the controversy. He presented his minutes
regarding Indian Education to the British Parliament on February 2, 1835 favouring the
Anglicists’ stance. In his minutes, Macaulay overemphasized English language and
literature in order to undermine the natives’ own language and literature. In the
controversy, Macaulay had attempted to pursuade both the sides and contended, as cites in

Nurullah and Naik (1962) as,

all parties seem to be agreed on one point, that the dialects commonly
spoken among the natives of this part of India contain neither literary nor
scientific information, and are moreover so poor and rude that, untile they
are enriched from some other quarter, it will not be easy to translate any

valuable work into them. It seems to be admitted on all sides, that the
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intellectual improvement of those classes of the people who have the means
of pursuing higher studies can at present be effected only by means of some

language not vernacular amongst them. (Nurullah & Naik, 1962, p.59)

Macaulay was bitter and sarcastic of the native languages and literature. He
considered the native literature as valueless in front of English. Looking down upon the
native literature, he, as cites in Sharma and Sharma (2000) has said that “a single shelf of a
good European library was worth the whole native literature of India and Arabia” (p.81),
even though he had no acquantaince with the langauges “[n]either Arabic [n]or Sanskrit”

(Nurullah & Naik, 1962, p.59), proves that how he was biased of the native culture.

Macaulay wanted to introduce a curriculum for the Inidans, which prepare a nation
that would be “Indian in blood and colour, but Englsih in taste, in opinions, in morals and
in intellect” snatching their own ideriiity and importance as a nation and just to perform a
role of “interpreters between us [the Englishmen]and the millions whom we govern [the .
Indians]” (Macaulay as cites in Sullivan 2009, p.483). Therefore, he stressed for English as
medium of instruction in the educational institutions instead of any of the prevailing
languages of the time. He argued that “if the medium of instruction happened to be
Sanskrit and- Arabic or Persian, then we shall have to teach incorrect history.” (Macaulay

as cites in Sharma & Sharma, 2000, p.82)

Macaulay was not only critical of native language and literature but was obsessed
with the supermacy of Western knowledge in all spheres of life. He, as cited in Nurullah

and Naik (1962), had said that,

the question now before us is simply whether, when it is in our power to
teach this language, we shall teach languages in which by universal

confession, there are no books on any subject which deserve to be
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compared to our own, whether, when we can teach European science, we
shall teach systems which, by universal confession, wherever they differ
from those of Europe differ for the worse, and whether, when we can
patronise sound philosophy and true history, we shall countenance, at the
public expense, medical doctrines which would disgrace an English farrier,
astronomy which would move laughter in girls at an English boarding
school, history abounding with kings thirty feet high and reigns thirty
thousand years long, and geography made of seas of treacle and seas of

butter. (p.60)

Macaulay’s ridiculing the oriental studies was unjustified across the history. His
medium of instruction was also unsuited in the context; even if the Sanskrit and Persian
were not suitable as media of instruction, English also could not serve the purpose bett‘er
(Abrol, 2010). The education system introduced by Macaulay was meant not to help the
Indians for improving their living standard but to produce low cost native clerks for

running the lower level official tasks for their alien masters (Paﬁdya, 2014).

Macaulay’s mind can be read from his letter wrote to his father a year later in 1836
;xpressing his jubilation on flourishing of English educgtion among the Indians saying
that, “Our English schools are increasing with leaps and bounds and now the condition has
reached to a position that it has become difficult to accommodate the students” (Macaulay
as cites in Sharma & Sharma, 2000, p84). Influence of English education continued even

after the partition of India in 1947.

English remains the language of higher judiciary, administration and education in
the social life of the top of the society in both India and Pakistan (Stephenson, 2012). In

the case of India, Abrol (2010, p.169) realizes the fact that “Macaulay is primarily
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responsible for our existing educational methods and ideals” as English plays an important
role in both the education system and the national life of the Indians after independence
(Esfandiari, 2013; Patel & Jain, 2008). Though immediately after the independence in
1947 government made efforts both at Central and State levels to use Hindi instéad of
English as the official language (Masani, 2012) and the experiment of using mother tongue
in schools proved successful with the same prospects for higher level of education in the
country (Abrol, 2010) but even then English language continued its dominance because the
most prejudiced Indian politicians preferred English schools for their children (Masani,

2012).

The case in Pakistan is not different than that of India.The weaknesses in Pakistani
education system run down from Macaulay’s attempt of 1835 (Hussein, 1997) as the same
education scenario prevails in the form of “differentiated education system for various
sections of society, official government policies, distribution of power and privileges,
formation of hybrid identities, social asbirations for English education” (Waseem, 2014,
p-145) because it remains the “language of power and high social status in Pakistan” as it
serves as a means for “the entry ... into elitist positions ... filtering out those who are

educated in Urdu” (Rahman, 1997, p.151).

Macaulay’s minutes of 1835 adversely affected self-esteem of the Indians and
eventually lowered their efficacy expectations as destructive ideas work more in lowering
"~ self-efficacy than that of construcitve one in heightening of efficacy belief (Bandura,
1986). The introduction of English in the Indian Education System, replacing the
prevailing native languages adversely affected the performance of the Indians for variety

of reasons that add feul to the fire in lowering of self-efficacy of the Indians as “successes
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tend to raise efficacy expectations, whereas failures tend to lower them” (Alderman, 2004,

p.72).

Vacarious experience, as an important source of self-efficacy, works best if
observed individuals with the same level of capabilities. The vacarious experience seldom
proved to be positive of self-efficacy for Indians in the wake of Macaulay’s introduction as
none of the Indian proved to be excellent in the newly introduced system.The ridiculing of
native language and literature socially pursuaded the native folks that they had a valueless

heritage intentionally compelled them to underestimate their potentials.

Macaulay’s English education was an attempt to create a class having learned
helplessness that adversly affected the physiological and emotional state of the Indians as
Pekrun and assoicates (2002) highlighted that learned helplessness causes anxiety which
results in losing control in the situation. The anxiety is caused by self-worth protection
(Alderman, 2004, p.99) of Indians in the face of alien langauge and culture that was
imposed from the above. Macaulay’s vision for Indian Education system rests on the

banking concept of education.
2.12 Theoretical Framework

The theoretical fromwork sheds light on the theoretical underpinning of the study.
The study was mainly drawn upon self-efficacy theory and the qualitative and quantitative
data was analyzed for the four sources of efﬁcacy belief offered by Bandura (1977b; 1995;
2006a), as discussed earlier in this chapter. The study was analyzed through using
theoretical lens of critical theory and selective tradition of Michael W. Apple (1993; 1995;
2004) and Paulo Freire’s (1970/2005) banking concept of Education that he has presented

in “Pedagogy of the Oppressed” with Antonio Gramsci’s (1971) concept of hegemony.
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Michel Foucault’s (1980; 1981) discourse analysis was employed for analysis of the
content to explain the dominance of ideologies and perpetuating the power through the

instrument of knowledge (Matheson & Matheson, 2000).

2.13 Critical Theory and Selective Tradition

Michael W. Apple is one of the renowned American educationists and specialist of
sociology of education. He was critical of the present education system and considers
education as “a mechanism for reproduction of the division of labor” (Apple, 1995, p. 35)
that was intended years ago by Lord Macaulay in Indian sub-continent through his Minutes
on Indian Education of 1835 and the educational institutions thus, “act as agents of cultural

and ideological hegemony™ (Apple, 2004, 5).

He argued that education would be in its best ‘position to perform an effective role
in the present complex society, if its main components such as the knowledge, the educator
and the school are spotted in the real conditions that would be guided by a “vision of social
and economic justice” to méke a sense (ibid, p.12). However, practically “the formal. and
informal knowledge is used as a complex filter to process people” and simultaneously
“different dispositions and values are taught to different school populations” to maintain

the social disparities among the people at large (ibid, p.32).

Apple (1993) argues that curriculum and textbooks are always part of “a selective
tradition” where someone makes the selection and a particular group’s vision is considered
as legitimate knowledge. It emerges of socio-cultural and politico-economic clashes and
compromises that shape a nation. He explains that clashes over “texts are often proxies for
wider questions of power relations” then too, textbooks, “signify, through their content and
form, particular constructions of reality, particular ways of selecting and organizing that

vast universe of possible knowledge” (Apple, 2000, p.46)
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Apple’s work focuses upon the issues of knowledge, identity and social
reproduction through liberal education system and links it to different kinds of disparities
and dominations (Ball, 2007). The discussion of Apple’s work can be best concluded in

the words of Ray C. Rist thus,

Schooling has basically served to instill the values of an expanding industrial
society and to fit the aspirations and motivations of individuals to the labor
market at approximately the same level as that of their parents. Thus it is that
some children find themselves slotted toward becoming workers and others

toward becoming the managers of those workers. (Rist, 1973, p. 2)
2.14 Banking Concept of Education

Banking concept of education.is offered by Paulo Freire (1970/2005) well explains
the social reproduction through knowledge. He lamented that education of the day is not
more than “an act of depositing [as done in banks], in which the students are the
depositories and .the teacher is the depositor” (Freire, 1970/2005, p.72). -He has rightly
sketched that “the students extend only as far as receiving, filing, and storing the deposits.
They do, it is true, have the opportunity to become collectors or cataloguers of the things
they store”, conveying the world that the “knowledge is a gift bestowed by those who
consider themselves knowledgeable upon those whom they consider to know nothing”
(ibid). This underestimation of human faculty, leads to the manifestation of d¢veloping a

nation that can only serve the interest of the haves.
2.15 Hegemony

The theoretical underpinning of the study was further strengthening by the concept

of hegemony. The Gramsci’s (1971) concept of hegemony is much comprehensive in
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nature and exceeded than just acquiring the power over others but is actually concerned
with the mechanism that how to maintain that power through developing consent of the
people over whom power is exercised. The supremacy of a nation over other can be
established by “domination” through.using force and “intellectual and moral leadership”
(Gramsci, 1971, p.262). The earlier one is ephemeral while the later one is enduring. The
later means of supremacy is known as hegemony, the main instrument of the strong
nations to control the affairs of other, for which consent of the dominated party is

compulsory which Gramsci calls as spontaneous consent explaining thus,

The ‘spontaneous’ consent given by the great masses of the population to
the general direction imposed on social life by the dominant fundamental
group; this consent is “historically” caused by the prestige (and consequent
confidence) which the dominant group enjoys because of its position and

function in the world of production. (Gramsci, 1971, p.12)

_ Hegemony operates by influencing people to subdue willingly to social ideals. It is
exercised upon a group of people without resorting to the coercive means for non-
compliance (Stoddart, 2007). This could be possible only through controlling the minds of

the subdued people. Education proved to be instrumental for such hegemonic design.
2.16 Foucauldian Discourse Analysis

Discourse is “a particular way of talking about and understénding the world (or an
aspect of the world)” (Jorgensen & Phillips, 2002, p.1). It is, thus concerned with both the
spoken and written words that breeds varied intents of utterance. Discourse could be “both
an instrument and an effect of power, but also a hindrance, a stumbling block, a point of

resistance and a starting point for an opposing strategy” (Foucault, 1980, p. 101).
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However, it should not be mistaken with words and statements in isolation; rather, it could

be understood in a particular context. Margaret Walshaw rightly justifies it as,

This is because discourses do not merely reflect or represent social entities
and relations. Instead, they actively constitute them. Perhaps a better way to
think of discourses is that they perform the role of conceptual schemes, or

relatively well-bounded areas of social knowledge. (Walshaw, 2007, p.40)

Dealing with text in contexts, discourse analysis seems more appropriate method to
employ for its practicality. Discourse analysis is “the analysis of language in use ...
considers the relationship between language and the contexts in which it is used and is
concerned with the description and analysis of both spoken and written interactions”
(Paltridge, 2006, p.3). Curriculum is the written document that governs the entire
educational activities of the children at different level and provides a strong discourse in
the field of education. The study, in hand, is conducted to evaluate the curriculum in the
context of self-efficacy as a social learning and motivation theory using Foucauldian

discourse analysis as it is more helpful in explaining the knowledge/power relation.

The power is not manipulated from outside the society rather it operates within,
with more vigour and effect. Educational institutions are best to serve the purpose of
manipulating the power and instill it in the minds of the general public through using
textbooks as “the textbook is one vehicle for the state to define what is to count as
educational knowledge” (Ball, 2007, p.156). To Fou.cault, power and knowledge have
close connection. He coined the idea which divorces the traditional concept of power. He
transcended the Marxist description of power that operates at the macro-level to the power
operation at micro-level such as education. In education, assessment is considered as the

driving agent of the entire process. The assessment procedures used in the form of question
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papers were fashioned in a manner that have very restricted and uniform content to be used
for assessment of students, who have great diversity and exposed to plenty of content for
which they are assessed, particularly, in the case of summative assessment, it becomes
more restricted as the “power lies almost entirely with the assessor and “final language’ is
common” (Knight & Yorke, 2003, p.16) for a more diverse audience. He pointed out the
“level of on-going subjugation, at the level of those continuous and uninterrupted
processes which subject our bodies, govern our gestures, dictate our behaviors, etc....”
(Foucault, 1981, p.97). Students in the education institutions are thus, chained through
discursive practices affecting their daily lives by “a set of unwritten and often unarticulated

rules” (Walshaw, 2007, p.66).
2.17 Summary of Literature Review

The review of the related literature on curriuclum, self-efficacy and their mutual
relationship was made as the study was concern primarily the curriculum, therefore, the

literature on curriculum was throughly studied and reviewed.

Curriculum has been defined prescriptively or descriptively or even both. The
prescriptive definitions deal with futuristic approach to curriculum and confined
curriculum to a fixed frame that is provided to the students from above, by the curriculum
planners and teachers and only tell about “what ought to happen” (Ellis, 2004, p.4).
Conversely, descriptive definitions take into account the real life experiences that are
happening in the classroom. In other words, the former is theoretical while the latter is
practical. Either of the extreme is distorting and hence a mid-way can be better to serve the
purpose of educating and preparing the new generation in a desirable way. Hence,

curriculum should be coupled with reflections of the educationists’ prescriptions and
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educators’ performance with the classroom’s real experience. This gives raise to two types

of curriculum i.e. the implicit and the explicit.

The curriculum is developed on strong foundations, such as philosophical,
sociological and psychological foundations, that attempt to establish the past-present-
future link for the upbringing of the new generation of the society. The curriculum is
generally organized in four components including curricular targets, syllabus, instructional

methodologies and assessment.

The analysis and evaluation of curriculum enables the researchers and
academicians to establish correct direction of the nation, as the curriculum contributes to
the development of professional practices through blowing up human imagination among
the individuals-educated-through; and developing critical thinking to keep them abreast
with preservation of traditions and cultural heritage. The evaluation is generally carried out
following one of the available evaluation models. For this study, the CIPP model of
evaluation was chosen and utilized to evaluate the secondary school curriculum for the

development of self-efficacy of students in Khyber Pakhtunkhwa.

Self-efficacy is part of self-concept (Ashman & Conway, 1997) and rooted in both
personal and social factors that affects choice of task, its effect, continuation and
achievement. It is not a skill but a belief and therefore may not predict human behaivour. It
is a distinct construct that of sglf-concept and self-esteem but influence them. It is not
permanent but fluctuates; however, it can be developed and sustained by consistent efforts
making a second nature. Self-efficacy is a strength for human beings for variety of reasons;
first, it contributes to decision-making process and its materialization; second, it stimulates
cognitive and emotional factors that influence performance; third, it regulates the effect of

potential variables to improve achievement. Efficacy belief is affected throguh experiences
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both primary and secodnary as well as others’ persuasion and emotioanl state. Bandura
(1977b; 1995; 2006a) identified four building blocks of self-efficacy including
performance accomplishment, vicarious experience, social persuasion and physcial and
emotional state. Its role is evident in regulating. human performance through four main

processes of cognition, motivation, emotion and selection.

These processes give a comprehensive outlook of human personality and
socialization. Curricula help out school to socialize the young population of the society
and develop their personality. The school level curriculum consisted of texts, learning
experiences and assessment of the students’ performance affect self-efficacy of the
students. Students’ performance differs due to their efficacy caused by their experience,
personal attributes and situational influences. Their efficacy belief makes them to move
ahead even if they are progressing ,slowly or face failure. Therefore, Kolb was right to
suggest that self-efficacy should be made part and parcel of the curriculum in schools. The
flexible curriculum that provides for a flexible time allocation for completion of academic
tasks, individualized assessment procedures and study time and techniqueé can boost their

efficacy and academic performance.

The -efﬁcacy of the Indians was shattered by the Macaulayfs minutes of 1835,
which were introduced in the wake of Orientalists-Anglicists controversy favouring the
Anglicists’ stance and it widely affected the curricula in Indo-Pak subcontinent. In his
minutes, Macaulay glorified the English language and literature and undermined that of the
native. He thus convinced the British government to introduce a curriculum that would
produce English people with Indian blood who could serve as low order government
officials besides, interpreters between the ruler and the ruled. Macaulay minutes

introduced such an education system in India, which adversely affected all the four sources
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of self-efficacy of individuals in one way or the other to create a class having learned

helplessness.

The theoretical underpinning of the study was provided mainly by Bandrua’s
theory of self-efficacy; however, Apple’s critical theory and selective tradition, Freire’s
banking concept of education and Gramsci’s concept of Hegemony substantiated
Macaulayian’s approch to Indian education by establishing a knowledge / power

relationship which is the focus point of Foucauldian discourse analysis.
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CHAPTER 3

RESEARCH METHODOLOGY

Methodology secti;)n of a research report deals with the ways and means that‘ “how
researchers gain knowledge in research contexts, and why?” The ‘why’ component of the
research methodology explains each step of the research activity and provides the readers
“a rationale to explain the reasons for using specific strategies and methods in order to
construct, collect and develop particular kinds of knowledge about educational
phenomena” (Scott & Morrison, 2005, p.153). The purpose of this chapter is to explain the

methods and justification for the procedures used in the conduct of this study.
3.1 Nature of the Study

This sﬁdy is an evaluation study that has been carried out throuéh adopting mixed
method research approach. Ruttman (1977) introduced ‘evaluation research’ to explain
evaluation processes and procedures that use accurate and exact research methodology. It
is an applied research commonly used in the fields of social science so that to establish the

effectiveness of a programme (Plewis & Mason, 2005).
3.2 Research Design

Evaluation studies are comprehensive and require “an eclectic combination of
quantitative and qualitative methods” (von-Kardorff, 2004, p.138); therefore, mixed
method research design was applied in this study. The concurrent triangulation of

qualitative and quantitative data was used for the purpose of mixing the data.

The concurrent triangulation strategy, used in this study, is illustrated in figure 3.1,

adopted from Creswell, (2009, p.210).
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Figure 3.1: Concurrent Triangulation Design of Mixed Method

3.3 Population of the Study

A population is “the entire set of people or data that are of interest to a researcher”
(Beins & McCarthy, 2012, p.93). Population of this study comprised of all the students of
secondary level in the administrative jurisdiction of Peshawar division that consisted of
thrpe districts namely Charsadda, Nowshera and Peshawar_due to accessibility, centrality
of the area, most populous and with high opportunity for access to education; however, the
target population of the students comprised of the students admitted in grade 9 during
academic session 2014-15. According to the Education Management Information System
(EMIS) of the selected districts, the total population of the students in the target level of
the target area was 20709 (6038 in Charsadda, 5306 in Nowshera, and 9365 in Peshawar)

showing percentage as 29.16, 25.62 and 45.22 respectively.

Similarly, the EMIS data for teachers who were teaching the core subjects at the
secondary level in the target area was 1369, whereas teachers for the target subjects for the
target level in the target area were 735 in number that were fractionally constituting 222 in
Charsadda (74 for each target/sampled subject), 219 in Nowshera (73 for each target

subject) and 294 in Peshawar (98 for each target subject).
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3.4 Sample of the Study

Sampling is made as an inductive reasoning (Ary, Jacobs, & Sorensen, 2010),
hence sample is chosen from the target population or sampling frame (Creswell, 2012) in a
research study. In this study, two important aspects, related to sample are the sample size
and sampling technique through which the sample is taken (Fraenkel, Wallen, & Hyun,
2012). Researchers such as Krejcie and Morgan (1970); Lipsey’s (1990) and Fowler
(2009) have worked out tables for determining sample size for research studies. However,
calculation using “a chosen target precision (confidence interval width) to determine
sample sizes” (APA, 2010, p.31) would make the data more valid and authentic.
Therefore, in this research study sample size of the students and teachers was determined
through using the Yamane’s (1967) formula given as uqder:

N-. Whereas “n” is the sample size,

= 1+ N(e)? “N” is the Populz'iti.on and “e” is
the Level of precision.

n

Using the 'given formula, at 0.05 level of precision, the sample size .of students for
this study consisted of 392.(112 from Charsadda, 107 from Nowshera, and 173 ﬂom
Peshawar) according to the percentage population for the three districts as 28.58, 27.37
and 44.04 respectively. However, the data was collected from the 373 due to failure of 19
students in grade 9. The feachers, sampled for the sampled subject in the target levél of the
target area, were 259 in number through the said formula that were fractionally
constituting 78 in Charsadda (26-for each target/sampled subject), 78 in Nowshera (26 for -

each target subject) and 103 in Peshawar (34/35 for each target subject).

In the wake of determination of sample size, random sampling technique was used
as it is “the most unbiased form of sampling” (Muijs, 2004, p.38) as well as the researcher

was at the advantage of “having access to a complete list of the population” (Gray, 2004,
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p.87) to collect data from students in the three target districts. Teachers were sampled
through purposive sampling technique, as according to Cohen and associates (2011),
purposive sampling in many cases helps in accessing the “knowledgeable people” (Cohen,

Manion, & Morrison, 2011, p.157).
3.5 Instrumentation and Sources of Data

Instruments play an important role in the execution of a research plan. Selection of
“appropriate and useful measuring instruments” (Ary et al., 2010, p.200), plays a key and
vital role in the completion and success of a research project. Researchers use instruments
either adopted or constructed as the situation demands (Ary et al., 2010). In this study,
both the adopted and constructed instruments were applied for the collection of data. As
this study was an evaluation study, therefore, multiple instruments were applied for data
collection to look at the issue “from -5.1 variety of perspectives” (Denscombe, 2007, p.134)
and minimize the shortcomings of other research instruments. In this study the data
collection techniques were “questionnaires, observations, interviews ... document analysis
and standardized tests” (Hartas, 2010, p.277) as “data collected from a number of different
instruments” (Fraenkel et al., 2012, p.458) enhances validity of the study. Instruments

employed for data collection are discussed below:
3.5.1 Content and Discourse Analysis

Content and Discourse analysis was used as research instruments ‘as well as
methodology to analyze the prevailing curriculum document, textbooks and examinations
papers of the sampled subjects for developing self-efficacy among the individuals exposed
to them. Curriculum documents provide main plan of action of formal education and

outline each/all step(s) of education. Textbooks for the sampled subjects taught at the
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secondary level in Khyber Pakhtunkhwa were analyzed for this study as textbooks are the
main source of classroom instruction for achieving the objectives of the curriculum (I-
SAPS, 2014), and teachers use them as “their principal curriculum guide and source of
lessons” (John, 2001, p.32). Content and discourse analyses of the question papers
administered in the SSC annual examinations 2015 and 2016 were also made for the

product portion of CIPP model of evaluation.
3.5.2 Formative and Summative Assessment Results

Content and discourse analyses were substantiated by the quantitative data analysis
of students’ performance. Students’ performance was judged through formative
assessment made by the teacher, which is also known as school-based assessment (Gipps,
1994, p.123), through periodical classroom tests; without considering other forms of
teacher assessment that are generally carried on. Three classroom tests score for each
subject in each grade of the secondary level were collected with the cooperation of the
teachers concerned, for which the researcher is indebted. Similarly results of summative
assessment in the form of annual examinations conducted for grades 9 and 10 by the
BISEs, were also analyzed for performance accomplishments. The assessment results
provided quantitative data for triangulation with the qualitative data inferred from content
and discourse analyses of the curriculum documents, textbooks and examination papers for

the sampled subjects.
3.5.3 Self-Efficacy Scale

A scale is “a set of categories or numeric values assigned to individuals, objects, or
behaviors for the purpose of measuring varjables™ (Ary et al., 2010 p.208). For the purpose
of this study, Schwarzer and Jerusalem, (1995) Self-Efficacy Scale was adopted for

measuring the self-efficacy of the sampled students.
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The scale was adopted due to its practicability, reliability and culture-free nature. It
is also worth mentioning that it is allowed by the authors to use it openly without seeking
any permission for the academic purpose. Furthermore, the instrument was used due to its
suitability for the study as it was designed for adolescents and adults, as this stud}; was
conducted on youth of 13 to 16 years. The internal consistency of the instrument was
calculated as 0.76 to 0.90 through different studies, with the majority in the high 0.80. In
the conduct of this study, the scale was administered bilingually i.e. English and Urdu for

better understanding of the students. The scale is annexed as Appendix — A of this report.
3.5.4 Questionnaire for Teachers

Questionnaire is widely used instrument of data collection in research. During data
collection through questionnaire, “the questions are sent to all the members of the sample
group, who record and return their responses to the questions” (Ary et al, 2010, p.379). In
this study, questionnaire for teachers was administered with a view that teacher has a
pivotal role in the implementation of curriculum as Cohen and associates (2010, p. 33)
argue “The teacher is not only the person who teaches a particular subject or subjects, but
he or she has responsibility for the curriculum, widely interpreted”. Questionnaire for

teachers is annexed as Appendix — B of this report.

3.5.5 Interview Schedule for Students

Interview is a commonly used method of data collection in research “for
individuals who cannot read and understand a written questionnaire” (Ary et al, 2010,
p.380). However, it varies its position on “a continuum of qualitative-quantitative
approaches to research” (Scott & Morrison, 2005, p.133) depending upon its structure. It is
used quantitatively when highly structured, where the interviewer control and “teach”

interviewees to “reply in accordance with interview schedules” (May, 1993, p.93). in this
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study, an interview schedule was administered to the students as they were the direct
beneficiaries of what is planned and delivered, as Cohen and associates (2010) maintain
that “the curriculum is that which the pupil takes from the learning situation in school, not
necessarily that which was intended” (p.33). In this study interview schedule was preferred
to questionnaire for collecting data from the students, as the latter is “usually self-
administered” while the former one is “administered verbally by the researcher (or trained
assistant)” (Fraenkel et al., 2012, p.399). The interview schedule for students is attached as

Appendix — C of this report.

3.5.6 Observation Checklist for Classroom Instruction

Observation is a tool of data collection, which is applied “in both quantitative and
qualitative research” (Ary et al., 2010, p.216). It is used in quantitative research to “collect
data regarding the number of occurrences in a specific period of time, or the duration, of
very specific behaviors or events (Best & Kahn, 2006, p.264). It provides opportunity for
the participants’ actions instead of thei_r words to explain their action and emphases on
“what the observer sees people doing and the researcher's application of meaning to the

actions observed” (Scott & Morrison, 2005, p.168).

An observation checklist was used in this study as observation provides primary
data for a research study (Foster, 2006). In this research study naturalistic observation was
used as the researcher did not manipulate or “control the activities” of the students, but
simply observed and recorded “things naturally occur[ed]” (Fraenkel et al., 2012, p.447).
The researcher also observed the schools visited had no AV aids for teaching of Urdu
subject; no language lab available for learning of Urdu language; no teacher-version of
textbook/teacher manual available in school; no curriculum document was available. The

Observation checklist used in the study is annexed as Appendix — D of this report.
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3.6 Pilot Testing

A pilot testing is “a small-scale trial before the main investigation”, to judge the
validity and reliability of the instruments that would be applied in the study for data
collection, therefore, “piloting the data-collection instruments is essential” (Wilson &

Sapsford, 2006, p.103) to test the “discriminatory power of a question” (ibid, p.106).

Pilot testing was conducted for all the instruments including self-efficacy scale,
questionnaire, interview schedule and observation checklist in a public sector school of

district Charsadda for limited subjects with the objectives:

e To identify language difficulties in the instruments for the respondents;
o To clarify the ambiguity;
e To delete items that have no variance;

e To calculate the reliability of the instruments.

The pilot testing was conducted through approximately 10 percent of the sample in
both the cases i.e. teachers and students; whereas the observation checklist was validated
through 6 incidences of observations in two schools for each sampled subject in the study.
The self-efficacy scale was validated earlier by different users and a Cronbach’s alpha was
calculated ranges from 0.76 to 0.90 which shows high reliability coefficient. For this study,
the same scale with its Urdu translation was piloted in the target area and the Cronbach’s
alpha was calculated as 0.79. It‘is noteworthy here that the responses of pilot testing weré
meant only for the refinement of the instruments and were not part of the actual data

analysis.

The questionnaire, interview schedule and observation checklist were composed of

subscales, related to performance accomplishment, vicarious experience, verbal and social
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persuasion and physiological feedback for emotional arousal. Internal consistency of the
scales were calculated through the Cronach’s Alpha as Vogt (2005) recommends it for all
those tests and scales items which have “more than two answers such as Likert scales”
(Vogt, 2005, p.71). As all the subscales are distinét in nature, therefore, their independent
Cronbach’s alpha was calculated. The Cronbach’s alpha for the subscales of questionnaire
was 0.87, 0.73, 0.76, and 0.72 for performance accomplishment, vicarious experience,
social persuasion, and physiological feedback for emotional arousal respectively after
administering it to twenty six teachers. The Cronbach’s alpha for the subscales of
interview schedule was calculated as 0.76, 0.86, 0.83, and 0.88, for performance
accomplishment, vicarious experience, social persuasion, and physiological feedback for
emotional arousal respectively while the Cronbach’s alpha for the subscales of classroom
observation checklist was calculated 0.75, 0.69, 0.70, and 0.87, for performance
accomplishment, vicarious experiencé; social persuasion, and physiological feedback for

emotional arousal respectively.

The instruments were refined and were made easy to administer widely by deleting
some of the items that either the respondents left unfilled unanimously or responded the
same by all the respondents with no variation in responses. However, some items were

rephrased for easy understanding of the respondents in the basis of piloting testing.

3.7 Collection of Data

The data was collected both qualitative and quantitatively. The qualitative data was
collected through the content and discourse analyses of curriculum documents and
question papers administered during secondary school -certificate (SSC) annual
examinations of 2015 and 2016 by the Boards of Intermediate and Secondary Education

(BISEs) of Peshawar and Mardan, as students from districts of Charsadda and Peshawar
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appeared in BISE Peshawar while those from district Nowshera appeared in BISE Mardan.
The quantitative data was collected through conducting interview schedule, administering
questionnaires, and observing the classroom instruction by the researcher in person.
Besides, the requisite annual results were collected from the relevant result gazettes of the
respective boards, however, the formative assessment results were provided by the relevant
teachers, for which their cooperation was acknowledged by the researcher at that time as
well as recording here too, as a token of thanks to them. In the case of observation, to
minimize/ eliminate biases, concerned school principals or their nominee teachers assisted
the researcher in recording the observations, for which they were briefed in advance about

the nature of the items and procedure of recording.

The student respondents were visited twice for data collection on self-efficacy
scale. Once for pre-administration a month later when the sampled students were admitted
in grade 9 in 2014 and the second time in February 2016 for post-administration when they
were about to leave their schools on preparation for their upcoming SSC examination. At
the second visit they were also administered the interview schedule by asking the items by
the researcher from the number of students included from the concerned school to tick one
of the five options relevant most to them. During administering the interview schedule, the
students also shared their views regarding the negative persuasion of some of their teachers
of their humble origin and poor family background, which is not a direct part of the data,
in the next chapter; nonetheless, such remarks may adversely affegt the efficacy belief of

the students in general.

The questionnaire for teacher was administered to the teachers when data was
collected for self-efficacy at post-testing stage. The cooperation on the part of teachers
included in the sample in this regard, was laudable with a few exceptions that were

ordinary. The questionnaire was administered to total 259 sampled teachers of the sampled
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subjects; out of which 232 teachers returned the dully filled questionnaires [Charsadda =
76 (26U,25M,251s); Nowshera = 68 (23U,25M,201s) and Peshawar = 88 (30U,27M,31Is)]
The teachers’ response rate as a whole was 89.58%. The classroom instruction were
observed in natural settfng through ninety observations; thirty of each subjecté. The
classroom observations were recorded during the period starting from September to
December 2015. In classrooms observation the teachers were reluctant to allow the
researcher but on persuading them about the nature of the research study, they hesitantly
permitted, nonetheless, their natural tone and style were bridled anyway. However, the

principals’ cooperation in this regard was praiseworthy and beyond the limits.

The formative assessment results were collected from the teachers on collecting
questionnaires from them. They were requested for the preservation of the data on the
classroom tests for research purpose, when the researcher visited the schools for pre-

administration of self-efficacy scale, which they honoured to their level best.
3.8 Analysis of Data

The data, both qualitative and quantitative, was collected through different
instruments as discussed earlier. The qualitative data was analyzed through content and
critical discourse analyses while the quantitative data was analyzed through statistical

techniques using statistical software.

The data collected through questionnaire, interview schedule and observation
checklist was statistically analyzed through calculating their mean and standard deviation
and range after transforming the data for different sources of self-efficacy to establish their
effectiveness in the development of self-efficacy of the students. Paired sampled t-test was
employed for comparing the result of pre- and post- administration of self-efficacy to the

students of secondary level.
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The formative assessment results for each subject were reduced to a single score by
calculating their average for each grade and subject. The mean was rounded off for the
convenience of analysis. The absentee of student was marked as zero. Both formative and
summative results were transformed to make them uniform through -calculating their
percentages before their comparison. The formative assessment result was compared with
the summative assessment results for the grades independently through using t-test
statistics. The transformed summative assessment results of the two grades of secondary
level were also compared using t-test statistics. It is to note here that 19 students got
completely failed in grade nine summative assessment conducted by the respective BISE
and hence they were excluded from the final data set used for analysis included in this
report. However, the formative and summative assessment results of 80 students who got
failed in one to three subjects in grade 9 annual board examination and by rule promoted to
the ﬁext grade, were not included in the statistical analysis bﬁt such cases were discussed
in the interpretation section. Same treatment was done to the data of those cases who got
passed in grade 9 but failed completely. in next grade or failed in a subject or more (2

completely failed whereas 74 students got failed in one or more subjects).
3.9 Presentation of Data

The qualitative and quantitative data was analyzed and presented in the following
chapter of this research report. The data came through different sources has been presented

under the following five headings:

1. Performance accomplishment (Primary / Mastery Experience)
2. Vicarious experience(Secondary Experience)
3. Verbal/social persuasion(Persuasive Experience)

4. Physical and emotional state (Emotional Experience)
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5. Self-efficacy of the Students

Each source of self-efficacy that are listed under heading 1 — 4 were evaluated
through Stufﬂébeam’s (1971) CIPP model of evaluation and further sﬁbdivided into the
context, input, process and product under each source of self-efficacy. The data was
presented in a triangulated form of both qualitative and quantitative data to give a best

picture of the situation under study.

3.10 Conceptual Framework of the study

Conceptual framework of the study, as shown in the figure 3.2 provides a
relationship between the variables used in the study. It provides that how curriculum

affects the sources of information required for the development of self-efficacy.

- Performance
Aims, Goals and > Accomplishment >
Objectives (Context) >
E ' P
= _ L 5 Vicarious g
_— Content (Input) > Experience > )
-] > =
3 o
2 ~ =
: > Social n
= Classroom Instruction > Persuasion > ",_-"
U (Process) » )
N
lr Physiological
Assessment (Product) > Feedback for >
»| Emotional Arousal

Fig 3.2: Conceptual Framework of the Study
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CHAPTER 4

DATA ANALYSIS AND INTERPRETATION

The chapter deals with the data, its analys'is and interpretation. The data came from
multiple sources for the study to evaluate the secondary school curriculum in Khyber
Pakhtunkhwa, a province in the North-Western part of Pakistan. The data, collected
qualitatively as well as quantitatively from different sources, is presented here in the
framework of Stufflebeam’s (1971) CIPP (Context, Input, Process, Product) model of
evaluation for each source of self-efficacy as discussed by Bandura (1977b; 1986; 1995;

2006a).

The data for context in CIPP model was qualitative and drawn from the aims,
goals, and objectives with standards, benchmarks and learning outcomes of the curricula of
the three selected subjects i.e. Urdu, Mathematics and Islamiyat. The data for input was
also 6nly qualitative and came from the syllabi and textbooks c;f three mentioned subjects.
Data for the prc;cess and product of CIPP model were consisted of both' qualitative and
quantitative data. For the process, the qualitative data was drawn from the analysis of
curriculum provisions for classroom instruction whereas quantitatively data for classroom
instruction was comprised of the perception of teachers and students as well as non-
participant observation of classroom instruction in naturalistic setting. Qualitatively, the
data for the product.was drawn from the analysis of curriculum provisions for assessment
and items selected for assessment procedures whereas quantitative data for the purpose

was collected as results of formative and summative assessment of the students.



0}

4.1 Performance Accomplishment (Primary Experience)

Performance accomplishment creates and strengthens efficacy belief and infuses
the spirit of doing tasks, even more difficult and challenging one of the previous. As
discussed in chapter two of this dissertation, it provides the most important and influential

foundation to the development of self-efficacy of individuals.
4.1.1 Context for Performance Accomplishment

Content analysis of the aims of National Curriculum for Urdu 2006 provided that
there was not a single general aim available regarding performance accomplishment.
However, specific aims had made provision for the purpose; for example, discourse code
no.4.1.1.1 is the typical one. Instructional objectives were stated separately for the three
levels i.e. primary, middle and secondary/ higher secondary, and, out of six instructional
objectives for the level, ﬁ;/e were related to performance accomplishment, for exéﬁnple,
discourse code no.4.1.1.2. Besides, there were 17 standards, which were given under 9
skills .in the goals stated primarily of performance as for.example discourse code
no.4.1.1.3. Likewise, 84 out of 97 students learning outcomes (SLOs) were provided for

performance accomplishment such as discourse code nos.4.1.1.4 to 4.1.1.6.

The contextual structure of Mathematics curriculum was presented in the form of
standards, benchmarks and SLOs, which was analyzed for performance accomplishment.
Only one standard induced for the purpose, as analyzed in discourse code no.4.1.1.7.
Benchmarks were primarily based on task accomplishment, for example, discourse code
nos.4.1.1.8 and 4.1.1.9. The SLOs prqvided 123 instances out of 371 for performance such

as discourse code nos.4.1.1.10 and 4.1.1.11 are analyzed in this regard.

In the case of Islamiyat, both curricula of 2002 and 2006 were contextually

structured upon the same pattern with only general and specific aims. Both the general and
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specific aims were presented in complex and compound pattern and, therefore, divided
into subparts for easy analysis and understanding. There were thirteen instances in general
and specific aims in the curriculum-(2002) and seventeen instances in the curriculum

(2006) for performance, for instance, discourse code nos.4.1.1.12 to 4.1.1.15; hoWever,

these were imbedded in other sources of self-efficacy, which were analyzed accordingly.

Table 4.1
Discourse Code Nos.4.1.1.1t04.1.1.3

Translation

Original Text

[Pakistani students] can listen and understand
completely the matters, speeches, and
sermons uttered in Urdu. (National Curriculum
for Urdu 2006, specific aim 3, p.4)

[Students] could use Urdu in the literary,
journalistic, official, judicial, educational,
technical and other social needs of practical
life. (National Curriculum for Urdu 2006,
Instructional goal no.6 for secondary and higher
secondary level, p.6)

[Students] could describe the central theme,
key points, intellectual and semantic features
of a written text. (National Curriculum for Urdu
2006, Standard 2 for the skill of Appreciation and
Criticism for grade 9 and 10, p.43)

231 ¢ gad 03 8 Gy e 9o )] [l S
s S Sz sk gy S Om 0SSl
Yy (o pad 2006 320l S clal )
(4rara3

Discourse code no.4.1.1.1
(5 Filaia ( 23 (S (S5 as [ailk]
U eaban B 5 (S eoule o slae
2 B) 0SS Juaadd u Sl S gl e
C“-)* Haats o 33 2006 ) C"\J‘-’ oal
(6 ~rine gzl (5516 ety o 43

Discourse code no.4.1.1.2
oSS al (JLd (63 e S paT (S [aalba]
) S S U S um A Sy 5 S
bt C‘:\_).j 2 Jhxa <2006 32 C"‘J“ Olal
(A3radea (o2 g o Ciolan) Sl (S 25 )

Discourse code no.4.1.1.3

Discourse code no.4.1.1.1 speaks of performance desensitization (Bandura, 1977b)

of students regarding Urdu; however, it proves an overestimation of the their capabilities
(Bandura, 1986) to understand completely the matters, speeches, and sermons uttered in
Urdu as it is a second language for most of Pakistanis (Magbool, Ghani & Magbool,
2018). Likewise, discourse code no.4.1.1.2, is an attempt to desensitize students regarding
their performance (Bandura, 1977b) in the use of Urdu to prepare them for their future
ministerial responsibilities but it is an overestimation of their capabilities (Bandura, 1986)
for learning the language at this particular stage of schooling. Discourse code no.4.1.1.3
sounds that students can be enabled to describe the main theme, key points, intellectual

and semantic features of a written text in Urdu, which speaks of “self-instructed
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performance” (Bandura, 1977b, p.195), but it is an overestimation of their capabilities
(Bandufa, 1986) at this level. The situation thus created adverse effects on students’
performance and connotes approach of the pre-independence oppressing lords of the land.
The same is continued by their successors, who are serving their interesfs in their absence
as Freire (1970/2005) has referred to as, “the shadow of their former oppressor is still cast
over them” (p.46). The discourses imply not for learning of Urdu as a national language
but to train students with technicalities of the language to facilitate their superiors echo the
repercussion of colonial time when Macaulay (1835) conveyed to the British Parliament
that they [the Englishmen] needed the native workers for fulfilling necessities of their daily
life and to play the role of “interpreters between us [the Englishmen] and the millions
whom we govern [the Indians]” (Macaulay as cites in Sullivan, 2009, p.483) to fulfill their
hegemonic designs through developing the spontaneous consent, as referred by Gramsci

(1971), of the natives of Indian sub-continent.

Table 4.2
Discourse Code Nos.4.1.1.4t04.1.1.6 -

Translation Original Text

[Students] could read a text with D3t Gl iladle (S5 ) ) sl [malb]
understanding of scientific and technical o s8) - S a5y Sy a0 S S gaen oS Gl s
symbols, jargons, and definitions. oS =51 23 5 i Gt 20065351 3
(National Curriculum for Urdu 2006, SLO (21-20r880a 58 Celaa O s
No. 3 for reading skill in grade 9, pp.20—21) Discourse code no.4.1.1.4

[Students] could read official letters, e oS0 pe g Sl B Jaa b ¢ il ya (5 58 [malha]
email, internet, etc. with understanding. 51 i Gl <2006 5350 3 laal ga gh) S a3 S
(National Curriculum for Urdu 2006, SLO (2lrada aicielaa G e S 05 116
NO. 6 for reading skill in grade 9, p.21) Discourse code no.4.1.1.5

[Students] could use Urdu through means S 33} 3ot g 55 sueS ¢ o g ¢ Dl 2313 [malba]
of communication, technology, o 2006 52 o lal e g8) S S Jlaail
computer, etc. (National Curriculum for (50~aiia py Cielaa s O jla 0 558 )
Urdu 2006, SLO No. 5 for life skills in grade  Discourse code no.4.1.1.6

10, p.50)

Discourse code no.4.1.1.4 shows that the curriculum for Urdu has provided for
students’ performance exposure (Bandura, 1977b) and aimed at to enable them at school to

read a text with understanding of scientific and technological symbols, jargons and
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concepts; however, it conditioned with personal and social restraints (Bandura, 1986), as it
focused on the lower order cognitive abilities of the students (Bloom, Engelhart, Furst,
Hill, & Krathwohl, 1956) on one hand and seems idealistic and impractical as Shanul Haq
Hadqi, reported in Parekh (2013), has said that “Urdu has fdrcibly been kept away from
the fields of science and technology” on the other hand. Similarly, the learning outcomes
as given in discourse code nos.4.1.1.5 and 4.1.1.6 provide for participant modeling as these
categorically refer to students’ abilities to use latest technologies for communication in the
offices using Urdu. The discourses speak for a selective tradition (Apple, 2000; 2004) of
pseudo-colonial powers for Pakistani students as computer commonly uses a semi-English
statements as assembly language for programming (Rafiquzzaman, 2018); therefore, the
discourses are aimed at to make students skillful to use Urdu through different means of
communication, computer and other prevailing technology for menial tasks, restricting
their critical and creative faculties causing persoﬂal and social restraints (Bandura, 1986)
and adversely affects their performance accomplishment and subsequently their efficacy.

Table 4.3
Discourse Code Nos.4.1.1.7t0 4.1.1.9

Original Text

The students will be able to collect, organize, display and interpret data/information.
(National Curriculum for Mathematics 2006, Standard 4, p.7)
' Discourse code no.4.1.1.7
Collect data from variety of sources and construct frequency table (distribution) with
equal and unequal class intervals. (National Curriculum for Mathematics 2006, Benchmark 1
for standard 4, p.7)
Discourse code no.4.1.1.8
Show step by step deduction in solving a problem, explain and justify how they arrived at
a conclusion. (National Curriculum for Mathematics 2006, Benchmark 4 for standard 5, p.7)
Discourse code no.4.1.1.9

Discourse code nos.4.1.1.7 and 4.1.1.8 provide for participant modeling (Bandura,
1977b) of students’ abilities of collection, presentation and interpretation of data focused
upon developing lower order cognitive abilities (Bloom et al., 1956) of students as

ministerial staff to refine data rather to use it for decision making. The data collection,
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presentation, and interpretation are the skills, which are expected of the subordinate staff
everywhere in the world to facilitate the stakeholders in decision making. The colonial
powers of pre-partitioned India were of the desire to have indigenous folk to perform such
type of menial work for them (Pandya, 2014), so that they could arrive at a particular
decision as the situation demands. The same mindset still continued in the country and,
hence, communicates students of being inferior ones, affecting their efficacy belief.
Likewise, discourse code no.4.1.1.9 provides for participant modeling (Bandura, 1977b)
which is “to interpret what is happening as only the result of efforts by dominant economic
elites to impose their will on education” (Apple, 2006, p.30) that discourages the students
who remain unsuccessful and could not keep pace with their peers (Bandura, 1997) due to
their personal and social restraints (Bandura, 1986), causes lowering their efficacy belief.
The expectation of curriculum developers speaks Macaulay’s mind and language of the
pre-independence colonial era. Cor.riparing the learning outcome with the empirical
evidences from office practice across the globe, it can be witnessed that the initiating note
on a file is the brainchild of a member of lower order ministerial staff. with thorough

details and justifications for suggestion to their higher authorities to take decisions.

Table 4.4
Discourse Code Nos. 4.1.1.10 & 4.1.1.11

Original Text

Give formal proofs of distributive property of intersection over union of two or three sets.
(National Curriculum for Mathematics 2006, Unit 12, SLO No. (iv), p.81)

Discourse code no.4.1.1.10
Draw a graph from a given table of (discrete) values. (National Curriculum for Mathematics
2006, Unit 14, SLO No. (xi), p. 84)

Discourse code no.4.1.1.11

Discourse code no.4.1.1.10 provides for students’ participant modeling and aimed
at to train students with a mindset that always provide proofs and justifications for their
actions that keep them restricted in a specific sphere whenever doing an action in life with

doubtful and scaring personalities that adversely affect their performance accomplishment

83



o

(Bandura, 1986). This learned helplessness hinders students’ progress both academically
and practically to avoid taking challenges satisfying hegemonic designs (Gramsci, 1971)
of the oppressors. Likewise, discourse code mo.4.1.1.11 also provides for participant
modeling with an aim to train students compiling huge data into a single shot picture
focused upon developing low order cognitive abilities (Bloom et al., 1956) of students to
perform menial work in future. Both the discourses provide for performance
accomplishment as the earlier is based on students’ understanding of the property and the

later would be performed when students know parameters and nature of the graph.

Table 4.5
Discourse Code Nos. 4.1.1.12t0 4.1.1.15

Translation Original Text
Make them [students] bound of the elements ast) Ul 2l 1S a3l (IS HI[ oS mlla]oadl .
of Islam. (National Curriculum for Islamiyat Lala o0 gac 2002 Sl 2l Qlal
2002, General Aim no.6, p.1) (1aia6

Discourse code no. 4.1.1.12
[Students] present a practical model/  ~igai lae \S ol § BUA) __gal] Ll [~db]. ..

representative of [good manners and 2002 Slpadal 24 sl (e ) 028 Gl
etiquettes]. (National Curriculum for Islamiyat ' (2 A0 Jals o pad
2002, Specific aim no. 9, p.2) Discourse code no. 4.1.1.13

... [Students] could perform the role of an =i y 3sa] O U (S35 06 )9 [~lb]...
exemplary Muslim by practicing them [the <K} S g1mdae [ Claidad oSl (Glaie <
teachings of Islam regarding rights and lai ced) S o3 pladl o S 18 Hlabius MEa
obligations] in their daily lives. (National (2raiiaBraia o 3ac 2006 Slaadal I
Curriculum for Islamiyat 2006, General aim no.8, Discourse code no. 4.1.1.14

p-2)

... [Students] exhibit it [the affection, respect SEA] o —wdae g J8 Sl [db],
and obedience of the Holy Prophet (s.a.a.w)] =) LS LIS [l )l ol yist cCuaa
with letter and spirit. (National Curriculum for 3t o pad 2006 Claddd Sy Clal
Islamiyat 2006, Specific aim no. 3, p.3) (3 miia

Discourse code no. 4.1.1.15

Discourse code no.4.1.1.12 provides for performance desensitization of students
regarding their observance of elements of Islam but it was offered in abstract and an
ineffective manner that to be achieved and measured. Discourse code nos.4.1.1.13,
4.1.1.14 and 4.1.1.15 provide for participant modeling of students to play role of an ideal

Muslim and true follower of the prophet (s.a.a.w) in his love, as individuals with religious

84



]

']

practices are “more responsible and have greater achievements in their life than others”

(Khoynezhad, Rajaei, & Sarvarazemy, 2012, p.85). The discourses carry on the content in
the light of education policy 1998-2010 as states that “education and training should
enable the citizens of Pak.istan to lead their lives according to the teachings of I;lam”
(Government of Pakistan, 1998, p.2), but these were presented with high aspirations that
seldom achieve and develop an incorrect self-knowledge (Bandura, 1986) of students that

continue till their last moment.
4.1.2 Input for Performance Accomplishment

Content portion of the curricula and textbooks developed thereupon provided input
for analysis of performance accomplishment. The selected curricula and relevant textbooks
were analyzed using content and discourse analyses. The textbooks of the subjects were
the concrete péft of the curricula that directly delivered what the cunicuium planners and

developers intended to deliver, so this portion needed more attention.

The syllabus of Urdu 2006 for grades 9 and 10 was covering both literature and
linguistics with the provision that literature should be a source for teaching of the language
(see National curriculum for Urdu for grade 1 to 12, 2006, pp.71-75). The linguistic
portion of the curriculum primarily provided for the performance accomplishment whereas

literature portion had no such provision; however, the curriculum provided that each

literary work must be followed by an exercise that would be considered for the purpose. In

the linguistic portion, 14 out of 19 items of grammar and 4 out of the 5 items of creative
writings provided input for performance accomplishment. Discourse code nos.4.1.2.1 and

4.1.2.2 analyze the syllabus of Urdu as input for students’ performance accomplishment.

Materializing the curriculum, Urdu textbook for grade 9 provided exercises that

consisted of 106 short answering questions, use of 76 words/idioms in sentences, 61 items
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for sentence completion, 25 questions on grammar, 1 item on letter writing, 9 instances of
writing summary of the paragraph with reference to the context and 17 times instruction
for teachers to carry out-different activities in the classroom besides 5 provisions for
students’ activities. Similarly, the textbook for grade 10, included 99 short answering
questions, use of 81 words/idioms in sentences, 72 items for sentence completion, 34
questions on grammar, 2 items on letter writing, 13 instances of writing summary of the
paragraph with reference to the context and 2 times instruction for teachers to carry out
different activities in the classroom. Sentence completion was based on memorization and
the use of words/idioms in the sentences ensured to enhance and develop vocabulary of

students. These provisions were analyzed in discourse code nos.4.1.2.3 to 4.1.2.6.

Mathematics syllabus for the level presented a sizeable amount of content devoted
to. perférmance accomplishment. Discourse code nos.4.1.2.7 and 4.1.2.8 analyze the
typical illustration of the content part of the curriculum for Mathematics 2006. Out of the
total 89 exercises, 38 in Mathematics textbook for grade 9 were provided for performance
accomplishment as they had orientation in the previous grades; similarly, 29 exercises of
62 in the Mathematics textbook of grade 10 had previous allusions, therefore, these were
considered for analysis under performance accomplishment. Discourse code nos.4.1.2.9 to

4.1.2.11 analyze the representative portion from both the textbooks for the level.

The syllabi of both the national curricula for Islamiyat of 2002 and 2006 in
Pakistan, scarcely offered for performance accomplishment. However, the verses from the
selected surahs [chapters] of the Holy Quran could be cited for the purpose, while section
on al-Hadiths [sayings of the prophet (s.a.a.w)] had no such reference. The conceptual
studies section also was lacking regarding performance accomplishment; nonetheless, the

exercises given at the end of the lessons provided for it. The given three surahs were
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supplemented by 63 questions based on content of the surahs and their understanding and

28 questions were given in the section on the conceptual studies. Discourse code nos.

_ 41.2.12 to 4.1.2.17 analyze the typical illustrations of Islamiyat curriculum and textbook

for performance accomplishment as a source of self-efficacy.

Table 4.6
Discourse Code Nos. 4.1.2.1t04.1.2.6

Translation

Original Text

Differentiate among different styles
(literary, journalistic, official, legal and
technical) of descriptions. (National
Curriculum for Urdu 2006, p.74)

[writing of] (Formal/Informal) letters.
(National Curriculum for Urdu 2006, p.74)

Write summary of this lesson in your own
words. (Urdu Textbook for 9 grade, p.26)

What does the poet complain of his
friends in the fourth couplet of the second
Ghazal (Ode)? (Urdu Textbook for 9 grade,
p.124)

Why did Ghalib give simile of a prisoner
to himself in the letter to Aalauddin
Aalai? (Urdu Textbook for 10.grade, p.88)

What English words have been used in
this poem? (Urdu Textbook for 10 grade,
p.118)

cu_",).':\i (M cu_"é\a..a cu_‘m\) Ol ‘;\A.':\ aliag
2l Sl e gf) US Sl (e (S855
(740< <2006

Discourse code no.4.1.2.1
el o) [Ue](an) sl gan) bad
(74 U= <2006 )

Discourse code no.4.1.2.2
S 30 oS e Bl i) A S G il
(26 U pr S0 S ()2

Discourse code no.4.1.2.3
O g i) oLl e el i S Goms
g o S )3 (S g3y o S ABLS
(124 v=

Discourse code no.4.1.2.4
Sl i Sqlle guadad ol S SN allyde
QI o S 33)1) 050 sl S o (28 S
(88 -0a «a Sl

Discourse code no.4.1.2.5
33 Qlaatiod Bl (55 830 s 58 S Lo il 4
(118 -2 «pp Sl QS (a3 (S 1) -0

Discourse code no.4.1.2.6

Discourse code no.4.1.2.1 provides for students’ participant modeling (Bandura,

1977b) enabling them to differentiate among the different styles and work with different
genre focused on low order cognitive abilities (Bloom et al., 1956) of students. Discourse
code nos.4.1.2.2 and 4.1.2.3 pro;/ide for participant modeling (Bandura, 1977b) of students
to write formal and informal letter and summaries, which is a selection for a particular
purpose and social control (Apple, 2000) validates selective tradition, which prepare

[13

students for their assigned task of clerks as clerical works is “...requires training,

experience or working knowledge related to the task to performed” (The US Merit System
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Protection Board, 2009, p.95). Likewise, discourse code no.4.1.2.4 stresses upon the
recalling of content studied in the lesson which Freire (1970/2005) termed as a banking
activity of withdrawing of the deposited assets and is rated as preliminary stage in the
lower order cognitive abilities (Bloom et al., 1956). Question, as referred to in discourse
code no0.4.1.2.5, communicates that life has resemblance with a prison instilling pessimism
that adversely affects the performance of the students (Myers, 2013) and, hence, their self-
efficacy. Discourse code no.4.1.2.6 communicates a question from an exercise asking
about English words used in an Urdu poem, shift students’ focus to English language,
which was desired by the Englishmen of nineteen century and even of today pseudo-
Englishmen to continue the hegemony (Gramsci, 1971), creating self-doubt (Bandura,

1986) among students affecting their performance and mitigating their self-efficacy.

Table 4.7
Discourse Code Nos. 4.1.2.7 & 4.1.2.8

Original Text

Laws of exponents/indices (National Curriculum for Mathematics, 2006, Section 2.4, p.71)
i Discourse code no. 4.1.2.7
Measures of central tendency: calculate for grouped and ungrouped data (National
Curriculum for Mathematics, 2006, Section 13.3, p.82)
Discourse code no. 4.1.2.8

Discourse code no.4.1.2.7 provides for participant modeling where students could
master the laws of exponents because they have learnt earlier the concept of multiplication,
understands the concept of base and exponents. The discourse provides for such rules that
make them enable to reduce huge data into small figure, implicitly commupicates for
selective tradition (Apple, 2000) of a particular class in the country. Similarly, the
discourse code no.4.1.2.8 provides for performance exposure where students have to deal
with statistics. In their daily life at this level, use of simple mean for ungroup data could be
useful, but the inclusion as referred to in discourse seems selection for a particular purpose

(Apple, 2004) to restrain students’ performance.
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Table 4.8
Discourse Code Nos. 4.1.2.91t0 4.1.2.11

Translation Text from Urdu version of textbook
Simplify the following in such a manner that Glya AS aS paihe gz jh Gl oS i A ol
the answer may not be in friction or having Al G e by (5 s e
. 1
negative power. . (E) >
36\ 2 49
(E) (4502 o Celan (ol ) N p SIS )
(Mathematics Textbook for grade 9, p.45) Discourse code no. 4.1.2.9
Construct a triangle PQR whereas mPQ = «mPQ=5.6cm ~Saa ity PQR &iie S
5.6cm, mQR = 4.5¢cm and mRP = 3.4cm. SPQ &bl St . mRP=3.4cm_ s mQR=4.5cm
Also construct a triangle SPQ which is equal  <US s y3) -5 A8l (5 bus SAPQR s> S0
to APQR in area. (Mathematics Textbook for (264 Lo tp Celen (palyy
grade 9, p.264) Discourse code no. 4.1.2.10
The elasticity of 20 test pieces of steel rod S Sl S LIS &0 S F0 S Ji
are given below: 108 8 63 o il
95, 103, 97, 130, 96, 73, 78, 95, 89, 68, 82, 95, 103, 97, 130, 96, 73, 78, 95, 89, 68, 82,
79, 69, 67, 83, 108, 94, 87,93, 117 79, 69, 67, 83, 108, 94, 87,93, 117
Find average elasticity and standard palea il jadl (5 jlxa ol Dl S Saldauyl
deviation. (Mathematics Textbook for grade 10, o san Celaa ol ) o QLS o 0) o S
p.185) (185

Discourse code no. 4.1.2.11

Discourse code nos.4.1.2.9 and 4.1.2.10 provide for participant modeling to induce
performance accomplishment, indicate that students follow the directions and act upon
accordingly to get the competence to perform specified tasks as required, restraining
students personally (Bandura, 1986), on one hand, and to train their minds obeying orders
on the other hand, demands students to “surrender agency and thought in order to follow
predetermined routines” (Boaler & Greeno, 2000, p.171), to make available a class of
skilled, obedient workers that serve the official machinery adequately as desired at the
time of colonial powers of pre-partitioned India (Pandya, 2014) satisfying the selective
tradition (Apple, 2000; 2004). Likewise, discourse code nos.4.1.2.11 provides for
participant modeling asking to find average and standard deviation. However, it has its
own connotation for performance accomplishment of students with their personal and
social restraints (Bandura, 1986). Students are communicated implicitly with a message

through the discourses that they have to perform a role of facilitator for their immediate
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superiors, as stated by Apple (2004, p.41), “schools seem to contribute to inequality in that

they are tacitly organized to differentially distribute specific kinds of knowledge”.

Table 4.9
Discourse Code Nos.4.1.2.1210 4.1.2.17

Translation

Original Text

Translation and explanation: suratul Anfal
[the spoils], suratul Saf [the row], and surtul
Mumtahina [the testing] (National Curriculum
for Islamiyat (compulsory), 2002, p.3)
Translation and Explanation: selected verses
as per appendix 1 (National Curriculum for
Islamiyat (compulsory), 2006, p.15)

The importance and utility of worships (in
the light of Islam). (National Curriculum for
Islamiyat (compulsory), 2002, p.3)

The importance of family in Islam. (National
Curriculum for Islamiyat (compulsory), 2002,
p-16) .

... and obey Allah and His apostle provided
you are the believers. (Islamiyat textbook for
grades 9 & 10, exercise, p.6)

Which code of conduct of Hazrat Ibrahim
(a.s) has been ordered to follow in these
verses? (Islamiyat textbook for grades 9 & 10,
exercise, p.53)

8 gm gl inall B ) g (JUVV B g 17 Ty e 5
2002 (oY Slaadad 3 3 s e o) adaaall
Boue
Discourse code no.4.1.2.12
(Glhae S | ~apars) Sl dSia e 35y nan 3
(15 02 <2006 (oo J¥ Sl 0 lad 1 4d)
Discourse code no.4.1.2.13
90 (S el IS 1) ity Sy (S il
2002 (o 3¥ Sl Sl Slad a ) (U
Boue
Discourse code no.4.1.2.14
S el e ) Cual S G (e ol
(16 U= 2006 (oo 3¥ Slaadlal
Discourse code no.4.1.2.15
(8:10AlN) O Cise 28 &) A3l 5 bl a5,
cand g ad Celea I pn Gl oy S @bl
(6=
Discourse codp no.4.1.2.16 )
S At b gul (€ S 2 pf O peina (e 2 )
G s 33 (S ) § o L8 L oS S (555
(5302 ¢V g (Ada S aig ad Celaa S
Discourse code no.4.1.2.17

The curriculum for Islamiyat 2002 included translation and explanation of three

surahs [chapters] namely, surahtul Anfal [the spoils] (surah no.8), surahtul Saf [the row]
(surah no. 61) and surahtul Mumtahinah [thé testing] (surah no. 60) as referred to in
discourse code no.4.1.2.12 provides for participant modeling of students. The inclusion of
these surahs purports that students could grasp the teaning and understanding of the
verdicts of Allah, revealed in the Holy Quran, so that they could act upon accordingly in
their practical lives but it seldom happens as these were dealt casually with personal and
social restraints of students (Bandura, 1986) as the heavy content (102 verses) with
superficial meanings have to be delivered; and hence, the desired goals may difficult to

achieve. However, discourse code no.4.1.2.13 provide for the same, with an ease and
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practical approach as only 20 verses were included and have their relation to daily life
requirements to some extent. Discourse code no.4.1.2.14 provides for performance
desensitization of students' where the importance of worship in the light of elements of
Islam was focused. Similarly, discourse code no.4.1.2.15 provides the same with the
importance of family in Islam. The discourses speak positively that can make students
more efficient and effective as it develop personality of students and their moral values
according to the teachings of Islam (Khoynezhad et al., 2012). Discourse code no.4.1.2.16
states a verse of the Holy Quran saying that only the believers would obey Allah and His
apostle (s.a.a.w). The discourse provides for performance desensitization of students as the
obedience of Allah and His apostle would be made after accepting the faith of Islam. It,
thus, explains that those who do not follow the orders of Allah and His apostle would not
be among the believers. Discourse analysis conveys that worship speaks for action; and
obédience of Allah and His apostle gives a person the conﬁdénce to do the assigned tasks
as Allah is the sole power to help him/her as “basic religious beliefs have a positive
relationship with good characteristics that help people resolve the challenges of their lives”
(Khoynezhad et al., 2012). Questions included in the exercises at the end of each lesson
considered in this study as a provision for performance accomplishment as assumed that
the learning of lesson would lead students to answer the questions asked in the exercise at
the end of the lesson, for example, discourse code no.4.1.2.17, which focuses on the
particular aspect from the life of a prophet of Allah that proves a mere reproduction of

material (Freire, 1970/2005).
4.1.3 Process for Performance Accomplishment

Methods for classroom instruction and their practices provide for the process in this

evaluation study. This has both qualitative and quantitative data. The qualitative data came
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from the analysis of curriculum documents of the selected subjects; whereas the
quantitative data comprised the data collected directly from the natural observation of
classroom instruction and perceptions of the teachers and students. The curricula of Urdu
and Mathematics provided for the process of classroom instruction; whereas the

curriculum for Islamiyat was devoid of the methodology section.

National curriculum for Urdu 2006 outlined all those activities that a teacher could
conduct during classroom instruction, for example, discourse code no.4.1.3.1 analyzes the
situation for performance accomplishment. Similarly, the use of AV aids used in
classroom instruction meant for explanation of abstract concepts through concrete
materials to make the subject “enticing and meaningful” (Mojavezi & Tamiz, 2012, p.484)
and, hence, studied as provision for performance accomplishment. The provisions made by
the curriculum in this context are analyzed in discourse code no.4.1.3.2. Teacher’s manual
or teacher’s version of textbook, as provided by the curriculum, helps teachers in
discharging their duties in a better way according to curriculum targets by'preparing their
lesson plans that could be prévided for the performance accomplishment of students which
are looked into in discourse code no.4.1.3.3. Besides, exercises given at the end of lessons
contain directions for teacher to carry out different activities according to goals set in

curriculum as, for example, discourse code nos.4.1.3.4 and 4.1.3.5.

Curriculum for Mathematics 2006 provided that the teacher should not be a mere
knowledge dispenser rather indulge students in a situation where they could find solution
for their problems by using their previous knowledge and, hence, could be considered as a

provision for the performance accomplishment of students e.g. discourse code no.4.1.3.6.

Besides qualitative data analysis, the process for performance accomplishment was

also analyzed through quantitative data, statistically analyzed and presented in table 4.12.
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Table 4.10
Discourse Code Nos. 4.1.3.1t04.1.3.5

Translation

Original Text

Writing summaries of the lessons.
(National Curriculum for Urdu 2006, p.88)

The use of tape-recorder and language
laboratory is necessary for teaching the
correct pronunciation and intonation.
(National Curriculum for Urdu 2006, p.89)
Preparation of teachers’ guide and it
delivery to every teacher. (National
Curriculum for Urdu 2006, p.90)

So as beggary is the social evil, likewise
there are several other social evils in our
society. Students are to be told about
them and asked them to write an essay on
one of the evil among them. (Urdu
textbook for grade 9, Instruction for teachers,
p-19)

Make the students understand the way of
filling a money order form. (Urdu
textbook for grade 9, Instruction for teachers,

p.25)

) S e pa ) g ada S Gl
(88u= <2006

Discourse code no.4.1.3.1
. Q. VL. SVPN A P RER PR F TN A S
<= S a il Jlaaiad 1S Jans Sl g) S5 )15
(89 U= <2006 5l = 1 i o )

Discourse code no.4.1.3.2
O SS ad ) (L8 (S S ol ) glae by ey
(90 L= 2006 52 3 Hoai (a ) S 5 S

Discourse code no.4.1.3.3
ode S - o ol alan S (s RIS 7 ke e
O o 292 30 U0 (eabess (oo S b s (o2
S oS sl ) ey oSl (20 2 Sy S
GUS e 0 S 3)f) 0l 4 G ganian yaie (S
(19 = ¢ Cuo;\ﬂ.u‘ C"-)"QL-“J?’W?T‘Q;L‘;C"}

Discourse code no.4.1.3.4

321) tlenan AR IS 38 Sl )l T e S il
o Sl e pgd Celaa D QS a3 (S
(25'046“ a3l

Discourse code no.4.1.3.5

Discourse code no.4.1.3.1 provides for performance desensitization (Bandura,

1977b) and speaks for classroom activities to engage students in writing summaries that
proves the selective tradition (Apple, 2004), convey a colonial mind of preparing clerks for
the offices and facilitators for the authorities by training them to present summaries of long
texts perpetuating hegemony (Gramsci, 1971). The provisions referred to in discourse code
nos.4.1.3.2 and 4.1.3.3 were made for performance exposure, proved to be pepped talk, as
the curriculum was materialized through textbook but no such provisions were made
available in schools to the subject teachers as they reported at the time of data collection,
which affects students’ performance due to lack of resources and personal and social
restraints (Bandura, 1986). Urdu, being the national language of Pakistan, has nothing
concrete especially in audio-visual format, available to school teachers and students

(observation by the researcher during school visits for data collection), rather it is not the
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concern of the policy makers who feel degraded to speak Urdu in their daily conversation
and correspondence (Khalique, 2007). The lack of resources (Bandura, 1986) such as non-
availability of AV aids e.g. tape-recorder hinders students’ performance as it denies the
opportunity for students in acquiring broﬁciency in the language as personal and social
restraints (ibid). Similarly, lack of teachers’ guide badly affects the teaching learning
process as the teachers were not provided with real picture and intent of the curriculum;

therefore, the desired outcomes on the part of students could never be attained.

Discourse code no.4.1.3.4 provides for performance exposure that the teacher
should make a practice of writing on any one of the social evils prevail in our society. The
discourse, explicitly, serve dual purposes; first, developing writing skills of students; and
second, contemplation on the social evils of the society. However, implicitly, students are
communicated that their society is full of evils and there is nothing worthwhile proving
social restraints and creates self-doubts in their minds (Bandura, 1986) at such a tender age
and compel them to think differently towards their sdciety and due to which the young folk
of the society seems often, complaining of and condemning the society every time. The
textbooks included out dated activities which have no utility in students’ lives such as
discourse code no.4.1.3.5 provides for performance exposure to fill up the money order
form, which is purely ministerial task in Pakistan on one hand and in the present age of
technology it is seldom utilized by the people for transferring of money in the presence of
commercial banks, Western Union and easy paisa which serve the purpose well in time
and faster than the traditional method. The discourse provides for Participant modeling

with selective tradition (Apple, 2000) and personal and social restraints (Bandura, 1986).
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Table 4.11
Discourse Code No. 4.1.3.6

Original Text

Teachers may set students a challenge, matched to their ability, which leads them to
discover and practice some new Mathematics for themselves. (National curriculum for .
Mathematics 2006 for grades 1-12, p.133)

Discourse code no.4.1.3.6 presents the instructional situation of a Mathematics
classroom, where the students were given a challenging situation that they could solve
with their own ability making provision for participant modeling. The proposal seems
outstanding as for as the words are concerned; however, due to students’ personal and
social restraints (Bandura, 1986), the situation was totally different. as “access to high-
quality mathematics is much easier said than done” (Checkley, 2006, p.4); therefore,
students failed to develop interest in the subject as the “instruction is meaningless and rote
or denies them opportunities to think and interact” (Turner & Meyer, 2009, p.547). There
were, totally .1.1ew concepts introduced in the secondary classes that-students had no
background knowledge, required for. them, causing frustration among them who
subsequently detest the subject. Furthermore, teachers might not be in the position of
wasting time in putting students in challenging situation which was time-consuming
(observed by the researcher during data collection) as they had to cover up the prescribed
syllabus in due course of time because teachers have too many students without enough

time to attend (Horn, 2004).

_ Table 4.12

Perception Regarding Performance Accomplishment

Source N Mean SD Min. Max.
Teachers 232 29.84 6.16 16 41
Students 373 25.28 4.14 17 37

Class Observation 90 24.62 2.39 20 29

Table 4.12 indicates that the mean score and standard deviation of teachers’

perception regarding performance accomplishment of students is 29.84 and of 6.16
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respectively with a range of 16 as minimum score and 41 as the maximum score. The table
also shows that the mean of students’ perception regarding their performance
accomplishment is 25.28 and standard deviation of 4.14 with a range of 17 as minimum
score while 37 as the maximum. However, the data indicates that the rﬁean of classroom
observation for students’ performance accomplishment is 24.62 and standard deviation of
2.39 with a range of 20 as minimum score while 29 as the maximum. Teachers’ perception
of students’ performance accomplishment is high as compared to students’ perception of

their performance accomplishment; however, observation data was different than the two.
4.1.4 Product for Performance Accomplishment

The assessment portion of curricula provided data for the product in the evaluation
model. This section includes both qualitative and quantitative data. The qualitative data
came from the curriculum documents and examination papérs while the quantitative data

came from results of formative and summative assessment.

National curriculum for Urdu 2006 provided for a comprehensive assessment that
could be carried out both objectively and subjectively, on instant, periodical and
concluding bases providing for performance accomplishment of students as analyzed in
discourse code no.4.1.4.1. Similarly, analyzing the examination papers administered
during BISEs annual examinations for secondary level in 2015 and 2016, the Urdu
examination papers for grades 9 and 10 designed stereotyped with three parts i.e. A, B, and
C. Part-A consisted of Multiple Choice Questions (MCQs) provided for performance
accomplishment as these were taken from the textbooks taught in the classrooms; Part-B
was primarily based on questions given in the exercise at the end of the lessons in Urdu
textbook also made provision for performance accomplishment with the exception of items

1, 3 and 7 (in case of Question paper for Urdu grade 9 of BISE Peshawar) and items 1,3,
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and 11 (in case of Question paper for Urdu grade 9 of BISE Mardan); items 3, 4, and 12
(in case of Question paper of Urdu grade 10 of BISE Peshawar) and items 2, 3, and 12 (in
case of Question paper of Urdu grade 10 of BISE Mardan) that provided for other sources
of sélf—efﬁcacy which are discussed in the relevant sections of this chapter; whereas Part—
C in Urdu papers for both grades consisted of four questions from textbooks and therefore,
provided for performance accomplishment; however, these questions also provided for
other sources of self-efficacy which are discussed accordingly. Examination papers of SSC
(A) Examination for grade 9 and 10 of sessions 2015 and 2016 respectively are analyzed

through discourse code nos.4.1.4.2 to 4.1.4.5.

The curriculum for Mathematics stated clear instructions for assessment of students
at secondary level in the subject. Weightage for difficulty level of questions was
determined as 15% easy, 70% average and 15% difficult (p-138) and even unit wise
weightage for the level (pp.142-143) was provided, as analyzed in discourse code
no.4.1.4.6. Like Urdu, examination papers of Mathematics for grade 9 and 10 under both
BISEs Peshawar and Mardan were designed stereotyped and consisted of three sections.
Section—A consisted of 15 MCQs that were taken from the textbooks and hence, provided
for performance accomplishment; section—B consists of 12 items from algebra, statistics
and trigonometry with a choice of three questions to leave; while section—C offered four
questions from geometry with one question to leave in a choice. All the questions included
in Mathematics paper provided ‘for performance accomplishment as looked into in the '
discourse code nos.4.1.4.7 to 4.1.4.10, with few exceptions that are discussed in their

relevant sections.

The curriculum of Islamiyat was silent on assessment procedures; however, the
examination papers of the two BISEs for the level were designed and developed on one

and the same line comprised of three sections. Section-A of both papers provided for

97



4

performance accomplishment of students; similarly, all the seven items of Section—B were
given for performance accomplishment. Discourse code nos.4.1.4.11 and 4.1.4.14 analyzed
the provision critically for performance accomplishment.

Table 4.13
Discourse Code Nos. 4.1.4.1 to4.1.4.3

Translation Original Text

[In the Urdu Curriculum 2006] speech and S g 55 b e [ 2006 Slai S 93 5]
conversation was made the part and parcel 25 o S O B oy en 1S ) puaie 1S
of examination for the first time and 25% 30 A Glal gl Ofla ¢S el uad
marks should be specified for it. (National (93u= <2006
Curriculum for Urdu 2006, p93) Discourse code no.4.1.4.1

In the “Neeli Jheel” [the Blue Lake], what LSLS o g o cabia e (e "daea 5"
questions did the teacher ask from the 298) Sl WS S ooy e dise
students and what answers did they give? Celea 93,0 a2 201 5(SVW)olatel S a3 g
(BISE Peshawar, SSC (A) Examination 2015, (10 52 2 el Jlgms 62 i cpd
Paper Urdu for grade 9, Section B, Q.2, part 10) Discourse code no.4.1.4.2

What did he [the Holy Prophet (s.a.a.w)] e Ll A LS 5 G Gl S (e ol & puan
say about Imam Hussain? (BISE Mardan, 30l A2 2015(SVW)Galel S R 5 g3 (3 1)
SSC (A) Examination 2015, Paper Urdu for (12 S <2 pad g 6 s ¢t Cielaa
grade 9, Section B, Q 2, part 12) Discourse code no.4.1.4.3

. Discourse code no.4.1.4.1 speaks for oral assessment iq Urdu, which provided for
participant modeling and specifies one-fourth marks for it, seems satisfactory in this
connection; however, its implementation has not yet materialized by BISEs in the
province. The lack of oral examination at the secondary level has left goals and SLOs
regarding speaking skills of students in Urdu language unattended resulting in their
incorrect self-knowledge (Bandura, 1977b). This lack of dedication for Urdu, as a national
language (Constitution of Pakistan 1973, Article 251), proves the authorities” minds and
attitude that they look down upon it (Khalique, 2007). The degradation of national
language causes inferiority complex among students and their poor performance in the
language resulting in adverse effects on their efficacy belief. Likewise, the assessment
procedures include items of diverse nature that discriminate students’ abilities; however,

this is lacking in examination papers of BISEs in Khyber Pakhtunkhwa that include low
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order cognitive tasks as referred to in the discourse code nos.4.1.4.2 and 4.1.4.3, where the
items for Urdu examination papers of grade 9 in both BISEs are asking for reproduction of
material (Apple, 2004; Freire, 1970/2005) as these were exactly taken from exercises in
textbook (see pp.89 & 10) aimed at to assess the lowest ordered cognitive abilities (Bloom
et al., 1956). The item in discourse code no.4.1.4.2 has no cognitive importance as the
meaningless questions were asked by the teacher and likewise were their answers. The
content of examination papers communicates the intent of BISEs regarding the worth of
the language in their assessment that conveys students the value and importance of the
subject, adversely affecting their self-efficacy. However, the item in discourse code
no.4.1.4.3 was worthwhile with regard to its content; nonetheless, it was also speak for
memorization of the information and thus provided for the first level of cognitive domain

(Bloom et al., 1956) without developing students’ faculty of thinking and arguing.

Table 4.14
Discourse Code Nos. 4.1.4.4 & 4.1.4.5

] Translation Original Text

Make sentences: Collision; Alteration; A Sl o pad cpobiate 1 il e
Linguistic differences; Secondary status (RYL) latial S e 3 g ghdy) Culia 5 430
(BISE Peshawar, SSC (A) Examination 2015, 2l ) gas ¢ mamia cad Celaa 335f 2522016
Paper Urdu for grade 10, Section B, Q 2, part (2»
2) Discourse code no.4.1.4.4

Write the main theme of the lesson M) 028 ot Jud (638 e 8" AU " G
“Parnani’ [maternal great grandmother] Celea 051 n2l )3 2016 (~¥l) haie) S e S
(BISE Mardan, SSC (A) Examination 2015, (3 2 gm0 s e

Paper Urdu for grade 10, Section, Q 2, part 3) Discourse code no.4.1.4.5

Discourse code nos.4.1.4.4 and 4.1.4.5 are useful with refgrence to understanding
of the language. Discourse code no.4.1.4.4 contains words which are required to be used in
sentences to assess students’ understanding, are mostly negative in nature and have
undesirable implications for students at this age. Discourse code no.4.1.4.5 provides for
somewhat creative faculty on the part of students; however, the selection of item from the

<

lesson ‘parnani’ [maternal great grandmother], which speaks for materialism and bad
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treatment of a great grandmother at the hands of her great grandchildren, spoiling her
entire assets due to their inefficiency. The theme of the fiction communicates a bad image
to students regarding human instinct for material things sacrificing the blood relations and
instills in their minds a narrow and pessimistic approach to life that has adverse affect on
their performance (Myers, 2013).

Table 4.15
Discourse Code No. 4.1.4.6

Original Text

Assessment must include by focusing on a student’s ability to evaluate the effectiveness
of using different strategies to address the same problem. (National curriculum for
Mathematics 2006 for grade 1-12, p.137)

Discourse code no.4.1.4.6 provides for performance exposure of students with a
positive effort regarding performance accomplishment on the part of students to enable
them to use different strategies for solving problems; however, the provision seems
impractical and overestimation of students abilities due to personal and social restraints of
the students (Bandura, 1986), as the items included in the examination papers of the BISE
Peshawar and BISE Mardan (the situation was not different in other BISEs) were the same
as given in the textbooks without changing a single word or a figure (see discourse code

nos.4.1.4.7 t0 4.1.4.10).

Table 4.16
Discourse Code Nos. 4.1.4.7to 4.1.4.10

Translation Original Text
" Find the value of @ — b° whena—b =2 aslas Cradd Sg' — b giab=15 s a-b=2 A
and ab = 15 (BISE Peshawar, SSC (A) 2015 Olaiel (SYl) S e 390 ) bds) a8
Examination 2015 Mathematics Paper for (752 2 s N gm ¢ s cad Cielea iy )

grade 9, Section — B, Question No. 2, part No.  Discourse code no.4.1.4.7
7 ‘
The product of two polynomial is x* +5x°  x*+ 5x° — 6x% — @y duala S g ) LI o S

—6x~ —2x — 28 and their HCF is x — 2. J8 Qs WS o) 8 x— 2 ahelole ol 2x — 28
Find their LCM. (BISE Mardan, SSC (A) 2015 Sladal (HYL) S e 3 )90 (R 3a) 02 S pslas
Examination 2015 Mathematics Paper for (Vi 3 2 s g € mias cpd Celaa oy )

grade 9, Section B, Question No. 2, Part No. Discourse code no.4.1.4.8
vi)
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Circumscribe a square about a circle of osbi) OB @ e 0 palas S o il S Ll ,5¢m

radius 5 cm. (BISE Peshawar, SSC (A) Gelea paly ) 2016 Gl (VW) S e <39
Examination 2016 Mathematics Paper for (6 J g ¢z man (a0
grade 10, Section — C, Question No. 6) Discourse code no.4.1.4.9

Any two angles in the same segment of a il 2913 30 (42 58 Oae ankal (2 S S il
circle are equal. (BISE Mardan, SSC (A) 2016  ladal (VL) S e 39 R 9) o S
Examination 2016 Mathematics Paper for (4 s g (g ran a) Cclaa =l
grade 10, Section — C, Question No. 4) Discourse code no.4.1.4.10

Discourse code nos.4.1.4.7 and 4.1.4.8 were taken from algebra whereas discourse
code nos.4.1.4.9 and 4.1.4.10 were included from geometry. The design and wording of
examination papers, not only of Mathematics but almost of all subjects, at secondary level
administered by the BISEs in Khyber Pakhtunkhwa was monotonous and stereotyped
meant for reproducing the material gone through in the classrooms (Apple, 2004; Freire,
1970/2005), which is the lowest level of Bloom’s (1956) cognitive domain. The content of
examination papers conveys that the assessment bodies aimed at to judge the memory of
students only rather to assess the curriculum targets set by the planners as the paper setters
were neither motivated nor directed to develop examination papers that could be made for
assessment of overall learning of students. The intent depicted that either students were
expected of low level as Freire (1970/2005) has explained in banking concept of
education, where one can deposits as well as withdraw and devoid of intellectual and
creative abilities, or they were deliberately communicated the message to be so as they had
nothing to do more than just reproducing the memorized knowledge (Apple, 2004).

Table 4.17
Discourse Code Nos. 4.1.4.11 & 4.1.4.12

Translation Original Text
What is meant by “< 330\ 3&”[worst of the S e S g shidn) € 3 e LS 3
living organisms] (BISE Peshawar, SSC (A) reas iad Golea Cliedld 2015 ladel (YL
Examination 2015 Islamiyat Paper for grade 9, (5 52 2 sad Jlgm v
Section — B, Question No. 2.5) Discourse code no.4.1.4.11
What are the four obligatory components of M) fon 058 0SS U A Jly S suay
Wadu [ablution]? (BISE Mardan, SSC (A) Gelaa ladal 2015 Gladal (Yla) S e 3 5
Examination 2015 Islamiyat Paper for grade 9, (B 2 2 b ) g 0 mas ad
Section — B, Question No. 2.3) Discourse code no.4.1.4.12
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Discourse code nos.4.1.4.11 and 4.1.4.12 depict performance exposure citing
examples from two BISEs and were asked with regard to assessment as of low level as
they were (exact copy from the textbook, pp. 13 and 79) fall under the ‘knowledge’ in
Bloom’s (1956) cognitive domain. Discourse code no.4.1.4.11 exhibits that the question
asks only meaning of Arabic phrasal combination of words with a negative connotation
regarding its implications for the society. The selection of item as referred to in discourse
is pessimistic and creates self-doubts (Bandura, 1986) among students weakening their
performance (Myers, 2013). The item in discourse code no.4.1.4.12 asks for just
reproducing the four obligatory components of wadu [ablution], which requires no intellect
but just a good memory. The items included in examination papers for Islamiyat of
secondary classes communicate that they were of petty nature and were concern only

memorization and nothing beyond.

Table 4.18
Discourse Code Nos. 4.1.4.13 & 4.1.4.14

Translation Original Text .
What does family life means? (BISE Peshawar, s osi) § ol e LS (K e
SSC (A) Examination 2016 Islamiyat Paper for ¢a Celea Ciliadul 2016 Olaiel (AYla) S e
grade 10, section B, Q.2(vi)) (Vi 2 i g e 38

Discourse code no.4.1.4.13
What is the specific commandment of L9 Ol oS ala LSS (33 jae Ol Jad B ) g
divorcing a wife in surah al-Ahzaab? (BISE 2016  Jlaiel (~VL) S i o5 ) g Ola 3) ¢
Mardan, SSC (A) Examination 2016 Islamiyat (< ja¢3 el dlgu iz man o Celad liadlal
Paper for grade 10, Section — C, Question No. 3.b) Discourse code no.4.1.4.14

Item in discourse code no.4.1.4.13 is studied and discussed under the performance
accomplishment as it provides for self-instructed performance because the rights of various
relatives such as parents, children etc.; were included in the earlier grades and, the focus, at
this level, was on the family. The item, as referred to in discourse code no.4.1.4.13
(exactly copied from the textbook exercise item no.1 on p.87) and likewise other items of

the examination papers of Islamiyat administered at the level were not compatible with the
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targets of the curriculum. Discourse code no.4.1.4.14 continues with the same nature
(exactly copied from the textbook, exercise item no.2 on p.44) as discussed in the earlier
case. However, the selection of the item in this discourse was related to a unpleasant
happening of human life, which has negative. implications for students developing
pessimism and self-doubt among students (Bandura, 1986). The wording and nature of
item asked from grade 10 students, during their summative assessment, signifies
educational planners’ intentions and weakens their belief in the family system and shatters
them emotionally. The ultimate result of such kind of things in the curriculum and its

reiteration through assessment in the examination adversely affect students’ performance.

Table 4.19

Comparing Formative and Summative Assessment Results of Students in Grade 9

Assessment N Mean SD  Difference t-value Sig. (2- df

- in Mean tailed)
Formative 392 5099 14.742 -2.612 -4.073 .000 391
Summative 392 53.61 9.738

A paired samples t-test was conducted for comparing the mean of formative and
summative assesément results scores of students in grade 9. The data.in table 4.19
indicates that t-value, for formative and summative assessment results, is 4.073. The
difference in the mean is statistically significant in favour of summative assessment as
shown in the table. The table also indicates that the mean of the formative assessment
result of students in grade 9 is 50.99 whereas mean of the summative assessment result of

students in grade 9 is 53.61; the difference in mean is thus recorded 2.612.

Table 4.20

Comparing Formative and Summative Assessment Results of Students in Grade 10

Assessment N Mean SD Difference t-value Sig. (2- df

in Mean tailed)
Formative 297 50.87 10.029 -5.471 -9.431 .000 296
Summative 297 56.34  9.513
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Table 4.20 shows result for a paired samples t-test, conducted for comparing the
mean of formative and summative assessment results scores of students in grade 10. The
data indicates that t-value, for formative and summative assessment results, is 9.431. The
difference in the mean is statistically éigniﬁcant in favour of summative assessment. The
table also indicates that the mean of formative assessment result of students in grade 10 is
50.87 whereas mean of summative assessment result of students in grade 10 is 56.34; the

difference in mean is thus recorded 5.471.

Table 4.21

Comparing Summative Assessment Results of Students in Grade 9 and 10

Assessment N Mean SD  Difference t-value Sig. (2- df
in Mean tailed)
Grade 9 243 5490 9.978 -2.281 - 7.446 .000 242
Grade 10 243 57.18  9.890

A paired samples. t-test was conducted for comparing the mean of summative
assessment results scores of the same students in grade 9 and 10. The data in table 4.21
indicates that t-value, for summative assessment résults, is 7.446, which is statistically
signiﬁcant in the direction of grade 10. The table also indic-ates that the mean of the
summative assessment result of students in grade 9 is 54.90 whereas mean of the
summative assessment result of students in grade 10 is 57.18; the difference in mean is

thus recorded 2.281.

4.1.5 Summary for Performance Accomplishment

Performance accomplishment is the most influential source of self-efficacy,
therefore, the curriculum of Urdu 2006, curriculum of Mathematics 2006 and curriculum
of Islamiyat 2002 and 2006 of secondary level were analyzed for its provision. The
provision for performance accomplishment was analyzed and evaluated through its

different modes of induction in the framework of CIPP model.
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The context for evaluation was provided in curriculum in the form of aims, goals
and objectives, besides, the standards, benchmarks and SLOs. The context offered only
qualitative data and focused upon cognitive domain of students performance only. The
context was developed b}'/ the curriculum for performance accomplishment by in&ucing
through performance desensitization, performance exposure and participant modeling
(Bandura, 1977b); however, these were hindered by overestimation capabilities, personal
and social restraints (Bandura, 1986) of students focusing on lower order cognitive
abilities (Bloom et al., 1956) substantiating selective tradition (Apple, 2000) to train them
for reproduction of material (Freire, 1970/2005) that devoid of critical and creative input
and to perform menial work aimed at by the colonial power of pre-independence time. The
context was presented in grandiloquent and idealistic manner considers “all men are

intellectuals” but, “not all men have the function of intellectuals” (Gramsci, 1971, p.9).

The input for performance accomplishment was provided qualitatively in the
curriculum in the form of syllabus and textbook for the level. Syllabus and textbooks were
developed for performance accomplishment induced by participant modeling, and
performance exposure (Bandura, 1977b) but the content were selected for a particular
purpose (Apple, 2000) and focused on lower order cognitive abilities (Bloom et al., 1956)
of students providing for a mere reproduction of material (Freire, 1970/2005) to restrain
students’ performance due to personal and social restraints (Bandura, 1986). The input was
nostalgic, pessimistic and communicate negative message to students at secondary level on
one hand, and lack of practical utility for their life on the other hand, affect students’
performance and instilled a de-motivating spirit among them that ensures hegemony.
However, the content of Islamiyat was provided for performance desensitization (Bandura,

1986) and has positive impact on students’ lives due to religious affiliation.
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The process for performance accomplishment at secondary level was analyzed both
qualitatively and quantitatively. The qualitative data came from curriculum provision for
an effective classroom instruction such as strategies, activities, AV aids, and teachers’
manual/guide. The curriculum provisions for performance exposure and performance
desensitization (Bandura, 1977b) were hindered by lack of resources and personal and
social restraints developing self-doubts (Bandura, 1986) among students. These provisions
were made for particular purpose (Apple, 2000) to establish hegemony (Gramsci, 1971).
Besides, the teachers themselves lingered onto the traditional methods of teaching due to
their ignorance of modern trends and techniques. Likewise, discrepancies found in the
quantitative data as teachers considered performance accomplishment of students as good
while that was reported an average by students themselves because they consider
successful reproduction of learned material as performance accomplishment; however it

was recorded poor during classroom observation.

The product in CIPP model for performance accomplishment was provided by the
curriculum as assessment process and procedures and hence, was analyzed both
qualitatively and quantitatively. Qualitatively, the curriculum provided for performance
exposure, participant modeling, and self-instructed performance (Bandura, 1977b) but
these were hindered by incorrect self-knowledge and overestimation of students’
capabilities (Bandura, 1986) due to meaningless, negative worded, monotonous and
stereotyped items reproducing material (App.le, 2004; Freire, 1970/2005), mainly focused
on lower order cognitive abilities (Bloom et al., 1956) caused pessimism among students.
The qualitative data communicates that theory and practice has no match. The quantitative

data affirms the positive effect of earlier performance on the subsequent performance.

In nutshell, curricula at secondary level of selected subjects espoused performance

with a fixed frame of mind that connoted a negative message and pessimistic approach
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towards life. The performance accomplishment though adds to self-efficacy of students;
nevertheless, performance meant to the curriculum planners as accomplishment in a
desirable way to produce a literate labour class such as clerk as looked for by Macaulay

(1 855) for running English government machinery instead of educated minds with thinking

and creative skills.
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4.2 Vicarious Experience (Secondary Experience)

Vicarious experience enables individuals to perform well. The models with the
same background and capabilities as that of the observer reinforce the efficacy belief of the
observer; however, models different to a greater degree seldom affects self-efficacy
(Bandura, 1995). Proficient models influence the novel in the field of activities and prove
great inspirational effects upon the observer. Hence, vicarious experience is the building
block of self-efficacy to a second degree, next to primary experience. This source of self-

efficacy was looked into the curricula of the selected subjects through CIPP model.
4.2.1 Context for Vicarious Experience

The context for vicarious experience was analyzed by the ambitious guiding
portion of the national curricula 2006 and 2002 that illustrated diversely as general and
specific aims, goals and objectives, besides, standards, benchmarks and SLOs. National
Curriculum for Urdu 2006 provided that there were only a single reference in general aims
(aim no.1) regarding vicarious experience and same was the case with the specific aims
(aim no.2) analyzed in discourse code nos.4.2.1.1 and 4.2.1.2 respectively. However, the
six instructional objectives had presented not even a single incidence for vicarious
experience. Besides, there were eight learning outcomes that were provided for vicarious

experience as analyzed, for example, in discourse code no.4.2.1.3.

National Cuiriculum for Mathematics 2006 offered context in the form of
standards, benchmarks and SLOs for vicarious experience. Discourse code no.4.2.1.4
states a reference from standards while discourse code no.4.2.1.5 is a typical case of
benchmarks. The SLOs that could serve for vicarious experience in the curriculum were
148, which meant for instant accomplishments during classroom instruction. Discourse

code nos.4.2.1.6 and 4.2.1.7 analyzed SLOs for vicarious experience.
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As a context for vicarious experience, both of the curricula for Islamiyat had the
same structure in the form of general and specific aims which were compound in nature
and were divided into subparts for the sake of analysis. Both of the curricula offered
almost the same phenomena and thefe were, about 18 instances each as analyzed, for

example, in discourse code nos.4.1.2.8 to 4.1.2.11.

Table 4.22
Discourse Code Nos. 4.2.1.1t04.2.1.3

Translation Original Text
Urdu ... is spoken, understood, written and (stran g e mmn g S Sh | g0
read in every part of the country [Pakistan]. 2 S Sl b el T a5 (e
On this basis, every student of Pakistan plad o g A8 e Ugs Jil8 it oS ale il
should be enabled to acquire it with S S duand Sl o s S g ke
reference to these skills. (National Curriculum iy ga sae <2006 320 a0 )
for Urdu 2006, General Aim no. 1, p.3) (3 rmaial
Discourse code no.4.2.1.1
[Pakistani students] could master the ¢ =ad) Upal®s S s Js o)) [l S
requisites of Urdu speaking (intonation, duala e —wblal S (St ) Jadls
pronunciation, and utterance). (National 0232006 520 S Slad e ) oS S
Curriculum for Urdu, 2006, Specific aim 2, p.4) (4 e G
Discourse code no.4.2.1.2
[Students] could become aware of the basic Ceapdd e paddanal (galany (S Ol ple [aulh)
terms of literature such as simile, metaphor,  (s«58) S 53 o881 s Jus ya Jlane cadliS cojlatid
allusion, and allegory. (National Curriculum 4 e alad SNala 2006 5, Sl
for Urdu 2006, SLO no. 4 for language (B9ua ¢ pf Celan ¢l L) Ol 0
cognition, grade 9, p.39) Discourse code no.4.2.1.3

Curriculum for Urdu 2006 provided context for vicarious experience as referred to
in-discourse code no.4.2.1.1 as it provided that Urdu is widely spoken, understood, written
and read language by many people across the country; therefore, students in Pakistan can
acquire all these skills for mastery of Urdu language. Likewise, discourse code no.4.2.1.2
stresses for correct utterance of Urdu that is learnt from a role model and, hence, provides
opportunity for vicarious experience. Discourse code no.4.2.1.3 further provides that the
language should be learnt with all its delicacies. The discourses provide for symbolic
modeling (Bandura, 1977b); however, in Pakistan, Urdu though is a national language but

is a second language for majority of population in the country and personal and social
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restraints of students coupled with lack of recourses (Bandura, 1986) hinder its learning in

the province seldom meet the curriculum targets and weaken students efficacy belief.

Table 4.23
Discourse Code Nos. 4.2.1.41t04.2.1.7

Original Text

(The students will be able to) Manipulate different types of sequence and apply operations
on matrices. (National Curriculum for Mathematics, grade I —XII, Standard 1, p.4)

Discourse code no.4.2.1.4
Solve linear inequalities with rational coefficients. (National Curriculum for Mathematics,
grade I -XII, Benchmark 5 under standard 2, p. 5)

Discourse code no.4.2.1.5
Find remainder (without dividing) when a polynomial is divided by a linear polynomial.
(National Curriculum for Mathematics, grade I —XII, Unit 5, SLO no. (ii) for subsection 5.2, p.
75)

Discourse code no.4.2.1.6
Construct a triangle equal in area to a given quadrilateral. (National Curriculum for
Mathematics, grade I —XII, Unit 29, SLO no. (i) for subsection 29.2, p. 93)

Discourse code no.4.2.1.7

Discourse code nos.4.2.1.4 to 4.2.1.7 representing standard, benchmark and SLOs,
provide for live modeling in the context as national curriculum for Mathematics 2006
included concepts, new for students at the level. At the level, matrix (discourse code
no.4.2.1.4) is entirely a new concept for the students and is introduced for the first time to
them in their academic career; similarly, students are confronting the new concept of
inequalities (discourse code no.4.2.1.5); finding out remainder without dividing when a
polynomial is divided by a linear polynomial (discourse code no.4.2.1.6); and constructing
a triangle that is equal in area to a given quadrilateral (discourse code no.4.2.1.7). The
discourses communicates that Mathematics offers almost entirely for vicarious experience
as the material are presented to students by the teacher during classroom instruction;
however, it cannot work as it should not be equated with the abilities of students (Bandura,
1995) and, hence, little effect can be made to make it understandable for them as students’
belief of competence rely primarily on their relative performance with their peers (Bong &

Clark, 1999).
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Table 4.24
Discourse Code Nos. 4.2.1.81t04.2.1.11

Translation

Original Text

Introducing [students with] the literary,
spiritual, political and military feats of the
ancestors. (National Curriculum for Islamiyat
Compulsory 2002, General Aim 8, p.2)

They [Students] have to be introduced with the
literary, scientific, spiritual, political and
military feats of Muslim ummah (National
Curriculum for Islamiyat Compulsory 2006,
General aim 9, p.2)

[Students] have plausible information of the
literary, spiritual and political feats of the
ancestors. (National Curriculum for Islamiyat
Compulsory 2002, Specific aim 8, p.2)

[Students] have plausible information of the
literary, scientific, spiritual and political feats
of their ancestors. (National Curriculum for
Islamiyat Compulsory 2006, Specific aim 8, p.3)

il lay ) oale S B [5S Slk].
2 g LIS Qlid ) o g 9el IS (5 S ) )
(8 Jnia e gac 2002 Skl C:"Jé clal
(1 raive
Discourse code no. 4.2.1.8
¢t cu.A]cén.Alu‘&;u‘ [,._\Dn] o4
= U8 g Sue ) (b o Aoy
o clal e gy L ola g iy
Discourse code no. 4.2.1.9
08 b ooy ipale S Bl [aalke]
Gle sl Jgina pa ol S G3ali S (5 S
2002 et 15 cliai o g8) 0 S
Discourse code no. 4.2.1.10
(g sgmits pale S Dl [l
ute e b S g8 g S ) (el
oGl o df) 51 eSSl sbaa  giae
(3 a8 dials ua pad 2006 Sl
Discourse code no. 4.2.1.11

Discourse code nos.4.2.1.8 and 4.2.1.9 speak for general aims of national curricula
for Islamiyat 2002 and 2006 respectively while discourse code nos.4.2.1.10 and 4.2.1.11
represent specific aims of national curricula for Islamiyat. The discourses provide for
symbolic modeling and introducing students to the glorious past of Muslims and convey
that both the curricula have the same language; however, curriculum of 2002 has ignored
scientific achievement of Muslims which was compensated for in curriculum 2006. Their
achievements, regardless their hardships and miseries made them icons for the world;
therefore, students to be inspired to become icons not only in religion but also in literature,
science and technology, as well as in political sphere of mundane life. The discourses
failed to motivate students due their personal and social restraints (Bandura, 1986) for two
reasons of its ineffectiveness; first, the presentation of the content to students was made
customary; second, the wide gap between the theory and practice on the part of the present

models got no direct compelling impact upon the lives of students.
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4.2.2 Input for Vicarious Experience

The input provisions were analyzed for vicarious experience in the form of syllabi
and textbooks cieveloped thereupon. The syllabus of Urdu for grade 9 & .10 provided that
each literary work provided with the writers’ introduction (see National curriculum for
Urdu for grade 1%to 12% 2006, pp.71), offer for secondary experience, which was
analyzed. In literature, prose also provides input for vicarious experience, for example,
discourse code no.4.2.2.1. Likewise, Urdu textbooks for grades 9 and 10 were the concrete
representation of syllabus of the curriculum 2006. Both the textbooks contained eleven
prose items each; whereas that of grade 9 had 16 poetry items and grade 10 textbook
included 15 items from poetry. Writers’ introduction was given before each lesson in both
prose and poetry. Discourse code nos. 4.2.2.2 to 4.2.2.4 critically analyze the textbooks as

an input for vicarious experience as a source of self-efficacy.

The syllabus of Mathematics included content that were primarily based on
secondary experience as it had never been introduced earlier and therefore, students could
be able to understand it only when done by a teacher or a learned peer. Discourse code
nos.4.2.2.5 and 4.2.2.6 critically analyze the typical provisions. Similarly, Mathematics
textbook for grade 9 had 22 exercises out of 89 while 7 exercises out of 62 in Mathematics
textbook for grade 10 nec;ded to be presented through demonstration by either a teécher or
a learned peer. Besides these aforementioned exercises, the rest also needed modeling;
however, they had other specific functions of being persuasive and emotive, causing deep -
effects and therefore, analyzed in their respective sections. Discourse code nos.4.2.2.7 to

4.2.2.10 analyze examples Mathematics textbooks for vicarious experience.

National curriculum for Islamiyat 2002 provided input for vicarious experience

through its syllabus. The sub-section 3(b) of the syllabus provided for vicarious experience
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as the life of the prophet (s.a.a.w) was the best example to be followed as referred to in the
Holy Quran (33:21). Discourse code no.4.2.2.11 analyzed the content from sub-section
3(b) with reference to vicarious experience. Similarly, national curriculum for Islamiyat
2006, in its unit 3(b) contained content on Seerah-tun-Nabi (the life of the Prophet
[s.a.a.w]) and unit 4 covers the biographical description of the notables of Islam that
provide input for vicarious experience as analyzed in discourse code no.4.2.2.12. However,
Islamiyat textbook indicated that it was not developed as it was intended by the curriculum
and many aspects were not materialized such as unit 3(b) on the seerah-tun-Nabi (s.a.a.w)

that could best offer input for vicarious experience. Discourse code nos.4.2.2.13 and

4.2.2.14 analyzed the provisions for secondary experience in the Islamiyat textbook.

Table 4.25
Discourse Code Nos. 4.2.2.1t0 4.2.2.4

Translation

Original Text

[Naam Dev Mali] of Maulvi Abdul Haq
[form biography/ sketch/ autobiography]
(National Curriculum for Urdu 2006, p.72)

As areward of [saving the life of a British
lady], he [Deputy Nazir Ahmad] was
appointed as Deputy Inspector of Schools.
He translated ‘Income Tax Law’ and
‘Indian Penal Code’ from English to Urdu.
The English government liked his act of
translation and appointed him as Tehsildar.
(Urdu textbook for grade 9, p.33)

He [Imtiaz Ali Taj] adopted very well the
features of western [English] dramas such
as confrontation, amazement, soliloquy and
conflict in his dramas. (Urdu textbook for
grade 9, p.71)

Maulvi [Abdul Haq] Sahib was a man of
regular habits. He had one and the same
routine every day from morning walk to
evening walk. (Urdu textbook for grade 10,
p-6)

2006 520} S p Glal e ) (A 0 6b)
' (7202
Discourse code no.4.2.2.1 )

O S O3a 3y K] S [2ea) i AS]
Pl A5 O 58S e e S
D8h S S ilE D et 8 ol e jlae
O LS e e 20 (6 52N 1S )y
Jaand (el U diy oS i gfa (65 Kl Jae IS
o S apd (S pf) LS Loy s
) (33u=

Discourse code no.4.2.2.2
ke Ot 034l 3 i) 5 [eU e Jial] s
(g gpalial Sing s gad S ol S
o opaii 651 S S IS )l (DA
(T1om tprd 2 IS i d (S 530) - L

Discourse code no.4.2.2.3
S osile 022l i abia [allae 54l s
n S ) s o8 Uy S e o S
.LQSUJe(\)SJ)gL»‘;‘I«_ig|\SAJ|jJJ\SQ\«_iJ
(6ua ¢ 3 S8 S (a3 (S 3o )

Discourse code no.4.2.2.4
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Discourse code no.4.2.2.1 to 4.2.2.4 provide for symbolic modeling for students’
vicarious experience. Discourse code no.4.2.2.1 represents Urdu syllabus in the form of
Maulvi Abdul Haq’s biographical sketch of Naam Dev Gardner, where he narrates
devotion, dedication and efficiency of a poor gardener who was a Hindu by religion. The
discourse passed on a message that the curriculum planners deliberately selected a
biographical sketch of a humble character, which they wanted students to become so,
though he was honest yet a manual labourer with meager livelihood. Similarly, the
textbook materialized the syllabus and the direction of curriculum given for the textbook
as for example discourse code nos.4.2.2.2 and 4.2.2.3 provide the introductory notes
presented before the lessons communicate a much subjugated mindset to students. In
discourse code no.4.2.2.2 introduction of Deputy Nazir Ahmad is given, which depicts that
he got positions just for his services to the then colonial power polluting students’ mind
fading away their belief .in hard work and merit. Similarly, discourse code no:4.2.2.3
depicts another westernized writer of Urdu literature, Imtiaz Ali Taj who was impressed by
the western literature especially drama and passed on the features of English drama into
Urdu literature attempting to prove Macaulay’s thoughts true regarding the inferiority of
oriental language and literature. The discourses were presented with a particular mindset
communicating selective tradition (Apple, 2000). On contrary, discourse code no.4.2.2.4
presents an excerpt from the lesson about the routine of Maulvi Abdul Haq, positive

provision in the context of vicarious experience that can positively affect students’ lives.

Table 4.26
Discourse Code Nos. 4.2.2.5 & 4.2.2.6

Original Text

Application of logarithm (National Curriculum for Mathematics 2006, Section 3.5, p. 72)
Discourse code no. 4.2.2.5
K - Method: use k-method to prove conditional equalities involving properties (National
Curriculum for Mathematics 2006, Subsection 10.4, p.80)
Discourse code no. 4.2.2.6

114



Discourse code nos.4.2.2.5 and 4.2.2.6 represent syllabus of Mathematics 2006 as
input for vicarious experiences, providing for live modeling (Bandura, 1977b) for students
as new concepts were introduced for the first time, which necessitate presentation by
teacher or a learned person.. Discourse code no.4.2.2.5 depicts the application of logafithm
[laws] while discourse code no.4.2.2.6 presents for use of a particular ‘K-method’ for
solving mathematical problems. The discourses communicate that Mathematics curriculum
was planned in a way that contained material which meant nothing but to implicitly
convince students of being incapable to grasp and their consistent failure in Mathematics
developed a mentality of being inefficient (Bandura, 1986) and hence, avoid challenging

tasks in their lives.

Table 4.27
Discourse Code Nos. 4.2.2.7 to 4.2.2.10

Translation Original Text
Show that which of the following matrices = O3S O8S m opa 038 d pa pie i)
are conformable for multiplication? ‘ $ 2 Sans @y (S gl
a 1 -1 1 -1 a

A_[b] B=Ip q]c_[—z 1] C*[-z 1] B=[p 4l A—[b]
D=[p 1T 5] ) D=[p 1 5]
(Mathematics textbook for grade 9, Ex. 1.3, Q. 1, Glacart Cielaa M QS s 30 (S b))
p-18) (1802 1V 3¢1.3

Discourse code no. 4.2.2.7
Simplify with the help of logarithm: (S ealia o 2de (S agi )

(23.60)(8.719)3
v6.93

(Mathematics textbook for grade 9, Ex. 3.5, Q. 8, Ghia caed Cielan ) QS a0 (S pialy))
p.66) (6602 <8 JV g 3.5

Discourse code no. 4.2.2.8
IfX={1,2,3,4},and Y = { 5,6,7,8} then mSY=1{56,78} ,st X ={1.23,4} N
" write a one-one function from X to Y. oS oml)) el | — 1 opY v X e
(Mathematics textbook for grade 10, Ex. 5.5, Q. Jgo 5,505 o Celaa 3 QIS o
5.ii, p.152) (1520 «(ii)5

Discourse code no. 4.2.2.9
Draw a square of 6 cm. Circumscribe a circle K e ool o oyl 2 @ Gy dsbem
about that square and then inscribe a circle in = aslaa (sl S Qg g il iy ) geass

the same square. Measure the radii of these e Giclea A QIS o 30 S bl ) S
two circles. (Mathematics textbook for grade (2862 <3 dlsw ¢13.2(35
10, Ex. 13.2, Q. 3, p. 286) Discourse code no. 4.2.2.10
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Discourse code nos.4.2.2.7 to 4.2.2.10 provide input from textbook for vicarious
experience as these offer for live modeling of teacher in the classroom. The matrices and
logarithm as referred to in discourse code nos. 4.2.2.7 and 4.2.2.8, were introduced for the
first time in gréde 9 and therefore, students totally relied upon the demonstrations by their
teacher or a learned fellow. The two concepts introduced at the level proved to be difficult
and meaningless for students as both had no utility for students. Likewise, discourse code
nos.4.2.2.9 and 4.2.2.10 present instances from grade 10 textbook exhibiting such material
that make no difference to the lives of students. Discourse code no.4.2.2.9 describes an
example of functions of set, which is again devoid of practical utility for students at the
level while discourse code n0.4.2.2.10 illustrates instance from geometry, which requires
drawing a square and circumscribing and inscribing a circle. The discourses have difficulty
for students to master the items for their personal and social restraints (Bandura, 1986) as

the material is above mental level and devoid of practical utility for them.

Table 4.28
Discourse Code Nos. 4.2.2.11& 4.2.2.12-

Translation _ Original Text
Virtues of the family members of the prophet RS (Ua)) pl S Alaua «Cup Jif il
(s.a.a.w), his companions (r.a), writers of wahi ) (=) pl S e pdaa s e il (2
(afflatus) and the ten companions (of the prophet) pam ~ean 2002 Spdisl I i
who were given prophecy of paradise. (Curriculum BueS 249
for Islamiyat, Section 3(b), part 5, p.3) Discourse code no. 4.2.2.11
Jabir bin Hayyan (Curriculum of Islamiyat Slaadal Ay Slead gasd) Jlas (O s
compulsory, Chapter 4, part 3, p.16) (160= 3 Ja ol <L <2006

Discourse code no. 4.2.2.12

Discourse code nos.4.2.2.11 and 4.2.2.12 provide for symbolic modeling by
presenting about the virtues of family members of the prophet (s.a.a.w), his companions
(r.a), writers of wahi (afflatus) and the ten companions of the prophet (s.a.a.w) who were
given prophecy of paradise in curriculum of Islamiyat 2002 and about Jabir bin Hayyan in
the curriculum of Islamiyat 2006 respectively. The discourse code no.4.2.2.11 speaks for

their virtues rather their hardships. The students could be induced to follow such people to
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get ahead as successful and exemplary for rest of the world. Similarly, the national
curriculum for Islamiyat 2006 went ahead and included personalities that got fame due to
their feats in the field of science as illustrated in the discourse code no.4.2.2.12, which is
corﬁpatible with demands of present world. These models pésitively motivate students to

make achievement even in the adversaries.

Table 4.29
Discourse Code Nos. 4.2.2.13 & 4.2.2.14

Translation Original Text

There is indeed a good model for you in the life 8 Gl A Bl il 305 (o8 50 G Wl
of the Messenger of Allah -for the one who has ~ 5_sw) O 1588 & 583 3 531 a5l KL AR NN
hope in Allah and the Last Day, and remembers ~ «adlad 3 5 QS s 30)(21 <af il 3

Allah profusely. (Al-Quran, 33:21) [Islamiyat (34 U= a2y o Celaa
Textbook for grade 9 & 10, p.34] Discourse code no.4.2.2.13

The character and sayings of the Holy prophet o Sl gh 5 (il calyall (3 i
(s.a.a.w) about the duties towards the human Gl b i (S 3 SI ) guas (e
beings, their ties and relations. [Islamiyat (g ppd Celea clpadlal )y S s )2)
Textbook for grade 9 & 10, p.93) (930

" Discourse code no.4.2.2.14

Discourse code nos.4.2.2.13 and 4.2.2.14 provide for symbolic modeling to
students in the textbook. Digcourse code no.4.2.2.13 provides for a Quranic verse sta_ting
about the prophet as a model. The Holy Quran says thus, ‘he is the best model to be
followed by the believers” (Al-Quran, 33:21). He was the best among all the creatures of
Allah and he was the change agent throughout the world history who moved the world to
such a degree that he (s.-a.a.w) was placed by Hart (1978) on the top of his rankin;g of 100
the most influential persons of the world history. He proved to be a role model for all
Muslims and even for the non-Muslims too across the history. He was not a role model in’
religious activities but he stressed upon human rights as well as family and social
relationship of people through his words and actions as referred to in discourse code
n0.4.2.2.14. It was the life of prophet Muhammad (s.a.a.w) which can bring changes in the

life and performance of mankind today.
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4.2.3 Process for Vicarious Experience

An effective and efficient curriculum provides minute details for effective
classroom instruction as every time the curriculum is designed with new ambitions. In the
evaluation of the curriculum, the process for vicarious experience was considered as the
provisions made by the curricula for secondary level through the suggested instructional
procedures, various classroom strategies, and teacher guides, etc. in the curriculum. The
process was practically investigated through classroom observations and sought opinions

of stakeholders who are directly involved in the classroom instruction.

National curriculum for Urdu 2006 provided for educational activities for
classroom instruction as process for vicarious experience such as discourse code
no.4.2.3.1. Likewise, the curriculum provided for availability of different AV aids for
explanation of concepts in the classroom provided modeling for students that are analyzed
in discourse code n0.4.2.3.2. As a process, the curriculum for Mathematics 2006 provided
that the teacher would manage the activities during problem solving and facilitate the
investigation process by modeling during Mathematics instruction as analyzed in discourse
code nos.4.2.3.3. On contrary, both the curricula of Islamiyat 2002 and 2006 had no

provision for the procedures, activities that could be utilized during classroom instruction.

The qualitative data was add-on by quantitative data that was consisted of teachers’
and students’ perception regarding the provision for vicarious experience, besides the

observations recorded in a naturalistic setting of classroom instruction.
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Table 4.30

Discourse Code Nos. 4.23.1 & 4.2.3.2

Translation , Original Text

Teachers would make arrangement of the (1S plail e Cielan 1S ga & jor il (g 033
activities (such as dialogue, group - llae (S ga oCimg S iaalSa s o S
discussion, children’s court, interviewing, Gl )5 ) i (i g (ol il g 530
pen friendship, allegory and drama and (88u= <2006 32! 1 sl 4 gh).. s
written competitions) in the class. Discourse code no. 4.2.3.1

(National curriculum for Urdu 2006, p.88)

The use of tape-recorder and language = S S aad yal )y bl maas S Ak
laboratory is necessary for teaching the Cald Jlaxind 1S Jana Sl ) 3 180 i
correct pronunciation and intonation. (8902 <2006 321 1 sl o ) o 59
(National curriculum for Urdu 2006, p.89) Discourse code no. 4.2.3.2

Discourse code nos.4.2.3.1 provides for live modeling while discourse code
no.4.2.3.2 makes provision for symbolic modeling as vicarious experience. Discourse code
no.4.2.3.1 provides for other activities that should be used to engage students in the Urdu
classroom; however, it is difficult to materialize due to students’ personal and socia_l
restraints (Bandura, 1986) -due to students’ knowledge of the language as it is not used in
their community coupled with the class size in most of the public schools that rarely
provided for the activities in the classrooms. Dis.course code no.4.2.3.2 provides for
supportive material such as tape recorder and language lab.C)ratory to ensure correct
pronunciation and intonation, thus AV aids were indispensable as they provide the
opportunity for imitation. However, no such arrangements were found in schools by the
résearcher when visited for data collection. The discoursés convey that the curriculum
provide for live and symbolic modeling with idealistic approach without taking into
account the ground reality of the country, communicate the intentions of the planners that

resulted in frustration and discouragement at large scale across the country.
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Table 4.31
Discourse Code No. 4.2.3.3

Original Text

... a teacher’s primary responsibilities are to assist learners’ cognitive reconstruction and
conceptual reorganization. through providing them the opportunities for interaction in
mathematical tasks that encourage discussion and negotiation of ideas to help them to
develop conceptual understanding. (National Curriculum for Mathematics, grades I-XII, 2006,
p.133)

Discourse code no.4.2.3.3 provides for live modeling in the national curriculum for
Mathematics 2006 with opportunities for interaction between teacher and students and
among students to discuss ideas. The curriculum focused on the provision for vicarious
experience to understand Mathematics content as new concepts were included in
secondary classes. However, the discourse could not be materialized in the classroom due
to personal and social restraints (Bandura, 1986), as the course load was too heavy and the
teachers and students were to worry for its coverage well in time as the students would be
assessed in tﬁé entire course at the end. This caused disliking for Ma;thematics among
students and the hatred multiplied many fold due to its heavy content and devoid of
practical utility at the level. The teachers were tried to solve the questions with fast speed
and assigned task to students for home, which most of students either did not complete or
use supporting material without understanding just to save them from being ashamed in the

classroom. This inefficiency continues its impact throughout one’s life.

Table 4.32

Perception Regarding Vicarious Experience

Source N Mean SD Min. Max.

Teachers 232 25.66 4.59 14 35
Students 373 23.90 3.93 15 36
Class Observation 90 24.71 3.07 19 32

Table 4.32 indicates that mean score of teachers’ perception for students’ vicarious
experience as a process is 25.66 and standard deviation of 4.59 with.a range of 14 as

minimum score while 35 as the maximum score. Whereas the table also shows that the
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mean score of students’ perception for their vicarious experience is 23.90 and standard
deviation of 3.93 with a range of 15 as minimum score while 36 as the maximum.
However, the data indicates that the mean score of classroom observation for students’
vicarious expefience is 24.71 and standard deviation of 3.07 with a.range of 19 as
minimum score while 32 as the maximum. The total score of the scale in all the three cases
were calculated as 50. The data indicates that teachers provide opportunities for secondary
experience to the students during classroom instruction; however, students’ and

observation data report otherwise.
4.2.4 Product for Vicarious Experience

The curriculum provided for instant, periodical and concluding assessment. The
instant and periodical assessment provided in the curriculum for Urdu 2006 offered
instances of vicarious experience to the students in terms of their peer results as analyzed
in discourse code no.4.2.4.1. The examination papers of Urdu administered by the two
BISEs at secondary level had provisions for vicarious experience rarely, as for instance

discourse code nos.4.2.4.2 and 4.2.4.3 analyze the situation.

The assessment procedures that were provided in the curriculum for Mathematics
2006 as those of “classroom based. assessments™ and “teachers designed test formats”
(National Curriculum for Mathematics, grade I-XII, 2006, p. 138) provided for formative
assessment as analyzed in discourse code no.4.2.4.4 and 4.2.4.5, help students to be
inspired by their peers’ performance. The exa;mination papers of Mathematics for grades 9
& 10, designed and administered by the BISEs, were primarily focused on the performance

accomplishment of the students and no reference to vicarious experience.

Both of the national curricula for Islamiyat 2002 and 2006 had made no provision

for assessment procedures. However, the examination papers for Islamiyat accommodated
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only two of such provisions for vicarious experience, as analyzed in discourse code

nos.4.2.4.6 and 4.2.4.7.

Table 4.33
Discourse Code Nos. 4.2.4.1 to 4.2.4.3

Translation Original Text
Assessment should be formative as well as Gleal o) [ s U] (e b slaza, o Sila
summative. (National curriculum for Urdu (93-02:2006 32}

2006, p.93)

What were the qualities in the character of
Naam Dev Mali [gardener]? (BISE Mardan,
Paper Urdu for grad 10, section B, Q. 2, part v)

Why was the fiction writer straitened of his
friends? (BISE Peshawar, Paper Urdu for grad
10, section B, Q. 2, part xii)

Discourse code no. 4.2.4.1
S U gd (o 008 O U S S e g0 gl
‘g__nu.i&.}u‘ﬁacj\)g,_\je)g“jjﬁo\af)
(Vo> 2 na Jgn

Discourse_ code no. 4.2.4.2
915 LT B oS o s g ) S )
VS ST R SIS PEGTRE ST t)
((xii) > 2 ssad J g

Discourse code no. 4.2.4.3

The curriculum for Urdu 2006 had stressed for assessment both formative and
summative as referred to in discourse code no.4.2.4.1. The formative assessment provided
live modeling for vicarious experience as students were motivated by their fellows’ score
in classroom tests. The prudent administration of formative assessment could yield better
result otherwise in vain. Teac.her could utilize the formative assessment to the advantagé of
even those students who had never attended to their academics. However, in most of the
schools the formative assessment was either not made formally or taken it as casually
which resulted in no motivation and improvement in the academic faculty of students.
Discourse code nos.4.2.4.2 and 4.2.4.3 offer symbolic modeling through the board
examination papers for Urdu, administered at secondary level. The papers were designed .
stereotyped, lacking novelty and challenge focused on the reproduction of textbooks’
material (Apple, 2000) to judge students’ memory (Bloom et al., 1956) rather their
abilities. The discourses indicate that neither the curriculum planners nor the assessment

bodies were interested and motivated for productive assessment procedures that could

122



prepare students for challenges. In Pakistan, summative assessment was conducted in

stereotyped manner where one can easily guess the paper.

Table 4.34
Discourse Code No. 4.2.4.4

Original Text

Teacher-designed test formats that include oral examination, assignments, short answers,
matching, multiple-choice, fill-in and true-false items. (National Curriculum for
Mathematics, grades [-XII 2006, p.138)

Discourse code no.4.2.4.4 provides for live modeling to students as the curriculum
for Mathematics 2006 had made provision for teacher made formative assessment that
could be better serve as vicarious experience as different format of test offer opportunity to
the students to show and witness performance of peers. The different types of items that
were given in discourse were mainly used as objective type items which minimize the
influence of irrelevant factors; however, its prudent development is a challenge and

commonly prepared as reproduction of textbook’s material.

Table 4.35

Discourse Code Nos. 4.2.4.5 & 4.2.4.6

Translation Original Text
What etiquettes were taught to the people e (S S b ST S Jam)
invited to the feast by the prophet (s.a.a.w)? S ) S (6 el (Sl S S ol
(BISE Mardan, Paper Islamiyat 2016 for grade (0 % 2016 (a0 Gelaa Sladlal A
10, section B, part vi) ' (vid»
Discourse code no.4.2.4.5
Write a brief note on Hazrat Zaid bin Haris a3 Gip paiia i jla Gy ) Copaa
(r.a). (BISE Peshawar, Paper Islamiyat 2016 for (R Selaa Saadl aa 3 sl 028
grade 10, section C, Question 5b) (R 5w Jlgm g (280 2016

Discourse code no.4.2.4.6

The examination papers of Islamiyat offered instances for vicarious experience as
mentioned in discourse code nos.4.2.4.5 and 4.2.4.6. Critical analysis of the items, as given
in the discourses, provides for symbolic modeling that the students were asked for simple

replication of material as in the textbook (see pp.46 & 41) checking students’ memory
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focused on their lower order cognitive abilities. In this study, the content selected in the
item was not of concern but the way the question was asked was more relevant. The
questions could be asked by making connection to the real life of students in connection to
the same stuff as was asked in the examination papers. At present, Islamiyat was the only
subject that could serve to boost up students’ self-efficacy and groom them to a level
which would be required for a developed nation; however, it was treated otherwise just to

fulfill the obligation made by the constitution of Pakistan (1973).

4.2.5 Summary for Vicarious Experience

Analyses of qualitative and quantitative data made under the vicarious experience
as a source of self-efficacy, communicate that the curriculum offered a sizeable material
that could be used for vicarious experience of students. However, analysis of the provision
in the framework of CIPP model for vicarious experience was fluctuating. The context and
input was sufficiently addressed while these were poorly attended both theoretically and

practically in the process and product, which could make the change otherwise.

The context for vicarious experience the curriculum for Urdu provided for
symbolic modeling but ineffective due to students’ personal and social restraints coupled
with lack of recourses (Bandura, 1986). Mathematics curriculum offered for live modeling
by the teachers as new concepts were to be mastered by students but this was ineffective
due to mismatch model (Bandura, 1995) and, hence, little effect witnessed to make it
understamiable for them as students’ belief of competence rely prirr;arily on their relative
performance with their peers (Bong & Clark, 1999). The curriculum for Islamiyat was
presented unrealistically and high-worded besides, the subsequent inadequate provisions
that failed to create the effect. It was found that the provisions made in the curricula of

different subjects were never taken into account at the time of their materialization.
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The input for vicarious experience was offered by the curriculum for Urdu through
symbolic modeling with a humble character and glorifying the alien culture aﬁd literature
in the face of indigenous one, communicate a negative message to students proving
Macaulay’ thoughts true and exhibited selective tradition (Apple, 2000). Funhermofe, the
inclusion of writers of the old past also adversely affected the minds of the students as
contemporary writers were hardly accommodated in the syllabus and textbooks. The
curriculum for Mathematics also provided for live modeling as input for vicarious
experience resulted in negative effects due to personal and social restraints (Bandura,
1986) of students as the curriculum was mostly loaded with irrelevant and out of place
material that the students of secondary level did not find beneficial for their practical life.
However, symbolic modeling offered by the curriculum for Islamiyat from Muslim history
was positive and can make change but lack of immediate model result in adverse effects.
The content pfc.)vided in the curriculum for Islamiyat needed to be focu'séd on connection
made with the personal and social lives of students, which was lacking at large in the

available textbook.

The method and material provided by the curriculum for classroom instruction was
strong input for vicarious experience. Curriculum for Urdu stressed for teaching strategies
that the language required instead of lecturing. The curriculum offered for live and
symbolic modelling but these were deficient due to students’ personal and social restraints
. coupled with lack of resources (Bandura, 1986). The curriculum of Mathematics provided
for live modelling as new concept need teachers’ demonstration for understanding but due
to mismatch of model and heavy syllabus resulted in students’ abomination for the subject.
Quantitative data indicates that teachers provide opportunities for secondary experience to
the students during classroom instruction; however, students’ and observation data report

otherwise, which validated the qualitative data. It was noted during the analysis that the
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process of instruction which occupies an important place in the development of self-
efficacy of students was poorly attended by the curriculum. The analysis showed that the
curriculum had faded away the process of instruction in connection to the development of
students’ persc.)nalities, if not ignored. The curricula of Urdu and Mathematics made
provision to some extent but the curricula of Islamiyat totally ignored the instruction

process.

The curriculum for Urdu had provided for both formative and summative
assessment of students. The formative assessment provided opportunities for vicarious
experience as students were motivated by their fellows’ score in classroom tests, and
provides live modeling to them. However, it is dealt casually in most of the public schools
and little effects were noticed. The examination papers were designed to provide symbolic
mpdelling, but it was stereotyped, lacking novelty an(_i_ challenge focused on the
reproduction of textbooks’ material to judge students’ memory rather their abilities, which
purported that stakeholders were just aiming at lower order cognitive abilities (Bloom et

al., 1956) of students.
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4.3 Social Persuasion (Persuasive Experience)

Self-efficacy of individuals can be enhanced by social persuasion. Bandura (1977b,
1995, 1998, 20d6a, 2006b) places it at third position in affecting of one’s Aself-efﬁcacy. To
him, the negative persuasion is more enduring than the positive one; however, both work
equally depending on the tone and frequency. However, its influence in the development
of one’s self-efficacy is lesser than the personal gains and modeling; yet it has ever lasting
effects on efficacy beliefs of individuals as social entities (Kornblum, 2008). In a society
like Pakistan, social persuasion works more effectively due to its strong social fabric. The
prevailing national curricula developed in 2006, except for Islamiyat, for which curriculum
of 2002, was analyzed and evaluated, for the provision of social persuasion (Bandura,

1977b, 1998, 2006a, 2006b) in the framework of CIPP model.
4.3.1 Context for Social Persuasion

Context for social persuasion was looked in through the general and specific aims,
goals and instructional objectives besides standards, benchmarks and SLOs in national
curriculum for Urdu 2006. The curriculum provided partially five (1-5) out of six general
aims for persuasion as analyzed in discourse code no.4.3.1.1 whereas in specific aims, only
one (aim no.6) out of six offered for the purpose as analyzed in discourse code no.4.3.1.2;
but none of the standards and benchmarks provided for persuasion. Only 3 out of the total
97 SLOs serve the purpose, as discourse code no.4.3.1.3. Similarly, in the context for -
social persuasion, the curriculum for Mathematics 2006 rarely provided; and the few
instances that could be cited in this connection were negatively persuasive, which were
more considerable for self-efficacy (Bandura, 1995). Only one standard (no.5) out of five
offers for persuasion, as analyzed in discourse code no.4.3.1.4. The SLOs provided 47

instances in context for negative persuasion such as discourse code nos.4.3.1.5 and 4.3.1.6.
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Both national curricula for Islamiyat 2002 and 2006 presented context for social
persuasion in the form of aims. The aims were composed in a complex and compound
manner providing for more than one source of self-efficacy. There were 27 instances in the
aims of curriculum (2002) and 18 instances in the aims of curriculum (2006), which could
be considered for social persuasion. Discourse code nos.4.3.1.7 and 4.3.1.8 analyze the

general aims as provisions for social persuasion, while discourse code nos.4.3.1.9 and

4.3.1.10 analyze the specific aims in this connection.

Table 4.36
Discourse Code Nos. 4.3.1.1t04.3.1.3

Translation

Original Text

Urdu has the capacity to cope with the
modern trends (needs), therefore,
Pakistani students should be enabled to
have sense of these modern trends and to
achieve command over skills required for
these trends. (National Curriculum for Urdu
2006, General aim no. 5, p.3)

[Students] could generally use Urdu in
personal and national life and could
achieve the sense, understanding and
skills of national pride, culture and
civilization by studying the available
literary treasure. (National Curriculum for
Urdu 2006, Specific aim no. 6, p.4)
[Students] could create the habit of study
for other needs apart from curriculum.

(National Curriculum for Urdu 2006, SLO no.

6 for reading skills, grade 10, p.21)

= S Gl (S50 Tl 1S () gualiS a4 )

09~S la U g diE ul oS b Sl e

ol gt DS S peali i O s M S 50 )

o) oS deala Hge sl S0 A S

(Braia 5 Gy (pagac 2006 5o A p Hlal
Discourse code no. 4.3.1.1

58 300 e (S (pa gt gt (D [ lls]
39234 om0 SO ) 0S¥ (e Jlaatalla yae
‘,&__g..&r'l' s‘)\.';:\i‘ G‘}ic...C-.MuLSQL_uJ\ b‘)e.';..)
J3IVAEN L'_IITF\;L;_)J\.tAJJ‘ u_S‘J.)\ ‘J}&@a\\sg\s\iﬁ
o 3ad 2006 82 S aai ga b ) S
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Discourse code no. 4.3.1.2
A Sy Snede S claifalb]
Cliad e ) S S g cilile (S aaldae
s 9 6 el alad Eala 2006 50 S
(21ua ¢ a1 Cclan sy

Discourse code no. 4.3.1.3

Discourse codp nos.4.3.1.1 to 4.3.1.3 provide for exhortation of student§ regarding
learning of Urdu in the national curriculum of Urdu 2006. Discourse code no.4.3.1.1
illustrates that Urdu has the ability to deal with the modern trends (needs) and adopt them
as part of the language; therefore, Pakistani students should be facilitated through this
curriculum to have a sense of these modern trends and to master the skills essential for

these trends. Similarly, discourse code no.4.3.1.2 moves a step forward that students
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should develop a sense, understanding and skill of national pride, culture and civilization
by studying the available literary treasure in Urdu and use it in their personal and national
life. The students are required through the learning outcomes to develop a habit of general
study in Urdu language beyond the pfescribed curriculum as referred to in discourse code
no.4.3.1.3. The discourses persuade students for learning Urdu as students’ belief of
efficacy is affected by the planned and unplanned use of words (Pajares, 2006). However,
these are conditioned by the social restraints (Bandura, 1986) in connection to the targets
discussed in the discourses, convey that students, who were studying the subjects other
than Urdu such as science subjects presented the terms in English instead as the discourses
demanded even in the Urdu medium textbooks convince them otherwise. Besides the terms
of science and technology, English, Latin, or Greek alphabets are used as symbols in Urdu
version textbook as can be witnessed in the following discourses. This persuaded students
negatively regarding Urdﬁ' with limited scope and inefficient for accommodating rln.odem
terms of science and technology, by “constricting activities and undermining motivation,

disbelief in one's capabilities creates its own behavioural validation” (Bandura, 1995, p.4).

Table 4.37
Discourse Code Nos. 4.3.1.410 4.3.1.6

Original Text

Examine real life situations by identifying mathematically valid arguments and drawing
conclusion to enhance their mathematical thinking. (National curriculum for Mathematics
2006, Standard 5, p.7)

Discourse code no. 4.3.1.4
Find the value(s) of unknown(s) involved in a given quadratic equation when, sum of the
squares of roots is equal to a given number. (National curriculum for Mathematics 2006, Unit
9, SLO no. (iii) for subsection 9.3, p.78)

Discourse code no. 4.3.1.5
Form the quadratic equation whose roots, for example are of the type 2a + 1, 28 +
1; where a and p are the roots of a given quadratic equation. (National curriculum for
Mathematics 2006, Unit 9, SLO no. (ii) for subsection 9.5, pp.78-79)

Discourse code no. 4.3.1.6

Discourse code nos.4.3.1.4 to 4.3.1.6 provide for self-instruction to induce social

persuasion. Discourse code no.4.3.1.4 offers that students investigate situations from real
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world through developing mathematically valid arguments to arrive conclusion by
enriching their logical thinking. But students’ abilities to solve the problems through
mathematically valid arguments was restricted as referred to in discourse code no.4.3.1.5,
stating that the students should be capable to calculate the unknown values used in the
quadratic equation when, sum of the squares of roots was equal to a given number. The
same continues as referred to in discourse code no.4.3.1.6 which provides for the quadratic
equation whose roots were known for example of the type 2a + 1, 2f + 1; where
a and [ are the roots of a given quadratic equation. The discourses explain the utility of
mathematical arguments for development of mathematical reasoning and thinking that
could be used in the practical world. However, the targets were incongruent and therefore,
meaningless for students (Turner & Meyer, 2009) as they rarely develop to establish a
relationship of the content to their lives (Yazzie-Mintz, 2007) as these were mostly
symbolized witﬂ Greek, Latin or English alphabets and hence, persuade tﬁém negatively.

Table 4.38
Discourse Code Nos. 4.3.1.7 to 4.3.1.10

Translation Original Text

To make them [students] preachers of the Ol ol ¢ Ga o ey e alle [lla] Gl

superiority of the true religion, bringing o Sual e ) U e lo IS Cul Ciaay

up peace and unity on international level. (1 ~aiia 4 dala e gee 2002 Sliadlad

(National Curriculum for Islamiyat 2002, Discourse code no. 4.3.1.7

General aim 4, p. 1) '

Create sense of revival of the splendid opd 8 May (S e (S Bt pafaalh]

past of Islam in them [students]. (National 2006 Sl Sy lai o) g Sl

Curriculum for Islamiyat 2006, General aim7, (2raiia (7 Mala e gac
p2) Discourse code no. 4.3.1.8

... [Students] have to find aspiration for O (0 e ) o palle aa sh [l

the domination of the true religion and be ey s S8 ol SOl s se )00 (S

ready for its speculative and practical Gl 2l ai pagd) g S ) _Saa g

struggle.(National Curriculum for Islamiyat (2rabiaidrais oa pad 2002

2002, Specific aim 4, p.2) Discourse code no. 4.3.1.9

[Students] have a belief that Islam is the 2 s on Al Lyl s8alle (JalS S ai[alk]

complete universal and last religion. 2006 Slpedl Sy clial e 58) oS O

(National Curriculum for Islamiyat 2006, (B3rabia 4rais oa pad

Specific aim 4, p. 3) Discourse code no. 4.3.1.10
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Discourse code no.4.3.1.7 to 4.3.1.10 provide for exhortation of students regarding
their past. Discourse code no.4.3.1.7 presents that students must be convinced of the
superiority of Islam as a true religion for preaching it with the objectives that it is the only
system that is cépable of bringing up peace and tranquility as well as hanﬁony in the world
though conversely presented internationally. Similarly discourse code no.4.3.1.8 which
referred to as instance from national curriculum for Islamiyat 2006 but it was also
mentioned in the earlier curriculum of 2002 in general aims at no.8 (p.1) convincing
students of their splendid past and urged them to restore the glorious time of Islam as a
system where peace, justice and equality prevail. Aspiring students with glorious past of
Islam as a system was an attempt to motivate them for its domination through speculative
and practical struggle, as referred to in discourse code no.4.3.1.9; however, “mere fantasies
do not fuel motivation and success” (Myers, 2013, p.540). Discourse code no.4.3.1.10
debicts that students should be able to do all the aforesaid -narrative when they have a
strong belief in the system of Islam as it is being the complete, universal and last religion
as states in the Holy Quran (05:03), which offers solution for all the human sufferings and
problems; not only related to this world but the world hereafter. The discourses
communicated a different picture of the situation. The students were convinced through the
value given to the subject as it was included just to fulfill some obligation and not meant
for anything positive and productive. It seems amazing that talking of making Islam as the
world’s superior religion and system through teaching of a subject that occupies a

secondary status among the array of subjects taught at the level.
4.3.2 Input for Social Persuasion

The input for social persuasion is offered by the curricula in their content portion

and textbooks developed thereupon. The syllabus of Urdu 2006 and textbooks for
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secondary level consisted of literature and linguistic parts. Literature provided material as
input for persuasion. In prose, literary work of 22 writers was included while the work of
19 writers was incorporated from poetry. Discourse code nos.4.3.2.1 and 4.3.2.2 analyze
the syllabus of Urdu for persuasion. Likewise, Urdu textbook for grade 9 contained 11
lessons from prose while 16 items were included from poetry. Similarly, in grade 10 Urdu
textbook, 11 lessons represented prose including letters while 15 pieces exemplified that of
the poetry work. Each literary work was anteceded by a brief introduction of the writer.
Both the literature and the writers’ introduction provided for social persuasion. Discourse

code nos.4.3.2.3 and 4.2.2.4 analyzed the textbooks content as input for social persuasion.

The content portion of Mathematics curriculum included content that had no
practical utility for students such as unit nos. 3, 8 and 9 on logarithm, quadratic equation
and its theory caused a negative persuasion for s;pdents as curriculum would be optimally
motivated when it is “designed to enable individuals to acquire knowledge, skills and
abilities that are relevant to them and applicable to their lives outside of school in real-life
situations” (Koludrovi¢ & Ercegovac, 2017, p.94). Discourse code nos.4.3.2.5 and 4.3.2.6
analyze the typical illustration of Mathematics syllabus for the level in the context.
Somewhat 5 exercises in grade 9 textbook and 14 exercises in grade 10 textbook were
included that had no practical utility for students at this level created a negative impression
upon the students and, hence, were causing a negative persuasion for them that resulted not
only in abomination for Mathematics but adversely affected their performance. Discourse.

code nos.4.2.2.7 to 4.2.2.9 analyze examples from Mathematics textbooks for persuasion.

The curriculum for Islamiyat 2002 in its last section of part three of the syllabus
provided input for persuasion as analyzed in discourse code no.4.3.2.10, whereas that of
2006 provided content in unit 3(c) as input for social persuasion, such as discourse code

no.4.3.2.11. The textbook for Islamiyat curriculum 2002 was poorly designed and
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developed, communicating its importance, convincing students of pathetic condition of

their identity. Discourse code nos.4.3.2.12 to 4.3.2.15 analyze the textbook for persuasion.

Table 4.39
Discourse Code Nos. 4.3.2.1 to 4.3.2.4

Translation

Original Text

[In the prose section, writers were
included such as] Sir Syed Ahmad Khan,
Muhammad Hussain Aazad, Sajjad
Haider Yalderam, Maulvi Abdul Haq, and
Farhat Ullah Baig. (National Curriculum for
Urdu, 2006, pp.71-72)

[In the poetry section, poets included such
as] Nazir Akbar Abadi, Mir Anees,
Ghalib, Bahadar Shah Zafar, and Firaq
Gurkapori (National Curriculum for Urdu,
2006, pp.73)

We neither have drum and flag (used
during war) nor have land and assets.
Then why should one goes against us.
(Urdu Textbook for grade 9, p.118)

It’s a common rule that the criminal
(sinner) of this world is punished in the
world hereafter, but sometimes it
happened that the sinner of the heaven is
sent to this world to punish. (Urdu
Textbook for grade 10, p.87)

B ] i Jhabia Gitieas Juld e S5 maa]
Slsaca ol sum dlas ) s a2 (laaal
b S Clas a ) S bl ia ) glegallae
(72-710= 2006

Discourse code no. 4.3.2.1

B ek ouJAL(:._i calle e il yae ¢ galdl
(73 U= <2006 32! Sl Slad (o sf) S90S S
Discourse code no. 4.3.2.2

Juysle s 3 ooy aleydib
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Discourse code no. 4.3.2.3
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Discourse code no. 4.3.2.4

Discourse code nos.4.3.2.1 and 4.3.2.2 suggesting (Bandura, 1977b) writers in
Urdu syllabus for persuasion, which place great significance for the old age writers, most
of them lived a century ago. The included writers have their place in Urdu literature but it
conveys students a message of disrespect for the contemporary writers as none of them
were made part of the syllabus. The suggestions communicate that people of modern time
are worthless and incapable to compete the people lived in the past. This nostalgia might
result in dissatisfaction (Myers, 2008), creates self-doubts among students impairing their
performance (Bandura, 1986; Schmader, 2010). Poetry occupies a significant place in
Urdu literature with strong persuasive power through interpretive treatment as referred to

in discourse code no.4.3.2.3. Likewise, discourse code no.4.3.2.4 interprets Ghalib’s view
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of life. The discourses convey a very pessimistic picture of life to students who attribute

their performance to “situations enduring beyond their control” (Myers, 2013, p.540).

Table 4.40

Discourse Code Nos. 4.3.2.5 & 4.3.2.6

Original Text

Solution of Quadratic Equations (National curriculum for Mathematics 2006, Section 8.2,
p.76)

Discourse code no. 4.3.2.5
Roots and coefficient of a quadratic equation (National curriculum for Mathematics 2006,
Section 9.3, pp.78)

Discourse code no. 4.3.2.6

Discourse code nos.4.3.2.5 and 4.3.2.6 are suggestive and illustrate units on
quadratic equation and its theory, which have no practical utility for students of at the level
and compel them to study a useless content as a requirement for getting SSC. Such
inclusion in the curriculum for Mathematics not only multiplies the volume of the subject
but also negatively persﬁésive as Yazzie-Mintz, (2007) reports that students’ lack of
interest in school is due to boring and irrelevant material. These personal and social
restraints (Bandura, 1986) of students adversely affect their performance due to lack of
interest in the subject, losing attention during classroom instruction and breeds hatred for

the subject which leads to their failure not only in the subject but in their future lives too.

Table 4.41
Discourse Code Nos. 4.3.2.7t0 4.3.2.9

Translation Original Text

Solve the following radical equations: S da oS O glae 50 dd ~a 0la

(Mathematics textbook for grade 9, Ex. 7.2, 7.2 Ga cppd Selaa S 0 QS s 30 (S (a8l )

Q.5,p. 152) (15202 5
Discourse code no. 4.3.2.7

By using distance formula prove that the Gl g 5 S Jleniiad SIS 5 S o glae ALiald

points A (1, 2), B (3, 4) and C (0, -1) are S C(0, -1)L'B(3,4) <A(1,2) bl S S

the vertices of a scalene triangle. 3 S b ) com ol S Slie g LYY Galisa

(Mathematics textbook for grade 9, Ex. 9.1, (19102 6! g 9.1 (ha cad Ciclaa S QS

Q.6,p. 191) Discourse code no. 4.3.2.8

Prove that (1+20)(1+2 0*)(1 — o — @%) = (1120)(1+2 03)(1 — @ — ©%) = 6 S 1S
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6 (Mathematics textbook for grade 10, Ex. 22 e el QS gu p (S sl )
2.2, Q. 3(i), p. 37) Discourse code no. 4.3.2.9(37u= (i)3J) s~

Discourse code nos.4.3.2.7 to 4.3.2.9 provide for self-instruction and illustrate that
students could not develop any attac};ment for Mathematics as these kind of material are
not related to their lives when they enter real life situation and therefore, research studies
have found that “students perceive much mathematics instruction as meaningless” (Turner
& Meyer, 2009, p. 538). It may have relevance in the higher education but most of the
students dropped out just after the secondary level education for variety of reason; such as
poverty, poor score, lack of interest for further education, etc...The discourse code
n0.4.3.2.8 restricts their thinking faculty and curbs their thinking power to act as they were
to follow directions for solution of such type of questions. Similarly, discourse code
n0.4.3.2.9 communicates an ill minded question that to prove a given expression that
students have to prove their steps correct whenever asked before taking action upon them.
The discourses communicate for selection of content by someone else for the students
(Apple, 2000) and proving things to be correct causes self-doubt (Bandura, 1986) develop
a slavish mentality among the students. These and‘the earlier discourses established that
mathematics related anxiety is “a learned behavior” and could be rightly “associated with
experiences in school” (Turner & Meyer, 2009, p. 527) and, hence, communicate social
dissuasion of the potentials of students affecting negatively their self-efficacy culminating
in their failure not only in their academic career but subsequently in their real life too.

Table 4.42
Discourse Code Nos. 4.3.2.10104.3.2.15

Translation Original Text
Importance and superiority of Knowledge. o Slas e g8) Giluzad g Cuad S ale
(National Curriculum for Islamiyat 2002, section 3, (Aua2-z J> sa g mas 2002 Sliadlal
item 2 (c), p.4) Discourse code no. 4.3.2.10
Respect for Humanity (National Curriculum for Sl p sl e 48) Cuiliail ol sl
Islamiyat 2006, section 3, item 3 (c), p.16) (160= 3.z > ¢a 3 <l <2006

Discourse code no. 4.3.2.11
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That is because Allah would not change a favour 3 e Lgaall 2ad 1iaa &9 AR &b
which He had bestowed upon a people until they YO Al gia il Gy sy L 13050 5

change what is within themselves. And indeed, ) (oS Sty (53 <yl (S5 gu)
Allah is hearing and knowing. (Islamiyat (43-02 a0 g pp Celen Sl 5 QS
Textbook of grade 9 & 10, p.43) Discourse code no. 4.3.2.12

Recall when yoy were few in number, oppressed O35 (a 5Y1 8 & sialaild 3B 2550301 55805
on the earth, fearing that the people would (o 383333 0 ylaly s 4l3 Al 22 ()
snatch you away. Then, He gave you shelter and SV 3y ) O (30585 380 gl
fortified you with His support and provided you = A 2 (S Sty (26
with good things, so that you may be grateful. (2l-ua ¢y 5 o4t Solan
(Islamiyat Textbook of grade 9 & 10, p.43) Discourse code no. 4.3.2.13

The best among the people are those who benefit (S Claadtut) (Cuaall) Gudll 4 Ha N A
(help) other people. (Islamiyat Textbook of grade 9 (640 ar g Colan D S o pd

& 10, p.64) Discourse code no. 4.3.2.14
The importance/ preeminence and obligation of (o0 (S Claadlt) Gzl g ua § S oo
knowledge. (Istamiyat Textbook of grade 9 & 10, (730 e g Celaa ) K
p.73) Discourse code no. 4.3.2.15

Discourse code nos.4.3.2.10, 4.3.2.11 and 4.3.2.15 provide for suggestion in
persuasion of students, whereas discourse code nos.4.3.2.12, 4.3.2.13 and 4.3.2.14 have
great persuasive power and provide for interpretive treatment. Discourse code no.4.3.2.10
speéi(s of the importance and primacy of knowledge, which Wés stressed for, in both of the
curricula and subsequently materialized through textbook of Islamiyat to some extent (see
discourse code no.4.3.2.15). The discourses motivate students for knowledge acquisition.
Albeit, the discrimination between the mundane knowledge and religious knowledge
confuses students at large creating self-doubt (Bandura, 1986) among them liquidated its
effect upon the students’ mind. The theology teachers, who are mostly responsible for
teaching Islamiyat in schools, convey students that the actual knowledge is the religious
knowledge while the mundane knowledge is nothing but just skills. However, the reality of
knowledge is made clear by Allah Himself in the Holy Quran (2:31) which says: “And He
taught Adam the names, all of them...”. The verse, categorically, used the term ‘All’
which makes no discrimination of mundane knowledge and religious knowledge.
Discourse code no.4.3.2.11 provides for respect of humanity, which is cry of the day.

Today, human rights chant across the globe for which Islam has stressed since long with
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its proclamation, persuade students to be good citizens who have care for other. Discourse
code no0.4.3.2.12 provides that Allah never changes the condition of a nation unless they do
not go for it. The discourse speaks for the development of not only "a nation but for
individuals too. It would bring changes in their lives to affect the world. The verse is just
translated in classroom with surface meaning but the thorough understanding of the verse
is seldom made for variety of reasons such as, lacking of interest on the part of planners, as
understanding and social implication was not included in the textbook, the incompetence
of the teacher concerned, and management of the school who presses for completion of
syllabus, etc. Likewise, discourse code no.4.3.2.13 provides that Allah provided you all the
necessities in the time of intense helplessness, then you need to be obliged of Him, which
encourages and convinces students of His blessing in the time of need. Discourse code
no.4.3.2.14 speaks of al-hadith, which persuade student to be good for others. Theses

discourse treated casually have little effect on students’ lives.
4.3.3 Process for Social Persuasion

The process for social persuasion was provided by the curriculum for Urdu 2006
through educational activities which could be conducted by the teacher during his/her
classroom instruction gi\{ing confidence to the students performing tasks on their own as
analyzed in discourse code no.4.3.3.1. The teacher’s manual could be introduced for
making the teachers aware of the intent of the curriculum of their subject as analyzed in
discourse code n0.4.3.3.2. In the same manner, the AV aids that might be taken from the
local setting for explanation of abstract concept to encourage students socially as discourse
code no0.4.3.3.3 analyzed. Likewise, the curriculum for Mathematics 2006 provided that
the role of a Mathematics teacher should be that of a planner, an organizer, an encourager,

a negotiator and a mediator during instruction. The situation is being analyzed in discourse
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code nos.4.3.3.4 and 4.3.3.5. However, national curricula of Islamiyat 2002 and 2006 were

devoid of the provisions for classroom instruction as a process for social persuasion.

The qualitative data is supplemented by quantitative data collected from teachers,

students and classroom observation, presented in table no.4.6.

Table 4.43
Discourse Code Nos.4.3.3.1 to 4.3.3.3

Translation

Original text

The arrangement of discussion,
argumentation, speeches or programmes in
classes regarding the relationship of Urdu
with other subjects, which include the
observations of learners and their views
about books or magazines etc. (National
Curriculum for Urdu 2006, p. 88)

The teachers should know [through
teacher’s guide] the objectives of including
a particular lesson in the curriculum.
(National Curriculum for Urdu 2006, p. 91)

A sample newspaper or a sample magazine
could be included in teaching unit/syllabus.
(National Curriculum for Urdu 2006, p. 88)

calina by i KA o S ae Celan
S i 315 S 0 )} e 0 S (pabiaa
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Discourse code no.4.3.3.1
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LS il it S a6 s gl 1S

(910= <2006 ) 1 sl e gf) 18
Discourse code no.4.3.3.2

LS Jald e S0 (3 sy Ly LA S g
(880 <2006 32,1 1 sl pa i) - Ul
Discourse code no.4.3.3.3

Discourse code no.4.3.3.1, discourse code no.4.3.3.2 and discourse code no.4.3.3.3
provide for self-instruction, interpretive treatment and suggestion respectively for students’
persuasion. Discourse code no.4.3.3.1 provides for activities, conducted by teacher during
classroom instruction, in association with Urdu, where students shared their observations
based on their study of magazines, books, etc.; however, this is difficult due to personal
restraints of students'for their poor knowledge of Urdu language; underdevelop_ed taste for
reading; etc. at the level and social restraints for classroom situation and lack of resources
(Bandura, 1986). Similarly, discourse code no.4.3.3.2 provides for rationale of the lessons
through teacher’s guide persuading students in a better way for leaning of Urdu; however,
the discourse seldom achieved as the teacher’s guide was not available to teachers in

schools, as reported by teachers during data collection, suffers due to lack of resources
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(Bandura, 1986). The curriculum provided that syllabus could accommodate a sample
newspaper or a sample magazine as referred to in the discourse code no.4.3.3.3. The
discourse is suggestive regarding persuasion, as ‘the teaching of Urdu at school could
accommodate local reading materials; flowever, the provision has been made optional and
no such mechanism has been devised to check its inclusion in the instruction process as the
teachers have no such guidance and they are supposed to follow the textbook as authentic
and valid document for the teaching of the subject. It was not found in the classroom

during the observation process and interaction with the teachers and students.

Table 4.44
Discourse Code Nos. 4.3.3.4 & 4.3.3.5

Original Text

Teachers must create a stimulating environment that encourages mathematical learning
through increasing interactivity. (National curriculum for Mathematics, 2006, p132)
B Discourse code no. 4.3.3.4
The teachers’ role shifts from dispensing information to...supporting students’
creativity...in developing rational understanding of the concepts. (National curriculum for
Mathematics, 2006, p.132)
Discourse code no. 4.3.3.5

‘Discourse code n0.4.3.3.4 and 4.3.3.5 stress self-instruction of students for their
persuasion. Discourse code no.4.3.3.4 provides for teacher to create a stimulating
environment by explaining the scope and importance of Mathematics to students and
motivate them for learning the subject with zeal; however, the provision seems difficult to
materialize due to personal restraints (Bandura, 1986), as Mathematics is Greek to many of
students at secondary level and “students perceive much mathematics instruction as
meaningless” (Turmer & Meyer, 2009, p. 538), whereas the resource required for
classroom instruction are also seldom available (Bandura, 1986). Discourse code
no.4.3.3.5 is encouraging regarding its direction; however, the curriculum was developed
in a poor vertical alignment for the subject besides, being voluminous in itself made the

situation difficult for the teacher to focus on activities other than traditional teaching of the
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content results in social restraints (ibid). Classroom environment, for developing creativity
of students, required to be more challenging that focused on individual differences of the
learners but practically it could not be possible due to outnumbered classrooms in public
sector schools.

Table 4.45

Perception Regarding Social Persuasion

Source N Mean SD Min. Max.
Teachers 232 28.85 2.58 24 36
Students 373 24,78 3.48 15 36

Class Observation 90 22.93 2.63 14 31

Table 4.45 indicates that mean of teachers’ perception for social persuasion as a
process is 28.85 with a standard deviation of 2.58 and a range of 24 as minimum score
while 36 as the maximum score. The table also shows that the mean for students’
perception for social persuasion is 24.78 with a standard deviation of 3.48 ana a range of
15 as minimum score while 36 as the maximum. However, the data indicates that the mean
of classroom observation for social persuésion is 22.93 and standard deviation of 2.63 with
a range of 14 as minimum score while 31 as the maximum. The total score of the scale in
all the three cases was calculated as 50. The data indicates that the teachers consider
themselves as persuading students positively; however, the data from students and

observations show the results otherwise.

4.3.4 Product for Social Persuasion

The curriculum for Urdu 2006 provided for' both formative and summative
assessment of students in the subject. In addition, provision for oral examination in the
language of Urdu in the curriculum for assessment of correct words utterance, accent,
fluency, and speech was new in the curricular history of the country. This particular aspect

is critically analyzed in discourse code no.4.3.4.1 for social persuasion. Similarly, content
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of some of the items, such as 1, 3, and 7 in case of examination paper of Urdu for grade 9
and 3, 4, and 12 for grade 10 under BISE Peshawar and 1, 3, and 11 for grade 9 and 2, 3
and 12 for grade 10 for the same subject under BISE Mardan provided for social
persuasion of students as referred to in discourse code nos.4.3.4.2 to 43.4.4. Likewise,
portion on the assessment in national curriculum for Mathematics 2006 provided for social
persuasion, as analyzed in discourse code nos.4.3.4.5 and 4.3.4.6; however, the
examination papers of Mathematics have no such reference for social persuasion of

students.

The national curricula of Islamiyat 2002 and 2006 had no provision for assessment
in connection to social persuasion. However, the time and marks allocated for the subject
at secondary level conveyed the place and value of the subject in the eyes of the decision
makers and planners in the field of education. The subject had two papers at secondary
level i.e. one paper in 9 and 10 grade each. Each paper was designed for 50 marks that
were to be attempted in 2 hours (as for other subject having 75 marks and allotted time was
3 hours). Hence, the subject was asseséed for 100 marks as compared to 150 marks of
other subjects; even the optional subjects too at secondary level, though the subject

occupies an important role in the development of self-efficacy of students.

The design of examination papers of Islamiyat under the two BISEs had the same
pattern and comprised of three sections. Section—A had no provision for social persuasion;
whereas in section—B of the examination papers of Islamiyat contained item nos. 3, 4, and
7 (in case of grade 9 of BISE Peshawar), items 1 and 2 (in case of grade 9 of BISE
Mardan), items 3, 5 and 7 (in case of grade 10 of BISE Peshawar) and item 5 (in case of
grade 10 of BISE Mardan) provided for social persuasion. Similarly, in section-C question

nos. 3 and 5 (in case of grade 9 of BISE Peshawar), and question nos.3, 4(a) and 5 (in case
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of grade 10 of BISE Peshawar), question nos. 3 and 4 (in case of grade 9 of BISE Mardan),
and question nos.4(b) and 5(b) (in case of grade 10 of BISE Mardan) were considered for
the provision of social persuasion besides performance accomplishment, which are looked
into in discourse code nos.4.3.4.7 to 4.3.4.9.

Table 4.46
Discourse Code Nos. 4.3.4.1 to 4.3.4.4

Translation

Original text

Oral examination should have a separate

paper at BISE’s level. (National Curriculum

for Urdu 2006, p.93)

What habits do they grow if helpless
children are mistreated? (BISE Mardan,
Urdu Paper, grade 9, section B, Q2, part ix &

320 o S Plaled (5 syl (S35
(93u= <2006 52} 0 lal s )

Discourse code no. 4.3.4.1

e O 5 S WS Splu s | b
= . - . .

*%).}“JJJE'U‘J)‘?U.@:’@‘S?U‘JJ;‘U.PAL‘;W‘“S_

(i) 52 2 owai Iy e S s 0 99 )f

BISE Peshawar, Urdu Paper, grade 9, section (o S ot S 93 a0 S Hla)&

B, Q2, part iii) (({iD) > 2 i J g
Discourse code no. 4.3.4.2

Write in your own words the summary of (oM e BU il aadA 1S il el ilabisa”

“Musalmanan-e-al Jazair”. (BISE g 00 OSm oy 3 9351~z 2 4390 sly)

Peshawar, Urdu Paper, grade 10, section B, ' ((viii) > 2 s

Q2, part viii) Discourse code no. 4.3.4.3

[Explain any one with reference to PSS a S eyl Bl 5 3]
context] ' [ s S
“Don’t follow too much rules. This Ao S SO L aeloly ) Gy S A"
complaint spearing everywhere. Do not Gl S8 W Syple aa e JS gl Llad
accept what is said. Lamenting the 905 L) 18 sl a8 o Sha e 2 Tile S
country, nation and Pakistan. However, I = & $lod 1 LSS iy gaa Sl g 0 S
am sure that you mind is still at its place. LSS Gl w5 sl Fl g1 F) o ol
Alas! Patting your shoulder conveying a S bbbl Sol Sy oy A
message that your denial would be A2 6350 M) g aadhe S K g SIS
considered as a symbol of insanity.”(BISE ((2) I 3 s D g i G cad S 90 )l
Mardan, Urdu Paper, grade 9, section C, Q. Discourse code no. 4.3.4.4

3b)

Discourse code no.4.3.4.1 provides suggestion while discourse code nos.4.3.4.2,
4.3.4.3, and 4.3.4.4 offer interpretive treatment of the text. Discourse code no.4.3.4.1
speaks for oral assessment in the language. The discourse is impressive but schools had no
such facilities that could ensure correct utterance of Urdu, for which the curriculum also
made provision, and therefore, teachers did their level best to present the language in their

own style and accent, which definitely lack the quality of language of native speakers. The

142



BISEs also made no such arrangement for judging the oral competencies of students in
Urdu. If it was there, the schools must have strived for its improvement, but no interest on
the part of BISEs’ authorities. Discourse code nos.4.3.4.2, 4.3.4.3 and 4.3.4.4 illustrate the
selection of items for examination papers, were pessimistic in nature and conveyed a
negative message of the society. Discourse code no.4.3.4.2 asks for habits of helpless
children when they are treated badly; create curiosity among students to experience.
Discourse code no.4.3.4.3 presents an item on the miseries of the Muslims of Al-Jazair and
the satire on our incompetence to do something for redressing their miseries presents a
very pathetic picture of our people; while discourse code no.4.3.4.4 is supporting the
stigma of recommendation for a task in the typical Pakistan style. The discourses convey
that such kind of occurrences dissuade students and develop a negative image of their
society in their mind, which flourishes with the passage of time. Students, being member

of the same society, feel dejected and prove them good for nothing with low self-efficacy.

Table 4.47
Discourse Code Nos. 4.3.4.5 & 4.3.4.6

Original text

[Assessment must focused on a student’s ability to] Evaluate the effectiveness of using
different strategies to address the same problem. (National curriculum for Mathematics 2006,
p.137)

Discourse code no. 4.3.4.5
The examinations in traditional paper-based mode with place and time-specific activities
are easy to organize for institutions (Boards of Intermediate and Secondary Education).
(National curriculum for Mathematics 2006, p.138)

Discourse code no. 4.3.4.6

Discourse code no.4.3.4.5 provides for interpretive treatment while Discourse code
no.4.3.4.6 provides exhortation for persuasion of students. Discourse code no.4.3.4.5
speaks of such type of assessment that could judge students’ efficiency by using alternate
strategies while addressing the same problem. This could be achieved if examination
papers were designed in a different way that prompted students to think critically and act

creatively to find out solutions for the given problem but the papers were designed in a
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stereotyped manner, based on reproduction of material (Apple, 2004; Freire, 1970/2005)
from the textbook without a minor change. The stereotyped papers communicate resolve of
the planners for curriculum implementation. The critical and logical thinking as considered
to be developed through Mathematicé, failed to be achieved as no attempt made for that.
The planning and drafting of curriculum with high expectations might cause frustration at
the end when proper provisions are not made during the process of implementation and
assessment. Discourse code no.4.3.4.6 speaks of the provision for BISEs’ convenience in
the conduct of a paper-based examination, and allows a flexible procedure for them,
impairing the aspiration of the curriculum. A fixed pattern of paper-based assessment
procedure with a generous margin of choice in the selection of questions to be attempted
was used by BISEs under study; however, the case of other boards was not different in this
connection proves a gap between theory and practice as curriculum reiterated for alternate
assessment procedures. Th.is sort of situation in assessment procedures diminish thé .belief
of students in their own capabilities and develop an ever dependent personality.

Table 4.48
Discourse Code Nos. 4.3.4.7 to 4.3.4.9

Translation Original text
In fact having complete faith among the a3 SIS gizal Bl Guiaball JaST )
faithful are those who have good behaviour. Dl ax 1 689 OMR) 018 gyl
(BISE Mardan, Islamiyat Paper, grade 9, 3 el g ez 850 <2015 cad Golaa
section C, Q3b) & (BISE Peshawar, Islamiyat Gelaa Sl ~a s S il & (G
Paper, grade 9, section C, Q3b) (@i 3o g iz 08 2015 a8
Discourse code no. 4.3.4.7
Translate and explain: “Muhammad is not a A1 Jgls 085 a8da ) 2 al s 8
father of any of your men, buthe is a D3R Ui S S g a5 S Gl 5
messenger of Allah and the last of the B8 2016 sam Colan Sl aa s o5 5
prophets.” (BISE Peshawar, Islamiyat Paper, (vida 2 Jlg e
grade 10, section B, Q2 vi) Discourse code no. 4.3.4.8
Translate and explain the stated Hadith “There o jdlale 2558 (R 58 LAl S e Cuaa
are two moments of happiness for a fast- IS Tl g aax S May) lilie 25535
keeper. One at the time of breaking fast and the <2016 ¢ Celoa Sluadlal aa 51 635 1 () 0)
other when he meets his Lord.” (BISE Mardan, (o b g o P38
Islamiyat Paper, grade 10, section C, Q 4 b) Discourse code no. 4.3.4.9
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Discourse code nos.4.3.4.7, 4.3.4.8, and 4.3.4.9 provide interpretive treatment for
students’ persuasion. Discourse code no.4.3.4.7 stipulates the fact related to Islam, which
declares good behaviour as a prerequisite for completion of faith. The question required
the translation and explanétion of a Hadith, which nothing but just a reproductidn of
material (Apple, 2004; Freire, 1970/2005). The concern here is not with design but with
the selection of content that helps students for developing good manners. Discourse code
no.4.3.4.8 refers to a verse from the Holy Qura’an that provides as there is no male linage
to the prophet Muhammad (s.a.a.w) but he is the messenger of Allah and the last prophet.
The discourse communicates that there is no place for hereditary in assuming position but
only ability makes it possible. Irrespective of the background and in connection to this
study, the interpretation of the verse conveys every Muslim to work hard and do good to
his/her level best to ascend the pious position and nearest to the Lord. The social
persuasion for 'c-loing hard work continues in the prospective lives of s.t.udents and they
could do better to get success. The subject socially persuades the student by illustrating
that the timely hardship often results in eternal joys as referred to in discourse code
no.4.3.4.9. The discourse communicates that the timely hardship of keeping fast seems
difficult but ifs fruit is two-fold; one is short lived while the other is etefnal. This provision
could prepare students for facing the challenges of life with a belief that these could bear
fruit both in short and long terms. The discourses communicated that items in the
examination papers of Islamiyat were meant only for reproducing the surface meaning of

. Quranic verses and Hadiths without their social implicaiions; and consequently cause no

impact on students’ lives both their academic careers and their practical lives.

4.3.5 Summary for Social Persuasion

Social persuasion is the third source of self-efficacy and though considered as the

less effective as compared to the earlier two; however, it works more effectively in the
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areas like Pakistan, where social bonds are stronger and social approval or disapproval
matters the most. The curriculum as influencing factor in formal educational setting is

analyzed through CIPP model for social persuasion.

The curricula offered context for social persuasion in the form of aims, goals,
objectives and learning outcomes. It was provided that Urdu had a global compatibility
among the language and, hence, needed to be studied and learned by students. Curriculum
for Urdu provided for exhortation for persuasion of students but conditioned by their
personal and social restraints (Bandura, 1986) as focus of education is on English language
which communicates students otherwise. Similarly, the Mathematics curriculum provided
that it is helpful in developing the mental faculty of students at large. The curriculum
provided for self-instruction to persuade students but the meaningless (Turner & Meyer,
ZOQQ) ahd impractical (Yazzie-Mintz, 2007) inclusions cr.eated adverse results. The
national curriculum for Islamiyat was more persuasive in nature and could be proved as an
effective means; therefore, the curriculum provided for exhortation of students convincing
them of the splendid past and urged them to restore the glorious time of Islam as a system
where peace, justice and equality prevail and strive for its prevalence but “mere fantasies
do not fuel motivation and success” (Myers, 2013, p.540) in the absence of concrete
examples. However, the inclusions of the curriculum of Islamiyat can prove a source of

motivation if dealt prudently, but in vain.

The input provided by the curium through syllabi and textbooks. The curriculum
for Urdu made suggestion for students’ persuasion lingering onto the past without care for
the present time. The nostalgia cause dissatisfaction (Myers, 2008) and creates self-doubts
among students (Bandura, 1986; Schmader, 2010) impairing their performance. The
curriculum included poetry which has interpretive treatment of affairs that portray a

negative picture of life. The curriculum for Mathematics provided suggestion and self-

146



instruction for persuasion. The curriculum included a huge amount of material that has no
immediate utility for students’ lives and hence negatively persuasive as Yazzie-Mintz,
(2007) reports-that students’ lack of interest in school is due to boring and irrelevant
material. These personal and social restraints (Bandura, 1986} of students adversely affect
their performance due to lacking of interest in the subject, losing attention during
classroom instruction as they consider as worthless (Turner & Meyer, 2009). On the other
hand, Islamiyat for secondary level was so underestimated that there was a single textbook
for Islamiyat for grade 9 and 10 containing very casual text indicated the importance of the
subject in the eyes of curriculum planners; and, hence, implicitly conveyed students with a
message regarding the importance of Islam and Islamiyat in Islamic Republic of Pakistan.
The curriculum for Islamiyat provided for suggestion and interpretive treatment for
persuasion. The focus on knowledge by the curriculum and its subsequent bifurcation in
religious and mundane knowledge by the teacﬁérs against the Quranic injunction (Al-

Quran, 2:31) develop self-doubt among students.

The process of instruction was chalked out in curricula of Urdu and Mathematics;
however, it was overlooked in the case of Islgmiyat. Both the curriculum for Urdu and
Mathematics provided for self-instruction, interpretive treatment and suggestion regarding
persuasion of students. However, these were restricted due to personal and social restraints
of students coupled with lack of resources (Bandura, 1986). The provision made in
curricula of Urdu and Mathemat.ics for the classroom instruction was seldom available in.
schools of Khyber Pakhtunkhwa. The inconsistencies prevailed with respect to classroom
instruction made it an ineffective and useless activity and therefore, resulted in undesired
product. Though, quantitatively teachers’ perception regarding social persuasion of

students reported positive which was not substantiated by students’ and observation data.
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Finally, the product was analyzed through the curricula of secondary level for
social persuasion. The curricula of Urdu and Mathematics made provision in this respect
while that of Islamiyat, it is lacking. The curriculum for Urdu provided for suggestion,
interpretive treatment of the text and exhortation. The curriculum provided for oral
assessment which was not yet materialized that suffered the achievement of curriculum
targets. The pessimistic nature of items breeds negativity and their reproduction focused on
only the lower order cognitive abilities of students which dissuade students for progress.
The curriculum for Mathematics provided for a fixed paper-based assessment procedure
limited the process and adversely affected student’s efficacy. The case of Islamiyat was
not different than those of earlier two. Besides, the provisions for an effective assessment,
the BISEs lingering on the stereotyped pattern of assessment with a fixed number of items,
mostly inconsistent with the curriculum goals and, hence, caused dissuasion. The worth of
Islamiyat was further made vivid by ;ssigning it marks in the examination, which were
found 100 for the level in comparison of 150 for the other subjects even the optional
subjects; and likewise the time allocation in the examination which was 2-hour for
Islamiyat as compared to 3-hour for others, even the elective subjects. Though the subject
occupied a position in the array of compulsory subjects; however, it is treated lesser than

those of the optional subjects.

Collectively speaking, the curriculum provided for dissuasion of students for their
performance as individuals due to nostalgic approach, and inclusion of poor and

impractical material having little connection to the immediate lives of students.
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4.4 Physical and Emotional State (Emotional Experience)

Emotional arousal manifested in physiological state, is mostly a result of “stressful
and taxing situations” (Bandura, 1977b, 198). ﬁe curricula are the sources that create
environment for the persons-to-be-educated through. The socially compatible, mentally
adjusted and logically structured curricula proved to be supportive and aspiring and vice
versa. The curricula, particularly at school level, needed to be developed in a logical order
according to the mental level as well as fit to the social expectations. The prevailing
national curricula of selected subject was analyzed and evaluated in the framework of

CIPP model for emotional arousal.

4.4.1 Context for Physical and Emotional State

In context, the general and specific aims of the national curriculum for Urdu 2006
provided only one out of six general aims for physiological and emotional state of
individuals as referred to in discourse code no.4.4.1.1; however, the specific aims were
silent in this regard. The six instructional objectives for the secondary level provided one
objective (instructional objective no.5) that had a relation with the emotional state as
analyzed in discourse code no.4.4.1.2. Physiological-emotional state was addressed
through SLOs in two out of the total 97 that are, for example, analyzed in discourse code
no.4.4.1.3. However, national curriculum for Mathematics 2006, have five standards with
thirty five benchmarks for the level under study (see pp. 3—7) as context but had no

provision for the physical and emotional state.

National curricula for Islamiyat 2002 and 2006 presented the context in the form of
general and specific aims each. The curricula for Islamiyat of 2002 and 2006 offered 12
and 5 instances respectively for physical and emotional state of individuals that could

affect their self-efficacy as analyzed in discourse code nos.4.4.1.4 to 4.4.1.7.
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Table 4.49

Discourse Code Nos. 4.4.1.1t0 4.4.1.3

Translation

Original Text

Pakistani students could be taught Urdu in
a mingled method so that they acquire it
with an equal pace no matter if it (Urdu) is
used in their family and pre-school
environment. (National Curriculum for Urdu,
2006, general aim 6, p.3)

[Students] could present a fine literary
piece regarding to their thoughts, feelings,
emotions, views, imaginations and social
needs. (National Curriculum for Urdu, 2006,
instructional objective 5, p.6)

[Students] could show dramatics in their
conversation in reference to the virtual
understanding. (National Curriculum for
Urdu, 2006, SLO 2 for speaking skills, grade

3 A SOl gl sl ol ga S alle LSy
S Ak s agse e daale mu ) B
03 nS Saa (S Gu )Y gl (S Gk 1
o ) -0 S daan (S il ¢l Sl (LS5
(3 ~aiio 6y (e gae 2006 320 S e
Discourse code no. 4.4.1.1
oo cclda elulaad (OYUA e JJJ‘[A..\.IL]
o s Sy alas gl D) peai
ami (o ) G S iy e aT s3ae ol i
(6~2ie05 sl sy 535 2006 335 - 3
Discourse code no. 4.4.1.2
o iy S o gria 5 e e S k)
sl Tl ) S S 1 il il 53
(1502 ¢ an Celaa

10, p.15) Discourse code no. 4.4.1.3

Discourse code no.4.4.1.1, provides for symbolic desensitization whereas discourse
code nos.4.4.1.2, and 4.4.1.3 made provision for symbolic exposure that induced emotional
arousal of students. Discourse code no.4.4.1.1 states that the language learning could be
made possible by creating national sent'iments for it, even if it was not used in the pre-
school age. It is the only emotional attachment of individuals that could be created through
Urdu language, which could keep people of diverse cultures united as it was “associated
with the Muslim identity in both pre- and post-partitioned India [and] with Pakistani
nationalism in Pakistan” (Rahman, 2006, p.lOZj, but adding fuel to the fire, the sentiments

were further flare up by the treatment of Urdu, as a source of unifying force for the peoples

* and to make them appear as a single nation due to their social and personal restraints

(Bandura, 1986), of being a second language for them on one hand and its treatment as
being inferior by the high-up’s in Pakistan (Khalique, 2007) on the other hand was seemed
to be taught just as a part of school curriculum. Discourse code no.4.4.1.2 states that
students could present a fine literary piece regarding their thoughts, feelings, emotions,

views, imaginations and social needs as “students experience a wide variety of emotions in
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academic settings” (Pekrun, 2009, p.579), but expression in a second language such as
Urdu seem overestimation of their capabilities (Bandura, 1986) causing their emotional
arousal and adversely affecting their self-efficacy. Similarly, discourse code no.4.4.1.3
provides that students could show dramatics in their conversation, convéying the virtual
sense. These discourses reveal that students would be enabled to communicate both in
writing and orally about their feelings and emotional stream which seemed idealistic on the
part of students at the level in the province as they rarely use Urdu in their social
interaction. Moreover, the imagination and creativity of students, in public sector schools,
were never the target of education system and, hence, had no command over the language
at the level, to create a piece of writing that expresses sentiments and emotions in their
conversation with people. This kind of overestimation of students’ capabilities (Bandura,
1986) flared up their emotions and suffered their self-efficacy as creating an “irrational
beliéf’ which “can make students highly vulnerable to expe.r.iencing anxiety and related
negative achievement emotions, like shame and hopelessness” (Pekrun, 2009, p.583).

Table 4.50
Discourse Code Nos. 4.4.1.4104.4.1.7

Translation Original Text

... Create the love for Pakistan in them e US oy Cune (S UuSL (e (~adb) o, .
[students]... (National Curriculum for Islamiyat wasas 2002 Sl Sy lal oa )
2002, General aim 9, p. 1) Discourse code No.4.4.1.4(] ~2.29 1aila
[Students] have the agony to do something @5 S SR SeS al Salle il
for the Muslims of the world. (National 2002 st 2y Slald 0 98) 0 S¢S
Curriculum for Islamiyat 2002, Specific aim 8, p. (2 ~iia8 vale o pad
2) Discourse code No.4.4.1.5

[Students] should become aware of ideology = Cuad (S 61 g JEaSL g ki o g[aalha]
of Pakistan and the importance of freedom so™ LSy «Cuna —w Gl 6y ASU Gila 52 o8]

that they have the sense of their duty to
struggle for the love, stability and happiness
of Pakistan and national unity and peace.

(National Curriculum for Islamiyat 2006, General

aim 10, p. 2)
[Students] could feel the love and greatness
of Allah Almighty and prove it from their

deeds. (National Curriculum for Islamiyat 2006,

Specific aim 2, p. 3)

el L) S e (el a el S
e a3 S da g e S
Sl I Slad agf) pfaly ) sad S
(2radia (] Q2ala o0 3ee 2006

Discourse code No.4.4.1.6
ymae Crabie )l Cama (S Mad di] ad]
Ko udee S g0 S S8
2006 Cldad Iy liai e gd) (2 S kil
(Brabicrale a goad

Discourse code No.4.4.1.7
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Discourse code no.4.4.1.4 and 4.4.1.5 provide for symbolic exposure while
discourse code no.4.4.1.6 for symbolic desensitization and discourse code no.4.4.1.7
provides for biofeedback (relaxation). The curriculum for Islamiyat 2002 was aimed at to
create love among people for the country as is referred to in discourse code no.4.4.1.4,
whereas discourse code no.4.4.1.5 arouses emotions among students for doing something
for Muslims of the world. The discourses present that the aims were dichotomous in nature
as they demand students to be in love with the country on one hand and develop emotional
attachment for the entire Muslim wmmah [nation] on the other hand, competing
nationalism and pan-Islamism resulting in self-doubts (Bandura, 1986) among students at
such an early age and adversely affected their emotions and, hence, their self-efficacy. The
idea of Pakistani nationalism is still continued to persist in the national curriculum for
Islamiyat 2006, as referred to in discourse code no.4.4.1.6, which aimed at to develop an
emotional connection of students with Pakistan, so that they become ready for any type of
sacrifice for its solidarity, peace and tranquility. However, it could not be achieved as the
same was materialized practically neither by matter nor by method and the aim remained
not more than just lip service of the planners. Discourse code no.4.4.1.7 provides that
students could feel the love and greatness of Almighty Allah and could prove it from their
deeds. It is the feeling of love and affection with Allah and His greatness that caused
emotional bond, especially in this material world, for example, traveling for performing
Hajj is no more than the emotional attachment of people, due to which they want to be
present in the house of their Loréi and beg for His forgiveness for their all misdeeds. It is '
the optimum time to create love and affection for Allah among students, as their minds are
not polluted with other conceptions of different systems that are practically in action. In
addition, it was found of the aims referred to in discourse code no.4.4.1.4 and 4.4.1.5, that

these were arranged in a mess as the earlier one might be placed under the later one.
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4.4.2 Input for Physical and Emotional State

Syllabi and relevant textbooks provided input for physical and emotional state. The
Urciu syllabus for the level consisted of literature and linguis.tics. The literature contained
prose and poetry and was more relevant to this section. In prose, works of 22 writers were
included while the poetry was comprised of the work of 19 writers. The literature paints a
situation of fear, anxiety as well as peace and tranquility affecting the mind of readers,
who reacted accordingly. Discourse code nos.4.4.2.1 and 4.4.2.2 analyze Urdu syllabus for
emotional state of students. Urdu textbook for grade 9 had included 11 lessons from prose
and 16 items from poetry. Similarly, Urdu textbook for grade 10 contained 11 lessons
representing prose and 15 items that of poetry. The literature, especially fiction and poetry
caused emotional arouse. Discourse code nos.4.4.2.3 to 4.4.2.6 analyze textbooks’ content

as input for the physical and emotional state.

vMathematics syllabus included a huge amount of materiai that become difficult for
studer'lts to cover well in time causing anxiety; therefore, it was'proved “to be the emotion
that was reported most frequently” in the academic setting (Pekrun, 2009, p.579). Besides,
the material was above the mental level of students and, hence, was difficult for them to
grasp at the stage for instance all the theorems, in general, and unit no.24 on projection of
a side of a tri.angle in particular were difficult for students to understaﬂd for its theoretical
and philosophical nature, as Kaput (1989) has rightly provided that, “theorems are
‘proved’ without the'slightest attempt to rate the statement to be proved or to justify the
need for proof” (p.100). The content, above the mental level of students, was seldom
grasped by them causing anxiety and, hence, creating fear of Mathematics subject (Goetz,
Frenzel, & Pekrun, 2006). Discourse code nos.4.4.2.7 and 4.4.2.8 analyze illustrations of
Mathematics syllabus, for the level. Twenty two exercises in grade 9 textbook and 12

exercises in grade 10 textbook, related to theorems, were difficult enough that were seldom
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attempted by teachers as reported by the students and teachers during researcher’s visit to
schools for data collection. Textbooks’ provisions were analyzed in discourse code

nos.4.4.2.9 and 4.4.2.10.

Syllabus of Islamiyat 2002 made provisions for emotional arousal of students.
Sections 1(b), part 2(b) and 3(a) provided input for emotional arousal. Similarly, syllabus
of Islamiyat 2006 offered section B of unit 1 and section A of unit 3 provided input for
emotional arousal that could affect students’ self-efficacy. Discourse code nos.4.4.2.11 and
4.4.2.12 analyzed the two curricula with respect to emotional arousal, as a source of self-
efficacy. Islamiyat textbook offered swrahs besides, units 2 and 4 from section on
conceptual studies as input for emotional arousal and physical state. Discourse code

nos.4.2.2.13 to 4.2.2.15 analyze the provisions for emotional arousal in Islamiyat textbook.

Table 4.51
Discourse Code Nos. 4.4.2.1 & 4.4.2.2

Translation ' Original text

Fiction (National Curriculum for Urdu 2006, ~ —71u= <2006 N Flal (oa ) ol (5 giludl

pp-71-72) (72
Discourse code no.4.4.2.1

Humour and Satire (National Curriculum for (7202 2006 33 2 33 ol a o) 2 30 3 jibo

Urdu 2006, p.72) Discourse code no.4.4.2.2

Discourse code nos.4.4.2.1 and 4.4.2.2 provide for symbolic exposure to induce
emotional arousal of students. Urdu syllabus offered a nurr;ber of instances as input for
physical and emotional state of individuals who were exposed to it. The syllabus included
fiction as indicated in discourse code no.4.4.2.1 and humour and satire as referred to in
discourse code no.4.4.2.2. Fiction creates an emotional environment for the readers
through imagination of the writer. Students’ emotional arousal due to pessimistic and
humble nature fiction stories as discussed in the subsequent discourse causes adverse
effect on their efficacy belief; however, it could be used otherwise too. Likewise, the satire

affects minds of young people differently, focuses the social evils. Both the discourses
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cause self-doubts (Bandura, 1986) among the students for their pessimistic and negative

approach to the society.

Table 4.52
Discourse Code Nos. 4.4.2.3to 4.4.2.6

Translation

Original text

Although we don’t fear work, we feel bad by
the beating all the time. (Urdu textbook for
grade 9, p. 65)

[due to my ever gloomy condition] my eyes
always shed tears [and sometimes when my
gloom reaches at its peak then] tears come to
an end and blood comes out of my eyes.
(Urdu textbook for grade 9, p. 114)

“so get ready, I will slaughter you today”
Sher Alam declared the decision. Maemoney
got ready silently for slaughtering (Urdu
textbook for grade 10, p. 57)

Overwhelming noise of “Driver! Let’s move
on” prevails in the vehicle and people show
their agreement on paying double fare.

When will you depart and how long it will
stay here in begging of the journey and come
out if you are eager of quarrel.

May Allah’s anger be upon you, let’s start the
bus and collect more money than you
deserve, if you are so greedy. (Urdu textbook
for grade 10, pp. 116-117)

oS By Bae SIS i 5 S s
3 S ) S psba g A 1LY ¢ G e
(6502 p Celaa S
Discourse code no.4.4.2.3
U G S e 55T S
ul UM = vl )::J
(11402 cpp Selaa N S g 0 (S 93)0)
Discourse code no.4.4.2.4

SIS TR o gl o g LS e
gz Ll slad alle ud "E 0506
) By S pisdld ) S gl
(570a o elan 5 GES (g 3 (S
Discourse code no.4.4.2.5 _
U 8 SES 8 S e 36 o
C"d-}éﬁul-“cl‘“‘}éhﬁﬁ_d"s N
Js3
ae sdla pul& ;158 S50
IS b 55 = 9500 S S0
O e 38 Ol g e (S a8 g g
G = S g g T gl e
1160« (PN e lea :‘ﬂ)._: Y u""'JJUSJ‘J.)")
(117
Discourse code no.4.4.2.6

Discourse code no.4.4.2.3 and 4.4.2.5 provide for biofeedback due to tense
situation whereas discourse code no.4.4.2.4 anci 4.4.2.6 provide for attribution (of tears
with the gloomy situation). Discourse code no.4.4.2.3 is taken from a fiction story Ghulam
" [slave] included in grade 9 textbook. The story was about the life of a serving boy that was
at the disposal of the house lords. The people’s ill-treatment of their servants was well
illustrated in the story. The discourse discloses displeasure of the servant upon the corporal
punishment at petty nature happenings in daily life. Text like Ghulam, badly affects the
minds of young readers at the school level causing emotional imbalance among them due

to personal and social restraints (Bandura, 1986) culminates in lowering of self-efficacy.
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The illustrative couplet, from one of Mir Taqqi Mir’s included ghazals, as referred to in
discourse code no.4.4.2.4 purports a very pessimistic scenario that creates doubts among
students (Bandura, 1986) affecting their efficacy belief. His work was introduced in the
textbook in such a gloomy manner that the readers get emotional while reading it as the
introduction carries the words such as “his soft words carry agony” and “his every couplet
is his discontented drop of tears” (Urdu textbook for grade 9, p.113), thus his work
reflected his personal failures. Besides, ghazals in general were consciously presented in
such a way that depicted frustration and discomfort due to gloomy situation created by the
poet. This sort of situation causes an adverse effect on students’ psyche especially when
they are passing through a turbulent age of adolescence. Discourse code no.4.4.2.5 narrates
a very brutal scene from folklore Maemonay [after the name of its heroine] of the Pakhtun
society. The story was about beautiful lass named Maemonay, living in a tribal village of
K};)'/ber Pakhtunkhwa. The story was very emotional and .p.ainted a negative picture of
Pakhtun society. The feeble minds of students were badly moved by the story and bred
hatred of their culture as intended by Macaulay (1835). Discourse code no.4.4.2.6 presents
a gita [part] from a poem ‘Karachi ki Bus’ [a bus of Karachi], which was presented in a
light mood but full of satire. The poem painted a miserable situation of the society in a
humorous way. The anxious state of mind of the passengers sitting in the bus to arrive at
their destination was depicted in the gita given in the discourse. Reading of such pieces of
writing obsessed students’ mind with negative emotions about their own society.

Table 4.53
Discourse Code Nos. 4.4.2.7 & 4.4.2.8

Original text

Curriculum {content] for Mathematics — Grades IX-X (National Curriculum for Mathematics
2006, pp.69-95)
) Discourse code No.4.4.2.7
Projection of a side of a triangle (National Curriculum for Mathematics 2006, p. 90)
Discourse code No.4.4.2.8
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Discourse code no.4.4.2.7 provides for biofeedback creating tense situation for
students whereas discourse code no.4.4.2.8 provide for symbolic exposure and
desensitization. ‘Mathematics syllabus for grades IX-X as referred to in discourse code
no.4:4.2.7, consisted of 30 chapters that provided for 84 subsections. The bulky syllabus of
Mathematics caused anxiety and tension for students and most often frustration due to
failure in meeting the requirements that resulted in failure not only in their academic career
but equally in their practical life. Besides the size, order of the content also affects
students’ emotions and they feel anxious and tensed when difficult things precede the
simple as for example unit one is difficult that introduced the concept of ‘Matrices’ for the
first time, proceeded a simple unit on numbers. Similarly, discourse code no.4.4.2.8
illustrates from unit no.24 of Mathematics syllabus 2006 where there were three theorems
on the sides of a triangle, which were above the mental level of students causing personal
restraints (Bandura, 1986) and even many of the. .teachers reported failure to understand
and solve these theorems. The theorems created anxiety, and caused frustration among
students for their inclusion as above their mental level and lack of utility in their

immediate lives adversely affected their mathematical, as well as, general performance.

Table 4.54
Discourse Code Nos. 4.4.2.9& 4.4.2.10

Translation Original text
The medians of a triangle are concurrent and o i o SOl ity g S il
their point of concurrency is the point of At 1S iy g ~dadi sl o ) 8
trisection of each median. (Mathematics Ao QS s 3 (S (Bl)) o Uiy Sl
textbook for grade 9 Theorem no.11.4, p.212) (212 U2 ¢11.4 e Alise ¢ Cielaa
Discourse code no. 4.4.2.9
The measure of a central angle of a minor arc ml ) e S pua gl e o D (oS
of a circle is double that of the angle subtended ~ —29)) Jyasa S o uS Lugh Adlaia (e jhiia
by the corresponding major arc. (Mathematics 0 G 3 (S ) U E 1S
textbook for grade 10 Theorem no.12.1, p.267) (267 2 <12.1 el Albisa cap Ciclaa

Discourse code no. 4.4.2.10

Discourse code no.4.4.2.9 and 4.4.2.10 provide for symbolic exposure and

desensitization. The theorems, included in geometry portion of Mathematics caused
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tension and anxiety among students as their theoretical nature was beyond their
comprehension. Discourse code no.4.4.2.9 related to theorems on triangle while discourse
code no.4.4.2.10 deals with the theorem on circle. The theorems are statements which are
true but require proof. Furthermore, theorems were followed by exercises, which were
seldom attempted by teachers, as reported by students and teachers to the researcher during
the data collection, leaving students in a perplexed situation. The perplexed situation
caused by the theorems and the subsequent exercises, related to them, resulted in creating
anxiety and distress among students and adversely affected their performance not only in

Mathematics but as a whole in their academic career and later on in their lives.

Table 4.55
Discourse Code Nos. 4.4.2.11 to 4.4.2.15

Translation Original text

The belief of oneness [of Allah] (National 2002 Sl Sy Clai e 98) s g5 o2

Curriculum for Islamiyat 2002, part 3(A-1), p. 3) Bu= ¢1-dl ja coaa oy
Discourse code no. 4.4.2.11

Belief in prophethood (National Curriculum for Slaadlad iy lal e g8) Gl o2

Islamiyat 2002, Chapter 3, part A(ii), p. 15) (1502 ()l 2 e b <2006
Discourse code no. 4.4.2.12

Certainly, the believers are those whose hearts 1303 38 Gl 5 385K B3l (sl pali )

are filled with awe when (the name of) Allah is O G355 2435 Ll 5 U 343015 2 aglle &8

mentioned; and when His verses are recited to G ) (S LSty (2 Cul JWY 5 ) go)

them, it makes them more developed in faith; (6u= a2 9 ad Celan Iy

and in their Lord they place their trust. Discourse code no. 4.4.2.13

(Islamiyat textbook for grades 9 & 10, p. 6)

No one among you become ‘Momin’ [faithful] it Lal a0l ga (95 S aSoal Gap¥

until his wishes/desires become subdue to what S QES (a0 (S Sledll) (Syall)

(teachings) I [Prophet (s.a.a.w)] have brought. (59u= a3 ap Celan

(Al-Hadith) (Islamiyat textbook for grades 9 & Discourse code no. 4.4.2.14
10, p. 59)

The love and obedience of Allah and His Gellaly Cume (S gy S ool Dyl Jad
Prophet (s.a.a.w) (Islamiyat textbook for grades 9 s Celaa il QUS o)) (S Gl
& 10, p. 68) (680 can

Discourse code no. 4.4.2.15

Discourse code nos.4.4.2.11 to 4.4.2.15 provide for symbolic desensitization with
the exception of discourse code no.4.4.2.13 that provides for symbolic exposure. Belief

system is associated with emotional state of mind, as beliefs are made of such things which
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might not be experienced as concrete entities for a person. Both the curricula of Islamiyat
2002 and 2006 offered for beliefs. Discourse code no.4.4.2.11 states of the belief in the
oneness of Allah, which was also made part of national curriculum for Islamiyat 2006
subsequently. The belief in the oneness of Allah provided a spirit of unity of command and
confidence in asking for help as the direction was known. The belief strengthened the
performance of individuals by having a contented and fearless self. The belief vanished out
all worries and anxieties, as the Holy Qura’an says, “...Indeed He knows what is manifest
and what is hidden” (Al-Quran, 87:7). Similarly, the discourse code no.4.4.2.12 provides
for the belief in the prophethood of Muhammad (s.a.a.w) that was included in the
curriculum 2002 for the subject. The belief in prophethood provided a satisfaction that the
guidance was in right direction as the chosen person had guidance from a divine source, as
the Holy Quran says, “... And whatever the Messenger gives you, take it, and whatever he
forbids you from, abstaiﬁ (from it). And fear Allah” (Al-Quran 59:7). The Beliefs
strengthen the individuals to be emotionally stable and confident as it is only Allah who
always remains with His creatures and can do anything as the Holy Quran states, .. .surely

Allah is powerful to do anything” (Al-Quran, 2:20).

Islamiyat textbook contained surahs from the Holy Quran as illustrated in
discourse code no.4.4.2.13, which states, “certainly, the believers are those whose hearts
are filled with awe when (the name of) Allah is mentioned; and when His verses are
recited to them, it makes them more developed in faith; and in their Lord they place their
trust” (Al-Quran, 10:2). The discourse purports that the believers afraid of Allah’s wrath
but their confidence get heightened with His verses, as they give them a hope and
optimism for life, which develop their efficacy belief. Likewise, discourse code no.
4.4.2.14 states a hadith which means that one is not a true Muslim unless one does not

subdue one’s desires to what has been brought by the prophet (s.a.a.w). The prophet of
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Allah (s.a.a.w) never went on saying things from his own side; but what he had said was
under the direction of Allah. This is being further endorsed by the Holy Quran thus, “He
[the prophet] does not speak out of (his own) desire. It is but revelation revealed (to him)”
(Al-Quran 53:3-4). The discourse purports that students were convinced of the fact that
the religion of Islam is completely conveyed and nothing had been missed and nothing had
been added undue. This situation creates satisfaction for students and they develop a
contended self which might be productive and successful in their future lives. Finally,
discourse code no.4.4.2.15 reiterated what has been stated earlier and provides for ensuring
among students the love and obedience of Allah and His Prophet (s.a.a.w). The discourse
expresses that obedience, under pressure, makes no sense and might cause a distress and
detestation; however, obedience with love and affection develops a positive emotional

state of mind and, hence, pleasant mood takes place which develop students’ self-efficacy.
4.4.3 Process for Physical and Emotional State

Emotional and physical state is directly affected by the process carried on by the
teachers’ attitude and practices during their classroom instruction. The emotional arousal,
hampers students’ performance, could be neutralized by teachers’ disposition, while
interacting with students in the classroom. The provisions made in curricula for classroom

interaction of teachers and students affected the emotional and physical states of students.

The educational activities for classroom instruction in curriculum for Urdu 2006,
encouraged students to get control of their fear and anxie'ty regarding their performance in
front of other, as analyzed in discourse code no.4.4.3.1. Similarly, the use of AV aids for
explanation of difficult, abstract and complex concept eases students’ anxiety, as looked
into in discourse code no.4.4.3.2. On contrary, the unit-wise time distribution for the

subject of Mathematics in the national curriculum 2006 provided for total 420 periods each
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of 40 minutes could cause anxiety among the students, as analyzed in discourse code
nos.4.4.3.3 and 4.4.3.4. The curricula of Islamiyat 2002 and 2006 had no such provisions

for classroom instruction. -

The qualitative analysis is substantiated by the quantitative data collected from

teachers, students and classroom instruction and tabulated in table no. 4.7.

Table 4.56
Discourse Code Nos. 4.4.3.1 & 4.4.3.2

Translation Original text

The competitions of general knowledge, U35 oa g al ¢ e S aale Gilaghaa
arranging speeches on important national LUl 5 ¢ a8 Ji (S plas QLaiillS py i35
rituals, copying poems, preparing lexicon ~llia 1S il ya alai b S Lo i cal S
(dictionary of new words), competitions of s L )3 LS D S
reciting poems, writing summaries of lessons, e Oal eyt g Wl Ol ol Sl Dlalas
writing explanation, presenting creative works, JRPNEEPAN R N L PPN RPN P u
seeking corrections etc. should not be left on S S dald (e g side (S IS s
teachers and learners only but clear )b I qilial ) g TR oara by
instructions should be written to include all . (88u= <2006
these in the exercises of textbooks. (National Discourse code No.4.4.3.1

Curriculum for Urdu, 2006, p.88)

Listening the broadcastings of radio and TV, Sl Sy S gl o S
make discussion and arguments over them, Oibda (S 558 S b6 pad o ¢ i
should be included in the instruction part of the Clai oo @)pila (oS dald (e dly e
textbooks. (National Curriculum for Urdu, 2006, (89u= <2006 Y =
p-89) Discourse code No.4.4.3.2

Discourse code no.4.4.3.1 provides for biofeedback as stressful situation coupled
with overestimation of capabilities whereas discourse code no.4.4.3.2 provides for
symbolic desensitization. The classroom instruction offers the process for physical and
emotional state of students, which has been addressed by national curriculum 2006 in
discourse code no. 4.4.3.1 speaks for a numl;er of activities which are to be performed by
students, satisfying their own instinct balancing their emotional state. These include, for
example, arranging speeches on important national rituals, copying poems, competitions of
reciting poems, etc. The curriculum further added that these activities should be clearly

mentioned in textbooks® exercises. The discourse overestimated students’ capabilities in
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the language as they had not yet master it. Furthermore, the inclusion of such activities in
textbooks® exercises was not materialized to the purpose, which left the achievements
unsuccessful adding fuel to the fire and hampered development of self-efficacy of students.
Likéwise, discourse code no.4.4.3.2 provides for inclusion of iistening to and discussion on
radio and TV broadcasts in textbooks. The broadcastings of radio and TV have symbolic
exposure that focus mostly on social problems presenting negative picture of the society

cause tension and anxiety among students multiplied by further discussion in classroom.

Table 4.57

Discourse Code Nos. 4.4.3.3 & 4.4.3.4

Original text

In the table “Unit-wise time distribution — Grade IX-X" 420 periods each of 40 minutes
for all the 30 units as 6 periods per week. (National curriculum for Mathematics 2006, p.135)
Discourse code No.4.4.3.3
The path from understanding the problem to devising a plan [in problem solving method]
may sometimes be long... (National curriculum for.Mathematics 2006, p.133)
Discourse code No.4.4.3.4

Discourse code no.4.4.3.3 provides for biofeedback as stressful situation and
discourse code no.4.4.3.4 provides for symbolic exposure. Discourse code no.4.4.3.3
provides time distribution for teaching of prescribed syllabus of Mathematics, which
consists of thirty units. Critical analysis of the discourse conveys that the time distribution
for each unit may not be followed due to personal and social restraints of students
(Bandura, 1986), as the curriculum considers each period of forty minutes, which could be
rarely observed in the real situation, for variance in level of students’ understanding, the
time lapses due to change of periods. Besides, the number of working days also fluctuates
due to holidays beyond the gazetted holidays. The time wastage due to periods change or
the extra holidays causes burden of work on the students which results in the development
of anxiety among them; and, hence, adversely affected their overall efficacy belief not only

during their academic career but also in their practical lives. Similarly, discourse code
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no.4.4.3.4 states that the procedure involved in the problem solving method consumes
much time than the other methods of teaching Mathematics; whereas the curriculum
stressed upon the problem solving method for teaching Mathematics which present
dichotomy. The speedy instruction of Mathematics.hampers learning of students while the
slow instruction fails to complete the prescribed syllabus. In both the cases, the students
suffer mentally causing frustration and anxiety and ultimately hatred of the subject, among

them. The frustration developed so prevails long, even, to the practical their lives.

Table 4.58

Perception Regarding Emotional Arousal

Source N Mean SD Min. Max.
Teachers 232 28.81 342 19 37
Students 373 3241 4.83 19 38

Class Observation 90 27.62 6.67 13 40

Table 4.58 indicates that mean of teachers’ perception regarding emotional arousal
of students as a process is 28.81 with a standard deviation of 3.42 and a range of 19 as
minimum score while 37 as the maximum score. Whereas, the table also shows that the
mean for students’ perception for emotional arousal is 32.41 with a standard deviation of
4.83 and a range of 19 as minimum score while 40 as the maximum. However, the data
indicates that the mean of classroom observation for emotional arousal is 27.62 and
standard deviation of 6.67 with a range of 13, as minimum score while 40, as the
maximum. The total score of the scale in all the three cases were calculated as 50. The data

indicates that the students experience stress and anxiety during classroom instruction.
4.4.4 Product for Physical and Emotional State

The assessment procedures generally create anxiety among students. The
procedures provided in curriculum for Urdu 2006 analyzed for the purpose in discourse

code no.4.4.4.1. Content of examination papers of Urdu for grades 9 and 10 provided for
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emotional arousal of students as analyzed in Discourse code nos.4.4.4.2 to 4.4.4.5.
Likewise, the assessment section of curriculum for Mathematics 2006 barely made
provision regarding the physical and emotional state of students. However, a few instances
could be worth considering in this régard as discourse code no.4.4.4.6 analyzed. The
examination papers included items that were above the mental level of students and, hence,
they were unable to comprehend at the stage, such as section—C of the papers that included
theorems from geometry section of the textbooks, causing anxiety and, hence, adversely

affected their self-efficacy, as analyzed in discourse code nos.4.4.4.7 and 4.4.4.8.

Curricula for Islamiyat 2002 and 2006 made no provision for assessment; however,
in examination papers of Islamiyat for grades 9 & 10 of both the BISEs, provisions for
emotional state of students were made as for example, item no. 6 in section B (in case of
grade 9 of BISE Peshawar), item nos. 4 and 5 in section B (in case of grade 9 of BISE
Mardan) and item no. 5 in section B (in case of grade 10 of BISE Mardan), which were

analyzed in discourse code nos.4.4.4.9 and 4.4.4.10. '

Table 4.59

Discourse Code No. 4.4.4.1

Translation Original text
Children’s individualism, creativity, the fluency a5 (Capl 5 (S g2 e 0
and eloquence of the expression and JCaa SEN UL e Gnda
communication should be kept in view during - G UeS ) Hhi i oS Jly )

assessment. (National Curriculum for Urdu 2006, p.93) (93~2iwa <2006 sl o aai e 58)

Discourse code no.4.4.4.1 provides for attribution where performance is attributed
with individual differences and states for the assessment procedures that judge students’
individualism, creativity and the eloquence of communication. The prevailing paper-based
assessment procedures across the province hardly take into account the individualism, as
the same items are served to all the students taking examination under the same

examination board and the stereotyped nature of the procedure curbs students’ creativity.
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The papers, administered by BISEs in Khyber Pakhtunkhwa are generally designed

reproduce material memorized by the students and little provide for the creativity as well

as poorly judge the curriculum targets in the form of learning outcomes.

Table 4.60

Discourse Code Nos. 4.4.4.2 t0 4.4.4.5

Translation

Original text

Patience was the only companion of my loneliness
but it has also left my company since long.

One of my heartily desire has been ruined, my
mourning is not causeless. (BISE Mardan, Paper
Urdu grade 9, section C, Q. 5b)

Explain any one part of Ode with reference to its
poet:

Moments of Pleasure are out of imaginations
Nothing remembered except glooms and pains
Dreamland will be decorated with stars

If not possible to come in the morning, let’s come
in the evening. .

(BISE Mardan, Paper Urdu grade 10, section C, Q.5a)

[due to my ever gloomy condition] my eyes always
shed tears [and sometimes when my gloom reaches
at its peak then] tears come to an end and blood
come out of my eyes.

The poet says that I don’t lose my senses generally
but whenever I face my beloved I lose it.(BISE
Peshawar, Paper Urdu grade 9, section C, Q. 5a)

Why did Sher Alam kill Maemoney? Explain in
four lines. (BISE Peshawar, Paper Urdu grade 10,
section B, Q. 2-iv) '

Cdany g o iige SIS jua
el ) w U i o)
Ul G i 428 M8 o Gl sa S
O cad 1 93y S0 a0
(D) 5 saidism iz

Discourse code no.4.4.4.2
Al S el (S e adie SO S
(RS il il S
UV RR o yead O & e il
C"-‘u-"r‘y‘,’(“.:ué-.“.—‘.‘u:.‘fc"iﬁlé
et pd oy S Ol —w g3
it fbS ol e Gl ) s
OSSm a3 S 335 a2 S )
(> ¢5 el oz

Discourse code no.4.4.4.3
C‘:U]‘,?J...du#jgsugnujéjﬁ\
— S o b,y Ua iy - U i can
‘SJ‘,;JJL:.;‘)UYU#J;_GL_‘:UHJ@_;

i e 6 O85Gm cad S 93,0 aa

(32 <5
Discourse code no.4.4.4.4

g TS U8 058 S pmse 5 e
3 osld) 1S Gl (e o slea
g 0 8 cay Sl 93 a3

((iv) I 2 e
Discourse code no.4.4.4.5

Discourse code no.4.4.4.2 and 4.4.4.3 provide for symbolic desensitization, where
discourse code no.4.4.4.4 makes provision for attribution and that of discourse code
n0.4.4.4.5 speaks for symbolic exposure and attribution of her murder to honour killing.
The nature and selection of items creates a gloomy and pessimistic situation that affects
students emotionally as stated in discourse code no.4.4.4.2, which illustrates a couple of

verses from a ghazal. The discourse code no.4.4.4.3 presents another piece of poetry,
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which is required to be elaborated by students. These discourses communicate a very
gloomy and disappointing picture of life that affects students’ mind at such a tender stage
of life — the adolescence. The disappointment propagates through such content in the
textbooks which is reinforced through examination papers, breeds pessitﬁism among the
young people and fail to accept any challenge in their life due to boredom and
hopelessness, which reduces motivation and damaged efficacy belief of the students
(Pekrun, 2009). Discourse code no.4.4.4.4 continues the melancholy expressed in Urdu
poetry. The emotions of love and its effects were so exaggerated that affected the young
folk hard as they were passing through emotional stage of life. They start looking things
from negative perspective as it is so developed through the persistent efforts during their
school education through textbooks, classroom instruction, and finally assessment. The
prose, included in textbooks, was not much different than the poetry and, subsequently, it’s
incl.u.sion in the examination papers. The item of examinaﬁbn paper as referred to in
discourse code no.4.4.4.5 portrays a very negative image of Pakhtun society. The discourse
has two implicit messages; one, the act of killing and second, the social stigmatization.
Both had an adverse effect on the minds of students at such an early age, as the killing of
one’s near and dear, who was innocent, on just taunting of a rival is very heart touching.

Such incidences cause blow to students, affecting their self-efficacy.

Table 4.61

Discourse Code No. 4.4.4.6

Original text

It should be kept in mind that in Mathematics a single type of assessment can frustrate
students, diminish their self-confidence and make them feel anxious about the subject.
(National curriculum for Mathematics 2006, p.137)

Discourse code no.4.4.4.6 provides for attribution as the discourse provides for
alternate assessment procedures; however, it was not materialized by the assessment

bodies and silence of stakeholders in education sector and more particularly those who are
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developing curriculum and implementing it, is astonishing, as practice deviates the theory
that they have identified themselves as referred to i;l the discourse. The discourse
communicates that incorrect self-knowledge of students was developed due to social
restraints (Bandura, 1986) to produce a nation that devoid of self-confidence and suffers
stress and anxiety. The aptitude towards Mathematics found to be different and the same
was acknowledged by the curriculum, which was more relevant in the context of formal
education and meant to change the behaviour of people who go through it, but the situation
on ground is found to be different. The failure in mathematical tasks weaken the logical
ability which is not only required for other related subjects, for example, physics, but
equally important for the survival in the business world of practical life which is the most
required component of the economic development of an individual and society. In other

words, the ineffectiveness in Mathematics equates to the ineffectiveness in life.

Table 4.62
Discourse Code Nos. 4.4.4.7 & 4.4.4.8

Translation Original text

If two triangles are similar. The Cuilila g Sl o laliie S ) 45 g il yila 30 81
measures of their corresponding sides ¢z 035w 2015 cat = p Bl ¢33 O 0) S U
are proportional. (BISE Mardan, (4d) g
Mathematics 9, 2015, Section C, Q.4) Discourse code no. 4.4.4.7

Prove that if two circles touch oxb Saom oS o e Sl oS 3 SIS Sl
externally, the distance between their =S OV Abald (e S g 38 e S ) g5 2 S e
centers is equal to sum of their radii )8 o3uh) 2 Us il S e gaaa Sysuly)
(BISE Peshawar, Mathematics 10, 2016 (4 J g ez 8500 2016 o0 Sy (mlyy
Section C, Q.4) Discourse code no. 4.4.4.8

Discourse code no.4.4.4.7 and 4.4.4.8 provides for symbolic exposure and
desensitization to induce students for their emotional and physical states. Discourse code
not4.4.4.7 represents theorem on triangle for junior grade of secondary level while
discourse code no.4.4.4.8 exemplifies theorems on circle for the senior grade of the level.
The discourses communicate that they were included to be reproduced instead of including

questions from the exercises on these theorems in the textbooks not only in the years under
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study but even before. The nature of theorems was found difficult to be understood by the
students on one hand and irrelevant to their life (Yazzie-Mintz, 2007) make them
meaningless (Tumer & Meyer, 2009) for students on the other hand. The irrelevancy
further reinforced the complex nature and students’ detest the subject multiplied many fold

resulted in their poor performance in the subject and adversely affected their self-efficacy.

Table 4.63
Discourse Code Nos. 4.4.4.9 & 4.4.4.10

Translation Original Text
Translate: “O’ Apostle! Allah is sufficient for — &a S5l (a1 S Ll 153 S a3
you and for those who follows you among the Cielaa laadlal aa o5y ) gdy) Cialal
faithfuls” (BISE Peshawar, Paper Islamiyat grade (Vioa 2 I e 08800 <2015 ¢y
9, section B, Q. 2-vi) Discourse code no. 4.4.4.9
Hadith: “His Iman [faith] is complete, who A he Ty omid §an @il paf S jla Sy

loves for the sake Allah and bitters for the sake T g a3 1S MG JaSEu 308 ay adag
of Allah and give for [the happiness of] Allah cad Cielaa Dl aa g 39 G ) -0aS
and restrains to give for Allah.” (BISE Mardan, (Vo 20 g e (1550 <2016
Paper Islamiyat grade 10, section B, Q. 2-v) Discourse code no. 4.4.4.10

Discourse code nos.4.4.4.9 and 4.4.4.10 provide for attribution. In first case the
adversaries are attributed with Allah’s help whereas in second case the completeness of
faith is attributed to the will of Allah. The verses from the Holy Quran and hadiths
included in the examination papers of Islamiyat provided illustrations for emotional state
of individuals who experienced them. Discourse code no0.4.4.4.9 presents a verse of the
Holy Quran which assures the prophet (s.a.a.w) that Allah is sufficient for him and his
companions. The discourse, psychologically, communicated the message to the prophet
(s.a.a.w) that he was not all alone if people had gone against him and, implicitly, conveyed
the message to all the believers that in the presence of Allah, they needed not to be worried
of being helpless. The message could ensure satisfaction of students regarding hard
situation of life and pacifies them emotionally mitigating their despair and anxiety. They,
thus, feel no fear in meeting challenges, which ultimately causes to affect their efficacy

belief. Similarly, discourse code no.4.4.4.10 illustrates a hadith provides that a man is
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complete in his faith if his love and rancour is only for Allah. The discourse signifies that
the pleasure of Allah should be the aim of all human endevours. The pleasure of Allah
satisfies human emotionally and make them confident of doing their assigned tasks.

However, the content is just replication of the textbooks material (Freire, 1970/2005).
4.4.5 Summary for Physical and Emotional State

Emotional arousal and its subsequent effect on the physical state of individuals
have a long bearing on the development of self-efficacy. The curricula of Urdu,
Mathematics and Islamiyat were critically analyzed and evaluated for the provisions of this

source of self-efficacy through the framework of CIPP model.

The context for emotional arousal was provided by the curricula of Urdu and
Islamiyat, but the curriculum for Mathematics was found silent in this regard. In context,
the curriculum for Urdu p;ovided for symbolic desensitization and symbolic exposure
because language develop emotional attachment of people and is one of the binding forces
for a nation; however, the inferior treatment of high-ups (Khalique, 2007) caused personal
and social restraints (Bandura, 1986) for it due function. The Islamiyat curriculum made
provisions, as a context, for the emotional arousal, as it demands students to develop love
for the country and agony for the Muslim ummah simultaneously creating self-doubts
(Bandura, 1986) among them at such an early age and adversely affected their emotions.
However, the provision made which created love for Allah and His supremacy could
create a g0.0d impression among students causing positive impact onl their self-efficacy as
they would work confidently with a mindset that there is someone who is superior and can

help them.

The input for emotional arousal was provided by curriculum through syllabi and

textbooks of the selected subjects under study. The curriculum of Urdu provided through
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syllabus and textbooks for symbolic exposure to induce emotional arousal of students but
this was adversely affected by the pessimism and humble nature of literature creating self-
doubts (Bandura, 1986) among students. The curriculum also provided for negative
biofeedback (Bandura, 1977b) substantiated by personal and social restraints (Bandura,
1986) and attribution (Bandura, 1977b) created pessimism among students resulting in
self-doubts (Bandura, 1986). The syllabus and textbooks of Urdu made provisions both
through prose and poetry; however, the poetry had dire effects on the emotions of students.
The curriculum of Mathematics also provided for negative biofeedback due to bulky
syllabus causing anxiety among students and symbolic exposure and desensitization
causing personal restraints (Bandura, 1986) of students as the included material were
beyond the mental level of students caused frustration and anxiety that hampered their
performance during their schooling and subsequently resulted in lowering of their efficacy
belief. The cu.r-riculum of Islamiyat offered for symbolic desensitizati.c;n and symbolic
exposure. Belief system is associated with emotional state of mind, as beliefs are made of
such things which might not be experienced as concrete entities for a person. The content

of Islamiyat were positively persuasive but dealt carelessly by the stakeholders.

The process for emotional arousal was analyzed through both qualitative and
quantitative data. Qualitatively, The curriculum provided for negative biofeedback which
was further increased by overestimation of capabilities and personal and social restraints. -
' The curriculum also provided for symbolic desensitize}tion by attending TV and radio
broadcasts, and symbolic exposure by the procedure involved in the problem solving
consume much time than the other methods of teaching Mathematics but the bulky
syllabus demand fast speed to cover it. The situation causes frustration and anxiety

students suffer and, hence, its adverse effect could be judged on the efficacy belief of the
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students. The quantitative data confirms qualitative data that students experience stress

and anxiety during classroom instruction.

The assessment prdcess and procedures were offered by the curricula as a pfoduct
for emotional arousal and, hence, evaluated thus. The curricula of Urdu and Mathematics
made provisions for assessment in the subject but the curricula of Islamiyat were devoid of
it. The curriculum provided for attribution where performance is attributed with individual
differences and alternate assessment procedures might be adopted which failed in the
prevailing system. The curriculum also provided for symbolic desensitization and
symbolic exposure in the selection of items however the nature of items creates a negative
and pessimistic situation with melancholy and suffers students emotionally during their
adolescence. This state of affairs results in developing incorrect self-knowledge of students
du{e. to social restraints (Bandura, 1986) to produce a nation that devoid of self-confidence
and suffers stress and anxiety. However, the content in case of Islamiyat was positive and

encouraging for students’ corifidence.

As whole, the curriculum provisions of the selected subjects cause emotional
arousal such as fear, stress and anxiety among students at secondary level in Khyber
Pakhtunkhwa. The emotional arousal causes melancholy and irritation among students

suffering their overall efficacy belief.
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4.5 Self-Efficacy of the Students

Self-efficacy of students could be found through both qualitative and quantitative
data. Qualitatively, the results could be summed up of the discussion on the sources of
self-efficacy while quantitatively, the analysis of the first-time and second-time

administration of self-efficacy scale to students.
4.5.1 Analysis and Discussion of Qualitative Data

Performance accomplishment, as a primary and influencing source of self-efficacy,
was mainly focused in the curricula of the selected subjects at secondary level. In the
context, the curricula anticipated perfection in performance at the completion of the level;
however, emphasis on competition and performance goals instead of individual mastery
and personal development of students, resulted in lowering in their efficacy belief (Meece,
Herman, & McCombs, 2003; Schunk & Meece, 2006; Urdan & Midgley, 2003). However,
that was faded away in the input and process, as the conditions and commitments were not
satisfied as the “performance feedback ... may lower self-efficacy when it indicates how
far behind they are” (Schunk & Meece, 2006, p.74) and as a result the product seemed
more substandard due to the sheer focus of assessment on the mechanical reproduction of
rote memorized information (UNESCO-IBE, 2011) analogous with the withdrawal of

deposits in the banking theory of Friere (1970/2000).

Analysis of the curriculuim provisions for vicarious experience postulated that
unrealistic; and high-worded context made in the curricula of different subjects, was rarely
taken into account at the time of their materialization, which created poor effect on
students’ performance due to bulky content, by teachers in the school, which otherwise
could ensure raising the efficacy belief of the students by “using fewer lectures and drills

and more activities that require [their] collaborative decision making” (Schunk & Meece,
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2006, p.91) due to belief in their competencies. In the curriculum, theoretically classroom
activities were made for the provision of vicarious learning as the students’ perception of
their competencies could be explained in connection to their peers’ performance (Bong &
Clark, 1999). In the input, the inclusion of humble characters and westernized biographies
of the writers in the literature and useless and irrelevant material in Mathematics lessens
students’ commitment that is rightly has been pointed out by Blumenfeld (1992) as, “the
quality of student engagement may diminish if what is being improved is not perceived as
meaningful or valued by the student....and can be used in an out-of-school situation”
(p-273); however, the syllabus and content of the textbooks of Islamiyat due to religious
attachment, directly affected students’ lives in terms of vicarious learning from the lives of
the notable and pious personalities of Islam, but that was not properly focused. The
instructional process could better offer for vicarious learning of students; but due to lack of
proper guidance, the teacher restrict to surface meaning of the content. The assessment
procedures at secondary level were inadequately designed and inefficiently conducted by
BISEs at this level in Khyber Pakhtunkhwa as just replication and reproduction of
textbooks were aimed at the lower levels of cognitive domain (Bloom et al., 1956) of
educational objectives and thus weakened the efficacy belief of the students, as greater
self-efficacy was reported when higher order thinking was promoted among them (Meece
et al., 2003). Same was the case with formative assessment; however, its results could be

used for vicarious learning of the students effectively.

The curriculum was analyzed for social persuasion, as the third source of self-
efficacy. Though it was considered as less effective (Bandura, 1977b); however, in the
societies like Pakistan, it works more. Contextually, curriculum developers tried to
persuade students for learning of the subjects; but concrete provisions were not made

thereupon. Syllabi and textbooks were designed in a dissuasive manner due to lack of
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connection to the immediate life of students and discouraging for not accomplishing due to
bulkiness or for taking it casually. These characteristics made the task of the teachers, whd
were always in struggle to cover up the material in the given time, “to teach students
content knowledge in a particular subjéct area and to build students’ reading, writing, and
arithmetic skills” (Zimmerman & Cleary, 2006, p.55), compelling them to focus
superficially, without catering for the desired targets in the absence of proper guidance.
The formative assessment, provided for persuasion as it compares peers’ performance,
causes motivation; however, the summative assessment lacked this aspect and the students
were just required to reproduce the memorized information without any challenge posed.
The time and marks allotted to some of the valued subjects also adversely affected the

efficacy belief of students.

Provisions for emaotional experience, due to emotional fluctuation, were included in
the curricula at secondary level. In context, language and religious studies offered
opportunities for expression of emotional experiencés but that was lacking in Mathematics.
Syllat;i and textbooks, as input, provided for the emotional.arousal, which adversely
affected students’ self-efﬁcacy. The emotional situation was created through both prose
and poetry in Urdu subject that arouse negative emotions; however, a positive effect was
noticed regarding the emotional arousal through the content of Islamiyat. The bulky
syllabus and textbooks of Mathematics caused negative arousal of emotion. The emotional
arousal of students could be pacified through the instructional process but nothing was
done due to lack of resources. The assessment procedures caused greater test anxiety, as

the fixed pattern of procedure was meant for all students without caring their individuality.

The data, came from the analysis and evaluation of the prevailing curricula of

Urdu, Mathematics and Islamiyat, indicated that the core curricula were developed with a
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primary focus on the performance of the students. However, these were developed with a
sole aim to produce literate manpower that could perform prescribed tasks; instead of
educated people who could think critically and perform creatively. Therefore, the students
were consistently performiﬂg poor with respect to quality education. The performance.was
focused on rote learning in almost all of the subjects and mechanical reproduction in the

assessment of the memorized information (UNESCO-IBE, 2011).

4.5.2 Analysis of Quantitative Data

The quantitative data for self-efficacy was collected through the administration of
self-efficacy scale two times; first, one month after when the sampled students got enrolled
in grade 9 (i.e. in May 2014); and second, when they were going on preparation for their

SSC (A) examination of grade 10 in February 2016.

Table 4.64
Comparison of First-Time and Second-Time Administration of Self-Efficacy

V»Timing- “ N Mean SD Difference t-value WWS_iE._(Zﬂ: " Df
in Mean - tailed)
First Time 373 26.84 3.434 0.324 1.314 0.190 372

Second Time 373 26.52 3.392

A paired samples t-test was applied to assess the self-efficacy of students at
secondary level. There was no statistical significant difference in the self-efficacy of
students from the first-time administration (M=26.84, ST=3.434) to second-time
administration (M=26.52, ST=3.392), t (372)=1.314, p > 0.05 (two-tailed). The mean score
'for first-time and second-time administration of self-'efﬁcacy scale showed a slight
decrease. The mean decrease in self-efficacy score was 0.324 with a 95% confidence

interval.

Triangulating both qualitative and quantitative data, curriculum for secondary level

caused lowering of self-efficacy of students in Khyber Pakhtunkhwa.
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CHAPTER 5
SUMMARY, FINDINGS, CONCLUSIONS AND

RECOMMENDATIONS

This chapter provides the crux of this research report and might be more beneficial
for the general reader and the stockholders in the field of education. This chapter is divided
into four parts. The first part gives a brief summary of ontological, epistemological and
methodological sections of this study. The second part presents the major findings and
discussion of the study. The third part concludes the study. The fourth part offers
suggestions and recommendations for the stakeholders, quarter concerned and prospective

researchers.
51 Summary of the Study

Self-efficacy plays an'important role in the life of individuals. It affects academic
performance as well as future career éhoices. Research studies investigated its role,
relationship, and effect on the different dimensions of students in educational setting;
however, there was dearth on studies that speak for measures to develop it. Curriculum is
the major instrument of formal education and was investigated for developing self-efficacy
of students at secondary level in Khyber Pakhtunkhwa. The study was thus carried out in
pursuance of five objectives; first, to assess provisions for the academic performance
accomplishment of students at secondary level; second, to analyze secondary level
curriculum for provision of vicarious experiences to students of secondary level; third, to
investigate social persuasion in curriculum for students at secondary level; fourth, to
examine the provisions causing emotional arousal in the curriculum at secondary level;

fifth, to assess self-efficacy of the students at secondary level.



As epistemological foundation of the study, literature review specified that
curriculum is the comprehensive program of a child education that is developed with four
components. The available literature on curriculum purported that it is the curriculum that
ensures the change in behaviour of a child-educated-through with deliberate attempts made
by the stakeholders. The major change in child’s behaviour is improvement in his/her self-
concept and efficacy belief that ensures success in his/her future life. The efficacy belief is
one’s confidence in his/her potential to take on a specific task or challenge. Such a belief
can be developed through different means such as the personal experience or primary
experience that one experience and enhance the efficacy of the person due to his/her gains
or achievements. Similarly, it can be boosted up by modeling — adequate, apposite, and
potential, as often the individuals get inspiration of the others who have the equivalent
potential with the individual. Another boosting source of self-efficacy is the verbal and
social persuasion of the interacting people. It haﬁpens with almost all humans that sheer
encouragement of people make way for their progress in life and vice versa. Last but not
the least, is the emotional experience which plays its role in the performance of.an
individual for example, anger hampers the performance. Similarly, mood affects the result

of activities; fear and anxiety obstruct the way of progress.

In this backdrop, the study was carried out with a mixed method research design as
the nature of the study demanded both qualitative and quantitative data to consider.
Qualitative data came from the curriculum documents; textbooks developed thereupon and .
examination papers of the selected subjects as assessment procedures administered by the
respective BISEs. Similarly, the quantitative data was collected through the administration
of questionnaires to the teachers, and interview schedule to the students besides
administering a self-efficacy scale. The classroom instruction was also recorded on an

observational sheet through natural observation. The study was carried out with a
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theoretical underpinning of Bandura’s (1977b) Self-efficacy Theory, Freire’s (1970/2005)
banking theory of education, Apple’s (1993; 1995; 2004) critical theory and Gramsci’s
(1971) concept of hegemony. The evaluation of curriculum was made through using
Stufflebeam’s CIPP model. To arrive the conclusions, findings of the study thus drawn

from the qualitative and quantitative data are presented in the following section.
5.2 Findings and Discussion of the Study

The qualitative data that came from the analysis of curricula, textbooks and
examination papers of the selected level and subjects, were triangulated concurrently with
the quantitative data, collected from the field, presented a number of findings that helped
the researcher in the understanding of the objectives of the study and arriving the

conclusion.
5.2.1 Performance Accomplishment of the Students

The findings, related to performance accomplishment of students as the primary
source of self-efficacy, are listed below in accordance with the objective number one of the

study and to answer research question number one, raised in the chapter on introduction:

5.2.1.1 -The curriculum provided for the desensitization of students’ performance
(Bandura, 1977b) regarding understanding and use of Urdu language, but
this was an overestimation of their capabilities (Bandura, 1986) as the
language was not their native language and hindered their performance
accomplishment. [see discourse code nos.4.1.1.1; and 4.1.1.2]

52.12  The curriculum made provision for students’ self-instructed performance
(Bandura, 1977b) to describe the main theme, key points, intellectual and

semantic features of a written text in Urdu but it also suffers from the
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52.1.3

52.14

52.1.5

overestimation of capabilities (Bandura, 1986) and ulterior motives of
hegemonic designs (Gramsci, 1971) that obstructed their performance. [see
discourse code nos.4.1.1.3]

The curriculum providéd for students’ performance exposure (Bandura,
1977b) to read a text in Urdu with understanding of scientific and
technological symbols, jargons and concepts [see discourse code
nos.4.1.1.4] and to perform statistical task [see discourse code nos.4.1.2.8]
but these were conditioned by the personal and social restraints (Bandura,
1986) of the students as it provided for lower order cognitive abilities
(Bloom et al., 1956) and socially idealistic and impractical (Parekh, 2013).
The curriculum provided for students’ participant modeling (Bandura,
1977b) to use latest technologies for communication in the offices using
Urdu [see &iscourse code nos.4.1.1.5 and 4.1.1.6]; to show step b)./. step
deduction in solving a problem, explain and justify how they arrived at a
conclusion [see discourse code nos.4.1.1.9]; to write formal/informal letter
and summaries in Urdu [see discourse code nos.4.1.2.2 and 4.1.2.3]; to
master laws of exponents [see discourse code nos.4.1.2.7}; tb solve
questions as per given directions in mathematics [see discourse code
nos.4.1.2.9; 4.1.2.10; and 4.1.2.11}; to fill money order [see discourse code
nos.4.1.3.5] and to solve mathematical challenges [see discourse code
nos.4.1.3.6]. These failed to achieve due to personai and social restraints
(Bandura, 1986) of the students for enactive mastery experience due to
selective tradition (Apple, 2000).

The curriculum provided for participant modeling of students (Bandura,

1977b) to collect, compile, present and interpret mathematical data [see
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)

5.2.1.6

52.1.7

52.1.8

52.19

5.2.1.10

discourse code nos.4.1.1.7; 4.1.1.8 and 4.1.1.11]; and to differentiate among
the different styles and work with different genre in Urdu [see discourse
code nos.4.1.2.1]. These were focus on developing lower order cognitive
abilities (Bloom et al., 1956).

The curriculum provision creates self-doubt (Bandura, 1986) and learned
helplessness among students by providing proofs for things [see discourse
code nos.4.1.1.10] and focus on English even in Urdu [see discourse code
nos.4.1.2.6] aimed at under hegemonic design (Gramsci, 1971).

The curriculum provided for performance desensitization (Bandura, 1977b)
of students regarding elements of Islam but presented in abstract and an
ineffective manner. [see discourse code nos. 4.1.1.12]

The curriculum made provision for participant modeling (Bandura, 1977b)

of students to be practical model of mannerism; observe rights and duties

enjoined by Islam; and present in words and deeds love and obedience for
the prophet (s.a.a.w) [see discourse code nos.4.1.1.13; 4.1.1.14; 4.1.1.15]
and oral assessment in Urdu [see discourse code nos.4.1.4.1] but these were
present with idealistic aspirations that develop incofrect self-knowledge
(Bandura, 1986) among students.

The curriculum provisions were meant for reproduction of material (Freire,
1970/2005) and low order cognitive abilities (Bloom et al., 1956). [see
discourse code nos.4.1.2.4 (Urdu); 4.1..2.17 (Islamiyat); 4.1.4.2 (Urdu);
4.1.43 (Urdu); 4.1.4.7 (Math); 4.1.4.8 (Math); 4.1.4.9 (Math); 4.1.4.10
(Math); 4.1.4.12 (Islamiyat); and 4.1.4.13 (Islamiyat)]

The curriculum provisions, where life is equated with a prison [see

discourse code no.4.1.2.5] and writing activities in Urdu regarding social
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5.2.1.11

52.1.12

5.2.1.13

5.2.1.14

evil like beggary [see discourse code no.4.1.3.4]; inclusion of items in
examination paper of Urdu and Islamiyat with negative connotations [see
discourse code nos. 4.1.4.4 (Urdu); 4.1.4.5 (Urdu); 4.1.4.11 (Islamiyat);
4.1.4.14 (Islamiyat)], were creating pessimism and self-doubt among
students adversely affecting their performance (Myers, 2013).

The curriculum provisions were made for participant modeling to translate
and explain Quranic surahs but their casual treatment causing personal and
social restraints for students (Bandura, 1986) due to lack of comprehension
of Arabic language and practical models in the community. [see discourse
code nos. 4.1.2.12]

The curriculum provisions were for performance desensitization (Bandura,
1977b) of students with positive connotation for their performance
regarding worship, family and obedience of Aliéh and His apostle (s.a.a.w).
[see discourse code nos.4.1.2.14 (Islamiyat2002); 4.1.2.15 (Islamiyat2006);
and 4.1.2.16 (Islamiyat2002)]

The curriculum provides for performance desensitization (Bandura, 1977b)
to conduct activity for writing summaries in Urdu which proves a selective
tradition (Apple, 2000; 2004) for hegemonic design (Gramsci, 1971). [see
discourse code nos.4.1.3.1]

The curriculum made provisions for performance exposure (Bandura,
1977b) by making available 'tape recorder, language lab, and teachers’
manual for Urdu subject [see discourse code nos.4.1.3.2 and 4.1.3.3] and
the ability of student to evaluate the effectiveness of different strategies in

Mathematics [see discourse code nos.4.1.4.6] but these were limited by lack
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52.1.15

5.2.1.16

52.1.17

5.2.1.18

5.2.1.19

5.2.1.20

of resources and personal and social restraints (Bandura, 1986) of students,
affecting their performance.

Teachers’ perception regarding students’ performance reported with mean
score 29.84 with SD 6.16. [see table 4.12]

Students’ perception regarding their own performance reported with mean
score 25.28 with SD 4.14. [see table 4.12]

Classroom observation recorded students’ performance with mean score
24.62 with SD 2.39. [see table 4.12]

The t-value for formative and summative result of grade 9 was 4.073 in
favour of summative result. [see table 4.19]

The t-value for formative and summative result of grade 10 was 9.431 in
favour of summative result. [see table 4.20]

The t-value for summative results of grade 9 and 10 was 7.446 in favour of

summative result of grade 10. [see table 4.21}

5.2.2 Vicarious Experience of the Students

The major findings, related to the vicarious experience offered through curricula at

secondary level to the students as the second source of self-efficacy, are listed below in

accordance with the objective number two of the study; and to answer research question

number two, raised in the chapter on introduction:

5221

The curriculum provided for symbolic modeling (Bandura, 1977b) for '
students to speak Urdu caring for its delicacies as it is spoken widely across
the country but of no effect due to personal and social constraints and lack
of resources (Bandura, 1986) as Urdu is a second language for the people in

the province and public communication take place in local language even
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5222

5223

5224

5225

among educated section of society is further delimited by the non-
availability of required aids for its learning in school. [see discourse code
nos. 4.2.1.1; 4.2.1.2 and 4.2.1.3]

The curriculum provides for live modeling (Bandura, 1977b) as new
concepts were introduced in Mathematics and teachers are required to
demonstrate in the classroom; however, it has little effects on students’ self-
efficacy due to the unmatched model (Bandura, 1995) in the shape of
teacher who is considered the most learned person in community and age
difference with students. [see discourse code nos.4.2.1.4; 4.2.1.5; 4.2.1.6;
and 4.2.1.7]

The curriculum provides for symbolic modeling (Bandura, 1977b) to
students through their ancestors’ feats but hinders to motivate students for
action due to their pé;sonal and social restraints (Bandura, 1986). [see
discourse code nos.4.2.1.8 (Islamiyat2002); 4.2.1.9 (Islamiyat2006);
4.2.1.10 (Islamiyat2002); and 4.2.1.11 (Islamiyat2006)]

The curriculum provides for symbolic modeling (Bandura, 1977b) to

students through biographical sketch of Naam Dev gardern, introductory

_ notes on Deputy Nazir Ahmad and Imtiaz Ali Taj in Urdu under selective

tradition (Apple, 2000) with humble nature of Naam Dev, and boosting for
services to English people. [see discourse code nos.4.2.2.1; 4.2.2.2; and
4223]

The curriculum provides for symbolic modeling (Bandura, 1977b) from the
lives of the companions and family members of the prophet (s.a.a.w) and
notable Muslims with positive implications for students restricted by

mismatch. [see discourse code nos. 4.2.2.11; 4.2.2.12; 4.2.2.13; & 4.2.2.14]
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5226

5227

5228

5229

52.2.10

522.11

522.12

The curriculum provisions for live modeling (Bandura, 1977b) by teacher in
Mathematics classroom and students performance in different classroom
activities such dialogue, group discussion, etc. in Urdu, were made
ineffective by the persoﬂal and social restraints (Bandura, 1986) of students
due to mismatch abilities of the teacher those of students. {see discourse
code nos.4.2.2.5 (Math); 4.2.2.6 (Math); 4.2.2.7 (Math); 4.2.2.8 (Math);
4.2.2.9 (Math); 4.2.2.10 (Math); 4.2.3.1 (Urdu); and 4.2.3.3 (Math)]

The curriculum provided for symbolic modeling (Bandura, 1977b) through
tape recorder and language lab but ineffective due to non-availability of
resources (Bandura, 1986) in school during language learning. [see
discourse code nos.4.2.3.2 (Urdu)]

The curriculum provision of symbolic models (Bandura, 1977b) made
ineffective by mere reproduction of material (Freire, 1970/2005) and fécus
on lower order cognitive abilities (Bloom et al., 1956). [see discourse code
nos.4.2.42 (Urdu); 4.2.43 (Urdu); 4.2.4.5 (Islamiyat2002); 4.2.4.6
(Islamiyat2002)]

The curriéulum provided for live modeling (Bandura, 1977b) through
formative assessment in Mathematics with positive implications for
students. [see discourse code nos.4.2.4.4]

Teachers’ perception regarding students’ vicarious experience was reported
with a mean score 25.66 and SD 4.59. [see table 4.32] .

Students’ perception regarding their own vicarious experience was reported
with a mean score 23.90 and SD 3.93. [see table 4.32]

Observation regarding students’ vicarious experience was reported with a

mean score 24.71 and SD 3.07. [see table 4.32]
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5.2.3 Social Persuasion of the Students

The major findings, related to the social persuasion of the students as one of the

sources of self-efficacy through the prevailing curricula at secondary level are listed below

in accordance with the objective number three of the study and to answer research question

number three, raised in the chapter on introduction:

52.3.1

5232

The curriculum provided for exhortation (Bandura, 1977b) for students’
learning as Urdu has the ability to accommodate modern trends and can be
made part of daily life using its rich vocabulary with national pride [see
discourse code nos.4.3.1.1; 4.3.1.2 and 4.3.1.3] and speaking of supremacy
of Islam as world system through Islamiyat curriculum [see discourse code
nos.4.3.1.7; 43.1.8; 4.3.1.9; and 4.3.1.10] but ineffective due to social
restraints (Bandura, 1986) as local languages were supersede it regarding
communication and media war against Islam and its system besides,
divergence between theory and practice (Bandura, 1995) as scientific and

technical terms are used in English even in Urdu version textbooks and

* looking of even Muslims towards West for their system being effective

pollute and confuse students’ minds.

The curriculum provided for self-instruction (Bandura, 1977b) to persuade
students for performance through Urdu and Mathematics but it adversely
affected due to selective tradition (Apple, 2000) creating self-doubts among
them as lack of congruence among the curriculum targets themselves and
meaningless (Turner & Meyer, 2009) for absence of connection to students’
lives (Yazzie-Mintz, 2007) causing personal and social restraints (Bandura,
1986) for students at secondary level. [see discourse code nos.4.3.1.4;

43.1.5;4.3.1.6;43.2.7;43.2.8; 4.3.2.9; 4.3.3.1; 4.3.3.4; and 4.3.3.5]
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5233

5234

5235

523.6

5237

The curriculum provided suggestions (Bandura, 1977b) for persuasion of
students about inclusion of classical writers — both prose and poetry;
however, these create self-doubts (Bandura, 1986) among them due to
flostalgia, which “can breed discontent” (Myers, 2008, p..51), impair their
performance (Bandura, 1986; Schmader, 2010). [see discourse code
nos.4.3.2.1 (Urdu) and 4.3.2.2 (Urdu)]

The curriculum provided for suggestions (Bandura, 1977b) for students’
persuasion regarding quadratic equations in Mathematics [see discourse
code nos.4.3.2.5 and 4.3.2.6] and inclusion of newspaper or magazine in
Urdu lesson [see discourse code no.4.3.3.3] or conduction of oral
assessment for Urdu [discourse code nos.4.3.4.1]; however, these are
ineffective due to personal and social restraints (Bandura, 1986) of students
as lack of mechanism for implementation .v.vas found with boring and
irrelevant material (Yazzie-Mintz, 2007) blight their performance.

The curriculum posed suggestion for student’ persuasion through inclusion
of significance of knowledge and care for humanity in Islamiyat but that
was suffers due to social restraints created self-doubt (Bandura, 1986)
among students [see discourse code nos.4.3.2.10; 4.3.2.11; and 4.3.2.15]
The curriculum provided for interpretive treatment for persuasion of
students through pathetic poetry and prose in Urdu which obstruct
performance due to pessimigm as they attribute it to situation beyond
control (Myers, 2013). [discourse code nos.4.3.2.3; 4.3.2.4; 4.3.4.2; 4.3.4.3;
and 4.3.4.4]

The curriculum provided for interpretive treatment of content for persuasion

of students but proved ineffective due to casual treatment and lack of

186



5238

5239

5.2.3.10

concrete measures [see discourse code nos.4.3.2.12 (Islamiyat2002);
4.3.2.13 (Islamiyat2002); 4.3.2.14 (Islamiyat2002); 4.3.4.5 (Math); 4.3.4.7
(Islamiyat2002); 4.3.4.8 (Islamiyat2002); and 4.3.4.7 (Islamiyat2002)]
Teachers’ perception regarding social persuasioh of students’ was reported
with a mean score 28.85 and SD 2.58. [see table 4.45]

Students’ perception regarding their social persuasion was reported with a
mean score with mean score 24.78 and SD 3.48. [see table 4.45]
Observations recorded with a mean score 22.93 and SD 2.63 regarding

students’ social persuasion in the classroom. [see table 4.45]

5.2.4 Physiological Feedback for Emotional Arousal of the Students

The major findings, related to the physiological feedback for emotional arousal of

the students as one of the sources of self-efﬁcééy through the prevailing curricula at

secondary level, are listed below in accordance with the objective number four of the study

and to answer research question number four, raised in the chapter one:

52.4.1

5242

The curriculum provision was made for symbolic desensitization (Bandura,
1977b) to induce emotional arousal of students intensified by their personal
and social. restraints (Bandura, 1986) due to negative emotions and
pessimism. [see discourse code nos.4.4.1.1 (Urdu); 4.4.1.6 (Islamiyat2006);
4.4.3.2 (Urdu); 4.4.3.4 (Math); 4.4.4.2 (Urdu); and 4.4.4.3 (Urdu)]

The curriculum p;ovided for symbolic desensitization that induces a
positive students’ emotional arousal. [see discourse code no.4.4.2.11
(Islamiyat2002); 4.4.2.12 (Islamiyat2006); 4.4.2.14 (Islamiyat2002); and

4.4.2.15 (Islamiyat2002)]
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5243

52.44

5245

5.2.4.6

52.4.7

5248

5249

52.4.10

The curriculum provided for symbolic exposure that tempts emotional
arousal of students deepened by overestimation of their capabilities. [see
discourse code nos.4.4.1.2 (Urdu); and 4.4.1.3 (Urdu)]

The curriculum provision for syrﬁbolic exposure was made to induce
emotional arousal of students coupled with self-doubts (see discourse code
noa.4.4.1.4 (Islamiyat2002); 4.4.1.5 (Islamiyat2002); 4.4.2.1(Urdu); 4.4.2.2
(Urdu); and 4.4.4.5 (Urdu))

The curriculum provided for symbolic exposure induces positive students’
emotional arousal. [see discourse code no.4.4.2.13 (Islamiyat2002)]

The curriculum provided for symbolic exposure regarding students’
emotional arousal that further affected by personal and social restraints of
students. [see discourse code no.4.4.2.8(Math); 4.4.2.9(Math);
4.4.2.10(Math); 4.4.4.7.(.Math); and 4.4.4.8 (Math)]

The curriculum provides for biofeedback (relaxation) to induce emotional
arousal. [see discourse code no.4.4.1.7 (Islamiyat2006)]

The curriculum provides biofeedback for students’ emotional state by

creating a tense situation which was strengthening by the social restraints of

_the students (Bandura, 1986). [see discourse code no.4.4.2.3 (Urdu);

4.4.2.7(Math); and 4.4.3.3 (Math)]

The curriculum provided for biofeedback as stressful situation coupled with
overest.imation of capabilities. [see discourse code no.4.4.3.1 (Ur&u)]

The curriculum provided for negative attribution which was triggered by
self-doubts, frustration and social restraints (Bandura, 1986). [see discourse
code no.4.4.2.4 (Urdu); 4.4.2.6 (Urdu); 4.4.4.1 (Urdu); 4.4.4.4 (Urdu); and

4.4.4.6 (Math)]
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5.24.11

5.2.4.12

52.4.13

5.2.4.14

The curriculum provided for attribution but these were mere reproduction
of material (Apple, 2000; Freire, 1970/2005) and little spoke of personal
and social implications for students. [see discourse code no.4.4.4.9
(Islamiyat 2002); and 4.4.4.10 (Islamiyat 2002)]

Teachers’ perception regarding student’s emotional arousal reported with
mean score 28.81 and SD 3.42, [see table 4.58]

Students’ perception regarding their emotional arousal reported with mean
score with mean score 32.41 and SD 4.83. [see table 4.58]

Observation reported students’ emotional arousal with a mean score of

27.62 and SD 6.67. [see table 4.58]

5.2.5 Self-Efficacy of the Students

The major ﬁndingS; related to overall self-efficacy of the students as affected by

the prevailing curricula at secondary level, are listed below in accordance with the

objective number five of the study and to answer research questions number five raised in

the chapter on introduction:

52.5.1

5252

It was found from the qualitative data analysis that all sources of self-
efficacy were obstructed due to hindering factors mitigating their effect on
the development of self-efficacy and hence, caused lowering of self-
efficacy of students at secondary level.

There was a decrease in the mean score for first administration and second
administration for self-efficacy; however, the difference was not

statistically significant with a t-value 1.314. [see table 4.64]
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5.3 Conclusion of the Study

It is concluded on the basis of dqtailed results in presented in preceding chapter and
the major findings stated in the preceding section of this chapter, that the overall self-
efficacy of the students was lowered through the curriculum at secondary level. The
qualitative analysis of curricula, textbooks, examination papers and the quantitative data
collected through the research instruments adopted and used for the purpose proved,

objectively, the lowering of students’ self-efficacy.

It could be concluded on the basis of the aforesaid findings that the main focus of
curriculum at secondary level was on the performance accomplishment of the students.
The context for the curriculum was analyzed in the form of aims, goals and objectives
besides standards, benchmarks and learning outcomes. The structure of the three selected
curricula was found different regarding the context. The curriculum for Urdu was
structured on the mentioned components, while the curriculum for Mathematics was
organized on standards, benchmarks and learning outcomes. However, both of the
curricula for Islamiyat were simply structured on only general and specific aims. However,

the aims were presented in abstract and compound form.

The use of language proficiency, in accordance with requirements of modern trends
of the different walks of life, was aimed at by the curriculum for Urdu. The curriculum of
Mathematics focused on the computational skills of the students and reducing data into a
‘compact form. Both of the curricula of Islamiyat required students to be loyal and

exemplary Muslims.

Learning of different styles of writing in Urdu as well as understanding of the
various aspects of the language were provided by the syllabus and the subsequently

developed textbooks. The syllabus and textbooks of Mathematics included the material to
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enable students to verify different laws used in Mathematics and solve different
mathematical problems. The curricula of Islamiyat made provisions for reading and
translation of the prescribed parts of the Holy Quran as input for performance

accomplishment.

In the process, the curriculum for Urdu provided for different activities, availability
of AV aids, and teachers’ guide for classroom instruction in connection to students’
performance accomplishment. Similarly, the curriculum for Mathematics provided for the
process of classroom instruction. Conversely, both the curricula of Islamiyat were devoid

of the provision for classroom instruction.

Assessment procedures and students’ results were analyzed for the study.
Formative and summative assessment procedures were provided by the curriculum of Urdu
in beth written and oral mode. Similarly, problem solving strategies were recommended
for assessment by the curriculum of Mathematics and a number of questions were thus
included in the examination pépers. Both of the curricula of Islamiyat had no provision for

the assessment of the subject as a product for performance accomplishment.

Analyzing the situation, regarding performance quantitatively, it could be
concluded that teachers considered.provision for performance accomplishment in the
curriculum more effectively; however, students’ perception, regarding the provision for
performance accomplishment in the curriculum, was average. It was found during the
classroom observation that the provision in the curriculum for performance
accomplishment was below the average. Similarly, quantitative data regarding assessment
proved that the earlier performance of the students had affected their subsequent

performance.
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Triangulating both the qualitative and quantitative data, it was found that the
curriculum focused on the performance of the students; but it was aimed at for different
purposes. The languages were aimed at to teach in the classroom to enable the students to
diséharge the assigned tasks in their practical lives. Mathematics was taught with the same
aim, to enable students to perform computations, though these are now done through
computation machines. The Islamiyat curricula could offer better for performance
accomplishment as the subject was familiar to the students, being talked about in their
daily life outside the school environment, however, it was dealt casually and focused

meagerly.

Vicarious experience is the one of the sources of self-efficacy. The curriculum for
Urdu in context provided to learn Urdu with correct utterance from the model speakers—
live or recorded. Similarly, the curriculum for Ma_t_hemétics offered in context for vicarious
experience as learning of such mathematical concepts and problems that need other’s to
perform first. Inspiring examples of the personalities and notables of Islam were provided

in both of the curricula for Islamiyat provided context for vicarious experience.

In the input, the curriculum for Urdu included bibliographies as lesson and
bibliographical sketches of the writers with each lesson. However, being of humble nature
bibliographies and westernized mindset of the writers; these inclusions made an adverse
effect on the personality of students at secondary level. Likewise, the laws and methods
and their application to the solution of mathematical problems were provided in the -
curriculum for Mathematics for vicarious experience. The laws and methods aimed at to
train the minds of the students to work with a particular frame of mind that could be
utilized in their practical lives. Both of the curricula for Islamiyat comprised material on

the lives of notables and pious persons of Islam -for vicarious experience. The examples
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could be influential for the development of efficacy belief of the students, if these were

adequately dealt in the classroom.

The classroom activities, AV aids and teachers’ manuél for classroom instruction
were provided in the curriculum for Urdu as vicarious experience. The activities should
have beencarried out by the peers to motivate the rest of the class and the use of audio-
video material should have provided opportunity to model style and utterance of the native
speakers whereas the teachers’ manual for classroom instruction could prove better to
serve the purpose of teaching particular lessons. However, none of these were made
available in the school for effective instruction and better learning of the language.
Similarly, the curriculum of Mathematics desired for creating a stimulating environment
for learning Mathematics in the classroom as a process providing opportunity for vicarious
experience; but the situation here was not different than that of the case of Urdu. The
curricula of Islamiyat had no provision for process of instruction in the classroom for
vicarious experience and was dealt, by the teachers concerned, in their own way to just
cover up the prescribed syllabus; without caring for its influence on the personality of the
students. Besides the qualitative data, the quantitative data showed that the teachers
considered the provision in the curriculum for vicarious experience was average however,

to students and the classroom observation it happened to be below the average.

The provision for formative and summative assessment was made for vicarious
experience by the curriculum for Urdu, as students usually get motivated from their peers’
results besides judging their own performance. The formative assessment could be more
effective for vicarious experience, as the students are influenced by the frequent and
immediate results of their peers; but this could not be exploited to the purpose as the
teachers were not properly trained for. The curriculum of Mathematics made provision, for

the inclusion of different strategies for solving a problem that had to be taught by the
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teacher during classroom instruction and could be offered for vicarious experience as
product but the bulky syllabus proved it futile. However, no provision regarding the
assessment of the subject of Islamiyat was made for vicarious experience in the curricula.
The examination papers, administered in the summative assessment in almost all the
subjects, included questions directly from the textbooks with a slight amendment that

could challenge students’ mind.

Social persuasion was considered by Bandura as the less effective source of self-
efficacy as compared to the earlier two. However, in the context of Pakistan, it matters a
lot in the development of self-confidence. Contextually the curriculum for Urdu provided
that the language of Urdu is compatible with the modern trends as persuading public; but,
meant for, to adept the students for other purpose to prepare ministerial staff for
government machinery. Sc_ﬂution of real life problems were aimed at to address by the
curriculum of Mathematics as verbal/social persuasion but failed to materialize and
students were engaged in the stereotyped problems. Likewise, referring to the glorious past
of Islam, was aimed at by the curricula of Islamiyat to motivate the students but the

situation was undermined by the stakeholders.

The syllabi and textbooks of the subjects offered as input for verbal/social
pefsuasion. The content of syllabi and textbooks of both Urdu and Mathematics were
negatively persuasive with the inclusion of the work of time-old writers and in huge
amount. However, the syllabus and textbook of Islamiyat provided content for positive
persuasion as the verses from the Holy Quran and hadiths motivated students to trust in

Allah and perform well.

Both the curricula for Urdu and Mathematics provided for classroom activities and

audio visual aids that could persuade students to improve performance. The teachers
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focused on the content and little bothered about most of the activities as there were no
proper provisions of procedure for the conduct of these activities, due to non-availability
of teachers’ manual to the teachers in schools. Both of the curricula of Islamiyat
overlooked the process of instruction and, hence, no such provision for the procéss in
connection to social persuasion were made. The quantitative data showed that teachers
viewed a good provision for social persuasion in the curriculum; however, the data from

students and observation were different and showed results below the average.

The oral and written assessment provided a comprehensive procedure in the
curriculum for Urdu for the output of the students as a product. However, the written
assessment continued without oral assessment of the language learning by all the
examination boards in Khyber Pakhtunkhwa and the target thus remained unattained
completely. Lik_ewise, the curriculum of Mathematics provided alternate ;tratégies for the
same problem in assessment; but only paper-based mode and time-specific activities
adversely affected the verbal/social persuasion. The curricula of Islamiyat had made no
such provisions for verbal/social persuasion as a product. The examination papers for all
the subjects were designed in the same way without caring for the provisions made by the
curriculum; however, the paper of Islamiyat was assigned 50 marks, each in comparison to

other subjects, which were given 75 marks each.-

Self-efficacy is affected by the physical and emotional state of the individuals. The
. physical state is directly affected by the emotional arousal of individuals. The curriculum
for Urdu provided for emotional arousal through the literature. Likewise, the curriculum
for Mathematics was devoid of such provision. Both of the curricula for Islamiyat
provided context for emotional arousal as to love Allah and His supremacy and develop
agony for the Muslim world. The love and affection for Allah as the eternal entity

inculcates fearlessness and confidence and, hence, stabilizes human beings emotionally
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and prompts them to act confidently; but the agony for the Muslim world adversely affects

their efficacy belief.

Fiction and ghazals were the two aspects of the Urdu literature that were part of the
syllabus and textbooks providing for emotional arousal, as the included fiction visualize
the agony of the society while; the ghazals portrayed the sorrows and failure of human life
that incurred adverse effects on the emotions and, hence, the efficacy of the students is
affected. The tension and anxiety caused by the bulky content of the syllabus and
textbooks of the subject of Mathematics adversely affect the self-efficacy of the students.
Both of the curricula of Islamiyat pacify the emotions, favourably through the beliefs in
Allah and the prophethood of Muhammad (S.A.A.W), and ultimately motivate for
performance, but even then failed to yield the result due to the treatment with the subject at

all levels by the stakeholders.

The classroom activities and teaching strategies were provided for emotions control
by the curricula of Urdu and Mathematics. The activities engaged students to perform their
level best, on one hand, and cater for their emotional arousal, on the other hand; giving
them confidence but these were rarely undertaken in the classroom for variety of reasons,
for example, lack of proper guidance by the curriculum developers, no supervision and
monitoring for ensuring the conduct of these activities and the paper-based examination
system. Hence, the emotions, aroused during the instruction through content delivered,
remained there and adversely affected students’ physiological feedback and performance.
The curricula of Islamiyat had made no provision for the process to deal with emotions and
the teachers dealt the subject superficially without catering for the implicit message, hence,
adversely affected the efficacy of the students. The quantitative data on the experience of
emotional arousal was rated high by the teachers and classroom observation; while higher

by the students themselves.
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Emotions are directly related to the creativity of the students, therefore, the aspect
was required by the curriculum for Urdu in the assessment process; but, practically, it
could not be managed accordingly and so the text anxiety prevailed across, lowering the
efﬁc.acy belief of the students. The curriculum of Mathematics provided for the control of
emotional arousal through the assessment by using alternate strategies that suit to the
psychological needs of the students but the traditional single type of assessment in
Mathematics frustrated students causing tension and anxiety among them and adversely
affected their self-efficacy. Both the curricula of Islamiyat made no such provision for
assessment and, hence, there is no question for emotions and their arousal. However, the
examination papers for assessment in the subjects, were mainly knowledge based and
seldom judged other aspects of cognitive domain identified by Bloom (1956). The fixed
stereotyped pattern added fuel to the fire and, hence, the efﬁceicy belief of the student

suffered a lot.

The study found that the components of curriculum of all the three subjects were
not in alignment. In addition, great discrepancies were found in the theory and practice
regarding curriculum at secondary level. The ‘provisions made in the curriculum were
rarely provided during instruction and same was the case with assessment process. The
assessments were made' without caring for achievements of the targets set by the
curriculum rather the textbook knowledge was assessed only to the first level of cognitive
domain. The assessment was stergotyped and non-productive catering for a limited skills .

and competencies of the students that needed to be judged.

Furthermore, the national curricula for secondary level education made provision
of the sources of self-efficacy with different intents and, hence, they worked otherwise, as
analyzed and evaluated in detail. Hence, no remarkable provisions of the sources for the

development of self-efficacy of the students were recorded during the study. The analysis
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and evaluation of the study state that, even today, after more than seventy years of
independence, Pakistan could not escape the grab of past colonialism and still treads the
same colonial way and follows the footsteps of the years’ old conspired system of
education designed by Lord Macaulay in 1835, that was meant for the hegemony of Indian
people. The main intent of such a system of education is; the production of a literate labour

force for the machinery of government; rather than to develop of a self-reliant nation.

5.4 Recommendations of the Study

In the light of the findings, discussion and conclusion of the study, the following
suggestions and recommendations are made for the stakeholders in the education system

generally and of the curriculum particularly.

5.4.1 Curriculum Planners and Developers

54.1.1  The curriculum planners and developers may focus on the things and issues
that positively add up to the development of self-efficacy of students at the
schools and motivate them academically for further education and better
performance in future professional life.

5.4.1.2  Curriculum targets may be set in a positive, concrete and achievable manner.

5.4.1.3 The curriculum for Urdu may be developed that include contemporary
literature that recognizes the importance of the writers and poets of the time
in which. the students are living, to avoid nostalgia regarding the past time.

5.4.1.4  The curriculum for Mathematics may be decreased in volume and should be
restricted to the concepts that are directly related to practical lives of the
students and ensures a vertical alignment in the curriculum on the other hand
to arouse interest among students for the learning of Mathematics at school

level.
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54.1.5

5.4.1.6

54.1.7

54.1.8

54.1.9

The curriculum for Islamiyat may be given equal status with the rest of the
subjects in all respect. The targets may be set pragmatically and dynamically
for the subject; the content may be selected for its effectiveness and dynamics
as well as relevance to the daily lives of the students; the curriculum may
categorically outline the procedures and methods of instruction for teaching
of Islamiyat; and finally, the procedures for its assessment may be chalked
out in the curriculum document according to the modern trends in assessment.
The curriculum for Islamiyat may be developed on comprehensive approach
to Islam. It may focus more on the mamilat [dealings among people], issues
of social life, gconomic issues besides, the beliefs and worships. This can
cause a deep penetrating effect on life of individuals in the schools.

For all subjects, a teacher’s guide or a teacher version of textbook with
detailed describtions of each step from the targets through the assess'rﬁent
ensuring the methods and techniques. required for the development of
students’ personality and individuality may be made available in all school.

A dynamic curriculum may be introduced in schools where a blend of
centralized and decentralized curriculum could be possible. As a centralized
part, the curriculum could provide for context (i.e. aims, goals, standard,
benchmarks, and learning outcome) and product (i.e. assessment) while the
rest of two such as input (i.e. content) and process (i.e. instructional strategies
and process) may be made decentralized.

Curriculum may be developed politics-free and may be developed with
national aspiration. It should be based on indigenous philosophy and life style

and may glorify the indigence living.
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5.4.1.10

The curriculum planners and developers may ensure the implementation of
the curricula with letter and spirit at all levels. It may keep eye on the
textbook development, instructional and assessment processes to align

practice with the theory.

5.42 Textbooks Developers/Writers

5421

542.2

The textbook developers/writers may take into account the positive aspect of
the society and include culture-driven material in the textbooks.

The textbook developers/writers may focus more on the development of
intellectual abilities of the students and may develop exercises that are based

on the high order cognitive abilities.

5.4.3 Assessment Bodies

543.1

5432

5433

5434

5435

The assessment procedures may be based on the critical and creative faculty
of the students to avoid rebroduction of material from the textbook, rather
based on SLOs.

There may be arrangements for other forms of administering the assessment
procedures than the paper-based only.

The assessment procedures may make arrangement for the assessment of
affective domain to the level best.

The summative assessment may accommodate a portion from the formative
assessment so that the assessment of the students becomes cumulative and
comprehensive.

Differential question papers may be administered with a great array of items
that carry marks according to their level of difficulty and category of

cognitive domain with content validity.
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5.4.4 Teachers

5.4.4.1

5.4.4.2

5443

5444

Teachers may consult the curriculum document of their subject so that they
may comply v;/ith the expectations of the curriculum regarding their subjéct.
Teachers may utilize the content of the textbooks to the benefit of the
students’ mental development rather to impart mere what is included there.
Teachers may paint students’ minds by conducing positive activities in the
classroom whenever they feel the inclusion of any negative material in the
textbook.

Teachers may encourage the efforts of students during classroom activities

instead of their performance.

5.4.5 Students

5.4.6.1

5.4.6.2

5.4.6.3

Students may have the awareness of their capa'b'ilities and participate in the
classroom activities as participant model and provide opportunity of vicarious
experience for their peers as.live model.

Students may encourage their peers during classroom activities and
appreciate them on their efforts/performance.

Students may be available the information that affect their self-efficacy and
they may become aware of their affective domain as well besides their

cognitive abilities.

5.4.7 Researchers

54.7.1

Researchers may conduct studies of this nature on a large scale covering more

subjects including other levels of education system with enlarged population

and sample.
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54.7.2

5473

5474

Researchers may carry out studies to compare development of self-efficacy of
students in both public and privates sectors.

Researchers may carry out studies to compare the impact of curricula of
public schools and elite private schools on the devélopment of self-efficacy of
students.

Researchers may conduct studies to investigate the impact of curriculum on
the self-efficacy belief of male and female students in different level of

schooling in Khyber Pakhtunkhwa.

202



REFERENCES

Abrol, D. (2010). Contradictions and governance of Indian Higher Education: From UGC to
NCHER. In S. I. Habib (Ed.), Maulana Abdul Kalam Azad and the national education
system (pp.133-168). New Delhi: National University "of Education Planning and
Administration.

Akay, H., & Boz, N. (2010). The effect of problem posing oriented analyses-II course on the
attitudes toward mathematics and mathematics self-efficacy of elementary prospective
mathematics teachers. Australian Journal of Teacher Education, 35(1), 59-75.
doi:10.14221/ajte.2010v35n1.6

Alderman, M. K. (2004). Motivation for achievement: Possibilities for teaching and learning (2™
Ed.). Mahwah, NJ: Lawrence Erlbaum Associates.

Alivernini, F., & Lucidi, F. (2011). Relationship between social context, self-efficacy, motivation,
academic achievement, and intention to drop out of high school: A longitudinal study. The
Journal Of Educational Research, 104, 241-252.

Alkin, M. C. 2011). Evaluation essentials: From A to Z. New York: The Guilford Press.

Alsubaie, M. A. (2015). Hidden curriculum as one of current issue of curriculum. Jowrnal of
FEducation and Practice, 6(33), 125-128.

American Psychological Association (APA) (2010). Publication manual of the American
Psychological Association (6™ Ed.). Washington, DC: Author.

Appelbaum, S. H., & Hare, A. (1996). Self-efficacy as a mediator of goal setting and performance:
Some human resource applications.Journal of Managerial Psychology, 11(3), 33-47.

Apple, M. W. (1993). The politics of official knowledge: Does a national currlculum make sense?
Teachers College Record, 95(2), 222-241.

Apple, M. W. (1995). Education and power (2" Ed.). New York: Routledge.

Apple, M. W. (2000). Official Knowledge: Democratic Education in a Conservative Age (2™ Ed.).
New York: Routledge.

Apple, M. w. (2001). Educational and curricular restructuring and the neo-liberal and neo-
conservative agendas: Interview with Michael Apple. Curriculosem Fronteiras, 1(1), i-
XXVi.

Apple, M. W. (2004). Ideology and curriculum (3™ Ed.). New York: RoutledgeFalmer.

Apple, M. W. (2006). Education the “Right” way: Markets, standards, God and Inequality (2™
Ed.). New York: Routledge.

Arrow, K., Bowles, S., &Durlauf, S. (2000). Meritocracy and economic inequality (Ed.),Princeton,
NIJ: Princeton University Press.

Ary, D., Jacobs, L. C., & Sorensen, C. (2010). Introduction to research in education8™ Ed.
Belmont, CA: Wadsworth.

Ashman, A. F., & Conway, R. N. F. (1997). An introduction to cognitive education: Theory and
applications. London: Routledge.



Ashraf, D., Ali, T., & Hosain, A. (2013). Youth development and education in Pakistan : Exploring
the relationship. Sisyphus - Journal of Education, 1(2), 162-192.

Aukerman, M., & Schuldt, LC. (2017). Bucking the authoritative script of a mandated curriculum.
Journal of Curriculum Inquiry, 47(4), 411-437.

Aziz, K. K. (1993). The murder of history: A critique of History textbooks used in Pakistan.
Lahore: Vanguard.

Ball, S. I. (2007). Reading Michael Apple:The sociological imagination at work. Theory and
Research in Education, 5(2), 153-159. DOI: 10.1177/1477878507077726.

Baloch, N. A. (2003). A national system of education and education of teachers. Karachi: Sindh
Institute of Policy Studies.

Bandura, A. (1977a). Social learning theory. Oxford: Prentice-Hall.

Bandura, A. (1977b). Self-efficacy: Toward a unifying theory of behavioral change. Psychological
Review, 84(2), 191-215.

Bandura, A. (1982). Self-efficacy mechanism in human agency. American Psychologist, 37(2),
122-147.

Bandura, A. (1986). Social foundations of thought and action. Englewood Cliffs, NJ: Prentice-
Hall.

Baridura, A. (1989a). Human agency in social cognitive theory. American Psychologist, 44, 1175~
1184,

Barndura, A. (1989b). Social cognitive theory. In R. Vasta (Ed.), Annals of child development
(Vol.6). Six theories of child development (pp. 1-60). Greenwich, CT: JAI Press.

Bandura, A. (1991). Self-regulation of motivation through anticipatory and self-regulatory
mechanisms. In R. A. Dienstbier (Ed.), Perspectives on motivation: Nebraska symposium
on motivation (Vol. 38, pp. 69-164). Lincoln: University of Nebraska Press.

Bandura, A. (1997). Self-efficacy: the exercise of control. New York: Freeman.

Bandura, A. (1998). Personal and collective efficacy in human adaptation and change. In J. G.
Adair, D. Belanger, & K. L. Dion (Eds.), Advances in psychological science: Vol.l:
Personal, social and cultural aspects (pp.51-71). Hove, UK: Psychology Press.

Bandura, A. (2003). Auto-Efficacité: Le Sentiment )’efficacité Personnelle [Self-efficacy: The
feeling of personal efficacy]. Trans. Albert Bandura. Bruxelles: De Boeck.

Bandura, A. (2006a). Guide for constructing self-efficacy scales. In F. Pajares & T. Urdan (Eds.),
Self-efficacy beliefs of adolescents (pp.307-337). Greenwich, CT: Information Age
Publishing.

Bandura, A. (2006b). Going global with social cognitive theory: From prospect to paydirt. In S. L
Donaldson, D. E. Berger, & K. Pezdek (Eds.), Applied psychology: New frontiers and
rewarding careers (pp.53-79). Mahwah, NJ: Lawrence Erlbaum Associates, Publishers.

Bandura, A. (Ed.). (1995). Self-efficacy in changing societies. Cambridge: Cambridge University
Press.

204



Bandura, A., & Cervone, D. (1986). Differential engagement of self-reactive influences in
cognitive motivation. Organizational Behavior and Human Decision Processes, 38, 92—
113.

Bandura, A., & Wood, R. (1989). Effects of perceived controllability and performance standards
on self-regulation of complex decision-making. Journal of Personality and Soczal
Psychology, 56, 805-814.

Bandura, A., Adams, N. E., & Beyer, J. (1977). Cognitive processes mediating behavioral change.
Journal of Personality and Social Psychology, 35(5), 125-139.

Bandura, A., Barbaranelli, C., Caprara, G. V. & Pastorelli, C. (2001). Self-efficacy beliefs as
shapers of children’s aspirations and career trajectories. Child Development, 72(1), 187—
206.

Bano, Y. (2005). Curriculum and textbooks: Issues and challenges in Pakistan. ANTRIEP
Newsletter, 10 (1), 3-8.

Bartsch, R. A., Case, K. A., & Meerman, H. (2012). Increasing academic self-efficacy in statistics
with a live vicarious experience presentation. Teaching of Psychology, 39(2), 133-136.
doi:10.1177/0098628312437699

Beins, B. C. & McCarthy, M. A. (2012). Research methods and statistics. Boston: Pearson
Education, Inc.

Berry, J. & West, R. (1993) Cognitive self-efficacy in relation to personal mastery and goal setting
across the life span. International Journal of Behavioural Development, 16(2), 351-379.

Best, J. W. & Kahn, J. V. (2006). Research in Education (10" Ed.). Boston: Pearson.

Bibi, T. (2015). Article 25™ A: Implications of free and compulsory secondary education. VFAST
Transactions on Education and Social Sciences, 6(1), 1--7.

Bloom B. S., Engelhart, M. D., Furst, E. J., Hill, W. H., & Krathwohl, D. R. (1956). Taxonomy of
educational objectives, handbook I: The cognitive domain. New York: David McKay Co
Inc.

Blumenfeld, P. C. (1992). Classroom learning and motivation: Clarifying and expanding goal
theory. Journal of Educational Psychology, 84, 272-281.

Boaler, J., & Greeno, J. (2000). Identity, agency, and knowing in mathematics worlds. In J. Boaler
(Ed.), Multiple perspectives on mathematics learning and teaching (pp. 171-200).
Westport, CT: Ablex.

Bobbitt, F. (1918). The curriculum. Boston: Houghton Mifflin.

Bong, M., & Clark, R. (1999). Comparison between self-concept and self-efficacy in academic
motivation research. Educational Psychologist, 34, 139-153.

Boulmetis, J., & Dutwin, P. (2005). The ABCs of Evaluation. T imeless Techniques for Program
and Project Managers (2" Ed.). San Francisco, CA: Jossey-Bass.

Bowles, S., & Gintis, H. (2000). Schooling in capitalist America revisited. Sociology of Education,
75, 1-18.

205



Bradley, L. H. (1985). Curriculum leadership and development handbook. Englewood Cliffs, NJ:
Prentice Hall.

Brown, D. F. (2006). It’s the curriculum, stupid: There’s something wrong with it. Phi Delta
Kappan, 87(10), 777-783.

Brown, S. D., & Lent, R. W. (2016). Vocational psychology: Agency, equity, and well-being.
Annual Review of Psychology, 67, 541-65.

Bruno, F. J. (2002). Psychology. A4 Self-teaching guide. Hoboken, NJ: John Wiley & Sons, Inc.
Bryant, S. K. (2017). Self-Efficacy Sources and Academic Motivation: A Qualitative Study of 10th

Graders.  Electronic Theses and Dissertations. East Tennessee State University.
https://dc.etsu.edu/etd/3231.

Cahill, S. E. (1992). The sociology of childhood at and in an uncertain age. Contemporary
Sociology, 21, 669—672.

Campaign for Quality Education. (2007). Education in Pakistan: What Works & Why? Lahore:
Author.

Caprara, G. V., Scabini, E., Barbaranelli, C., Pastorelli, C., Regalia, C., & Bandura, A. (1999).
Autoefficaciapercepitaemotiva e interpersonale e buonfunzionamentosociale. [Perceived
emotional and interpersonal self-efficacy and good social functioning.] Giornakituliano di
Psicologia, 26, 769-789.

Carr, A. (2004). Positive psychology: The science of happiness and human strengths. Hove:
Brunner-Routledge.

Casewell, H. L., & Campbell, D.-S. (1935). Curriculum development. New York: American Book.

Checkley, K. (2006). The essentials of Mathematics, grades 7-12: Effective curriculum, instruction
and assessment. Alexandria, Virginia: Association for Supervision and Curriculum
Development.

Chemers, M. M., Hu, L., & Garcia, B. F. (2001). Academic self-efficacy and first-year college
student performance and adjustment. Journal of Educational Psychology, 93, 55-64.

Chishti, S. H., Tahirkheli, S. A., Raja, S. A., & Khan, S. B. (2011). Quality school education in
Pakistan: Challenges, successes and strategies. International Journal Of Academic
Research, 3(2), 972-76.

Choi, E. & Lee, J. (2016). Investigating the relationship of target language proficiency and self-
efficacy among nonnative EFL teachers. System, 58(June), 49-63.

Cohen, L., Manion, L., & Morrison, K. (2011). Research methods in education (7th Ed.).
Abingdon, Oxon: Routledge.

Cohen, L., Manion, L., Morrison, K., & Wyse, D. (2010). 4 guide to teaching practice (Rev. 5t
Ed.). London: Routledge.

Colley, H., Hodkinson, P., & Malcolm, J. (2003). Informality and formality in learning: A report

for the Learning and Skills Research Centre. London: Learning and Skills Research
Centre.

206



Constitution of Pakistan. (1973). Islamabad: Government of Pakistan.

Crain, W. (2000). Theories of development: Concepts and applications (4th Ed.). London:
Prentice-Hall.

Creswell, J. W. (2009) Research design: Qualitative, quantitative and mixed methods approaches,
(3Id Ed.). Los Angeles: SAGE Publications Inc.

Creswell, J. W. (2012). Educational research: Planning, conducting, and evaluating quantitative
and qualitative research, (4™ Ed.). Boston: Pearson.

Crisan, C. & Turda, S. (2015). The connection between the level of career indecision and the
perceived self-efficacy on the career decision-making among teenagers. International
conference “Education, Reflection, Development”, ERD 2015, 3-4 July 2015, Cluj-
Napoca, Romania Procedia-Social and Behavioral Sciences, 209, 154 — 160.

Cubuke¢u, Z. (2012). The effect of hidden curriculum on character education process of primary
school students. Educational Sciences: Theory & Practice, 12 (2), 1526-1534.

Davidson, L. (2000). Philosophical foundations of humanistic psychology. The Humanistic
Psychologist, 28, 7-31.

Denscombe, M. (2007). The good research guide for small-scale social research projects (3 Ed.).
Berkshire: McGraw-Hill Open University Press.

Dewey, J. (1902). The child and the curriculum. Chicago: University of Chicago Press.

Dogan, U. (2015). Student engagement, academic self-efficacy, and academic motivation as
predictors of academic performance. Anthropologist, 20(3), 553-561.

Doli, R. C. (1996) Curriculum improvement: Decision making and process (9th Ed.). Boston:
Allyn and Bacon.

Dou, R., Brewe, E., Zwolak, J. P., Potvin, G., Williams, E. A., & Kramer, L. H. (2016). Beyond
performance metrics: Examining a decrease in students’ physics self-efficacy through a
social networks lens. Physical Review Physics Education Research 12, 1-14.

Eisner, E. (1985). The educational imagination: On the design and evaluation of school programs
New York: Macmillan,

Ellis, A. K. (2004). Exemplars of curriculum theory. Larchmont, NY: Eye on Education.

English, F. W. (2000). Deciding What to Teach and Test: Developing, Aligning, and Auditing the
Curriculum. Thousand Oaks, CA: Corwin Press.

Erdem, I., Altunkaya, H., & Ates, A. (2017). Relation between the literacy self-efficacy and the
ability of reading comprehension of those who learn Turkish as a foreign language.
International Journal of Language Academy, 5(4), 74-86.

Ersanla, C. Y. (2015). The relationship between students’ academic self-efficacy and language
learning motivation: A study of 8th graders. Procedia - Social and Behavioral Sciences,
199, 472478,

Esfandiari, L. T. (2013). The status of English in the educational system of India. ELT Voices —
India, 3(4), 3342.

207



Ewing, R. (2010). Curriculum and assessment: A narrative approach. Australia: Oxford University
Press.

Fiske, S. T., & Taylor, S. E. (2008). Social cognition: From brains to culture. New York:
. McGraw-Hill.

Foster, P. (2006). Observational research. In R. Sapsford & V. Jupp (Eds.), Data collection and
analysis (2" Ed.) (pp.57-92). London: SAGE Publications & the Open University.

Foucault, M. (1980). Power/knowledge: Selected interviews and other writings 1972-1977
(Trans:C. Gordon, L. Marshall, J. Mepham, & K. Soper) New York: Pantheon.

Foucault, M. (1981). Power/knowledge: Selected interviews and other writings, 1972-1977. USA:
Random House.

Fowler, F. J. (2009). Survey research methods (4th Ed.). Los Angeles, CA: SAGE.

Fraenkel, J. R., Wallen, N. E., & Hyun, H. H. (2012). How to design and evaluate research in
education (8" Ed.). New York: McGraw-Hill.

Freire, P. (1970/2005). Pedagogy of the oppressed (30™ Anniversary Ed.). New York: Continuum.

Fullan, M. (2002). Planning and implementing change. In B. Moon, A. S. Mayes & S. Hutchinson
(Eds.), Teaching, learning and the curriculum in secondary schools: A reader (pp.204—
207). London: Routledge Falmer&The Open University.

Gagne, R. W. (1967). Curriculum research and the promotion of leamning. In R. W. Tyler, R. M.
Gagne, & M. Scriven (Eds.), Perspectives of curriculum evaluation, AERA monograph
series on evaluation No.1 (pp.19-23). Chicago: Rand McNally.

Geol, O. P. (2005). School organization and management. Dehli: Isha Books.
Ginott, H. (1972). Teacher and child. New York: Avon Books.

Gipps, C. V. (1994). Beyond testing: Towards a theory of educational assessment. London: The
Falmer Press.

Goetz, T., Frenzel, A. C., & Pekrun, R. (2006). Th e domain specificity of academic emotional
experiences. The Journal of Experimental Education, 25, 5-29. :

Gore, P. A. (2006). Academic self-efficacy as a predictor of college outcomes: Two incremental
validity studies. Journal of Career Assessment, 14 (1), 92-115.

Government of Pakistan.(2000). Mathematics Curriculum 2000 for classes K & I-V. Islamabad:
Ministry of Education, Curriculum Wing.

Government of Pakistan (2015). Economic Survey of Pakistan. Islamabad: Ministry of Finance.

Government of Pakistan. (1998). National education policy 1998-2010. Islamabad: Ministry of
Education.

Gracin, D. G. & Mati¢, L. J. (2016). The Role of Mathematics Textbooks in Lower Secondary
Education in Croatia: An Empirical Study. The Mathematics Educator, 16(2), 31-58.

208



Gramsci, A. (1971). Selections from the prison notebooks (Ed. & transl. by Q. Hoare & G. Nowell-
Smith). London: Lawrence & Wishart.

Gray, D. E. (2004). Doing research in the real world. London: SAGE Publications Ltd.
Green, J., & South, J. (2006). Evaluation. Maidenhead, Berkshire: Open University Press.

Gross, R. (2010). Psychology: The science of mind and behaviour (6™ Ed.). London: Hodder
Education.

Guba, E., & Lincoln, Y. (1981). Effective evaluation. San Francisco: Jossey-Bass.

Halai, A. (2010). Gender and mathematics education in Pakistan: A situation analysis. The
Mathematics Enthusiast, 7(1), 47-62.

Hartas, D. (2010). Evaluation research in education. In D. Hartas (Ed.), Educational research and
inquiry: Qualitative and quantitative approaches (pp.270-291). London: Continuum
International Publishing Group.

Hass, G. (1987). Curriculum planning: A new approach (5® Ed.). Boston: Allyn & Bacon.

Hassan, A. E. H., Alasmari, A., & Ahmed, E. Y. E. (2015). Influences of self-efficacy as predictors
of academic achievement: A case study of special education students — University of Jazan.
International Journal of Education and Research, 3(3), 275-284.

Hatch, T. (2009). The outside-inside connection. Educational Leadership, 67(2), 17-21.
Hebert, C., Kulkin, H. S., & Ahn, B. (2014). Facilitating research self-efficacy through teaching
strategies linked to self-efficacy theory. American International Journal of Social Science,

3(1), 44-50.

Hefferon, K., & Boniwell, 1. (2011). Positive psychology: Theory, research and applications.
Maidenhead: McGraw-Hill.

Hockenbury, D. H., & Hockenbury, S. E. (2014). Discovering psychology (6™ Ed.). New York:
Worth Publishers.

Hogan, P. I. & Santomier, J. P. (1984). Effect of Mastering Swim Skills on Older Adults' Self-
Efficacy. Research Quarterly for Exercise and Sport, 55(3), 294-296.

Honicke, T., & Broadbent, J. (2016). The relation of academic self-efficacy to university student
academic performance: A systematic review. Educational Research Review, 17, 63-84.

Hopkins, L. T. (1941). Interaction: The democratic process. Boston: D. C. Heath.

Horn, 1. (2004). Why do students drop advanced mathematics? Educational Leadership, 62(3), 61—
64.

Hussein, J. (1997). 4 history of the people of Pakistan: Towards independence. Karachi: Oxford
University Press.

Institute of Social and Policy Science (I-SAPS) (2014). Education sector procurements in Khyber
Pakhtunkhwa: A horizontal accountability perspective. Islamabad: Author.

209



Jahanian, R., & Mahjoubi, S. (2013) A Study on the Rate of Self-efficacy's Effect of University
Students' Academic Achievement. Middle East Journal of Scientific Research, 15 (7),
1021-1027.

Jo&t, G., Usher, E. L., & Bressoux, P. (2011). Sources of self-efficacy: An investigation of
elementary school students in France. Journal of Educational Psychology, 103, 649-663.

John, St. M. (2001). The Status of high school science programmes and curricular decision-
making. Inverness, CA: Inverness Research Associates.

Jorgensen, M., & Phillips, L. J. (2002). Discourse analysis as theory and method. London: SAGE
Publications.

Kaput, J. (1989). Information technologies and affect in mathematics experiences. In D. B.
McLeod & V. M. Adams (Eds.), Affect and mathematical problem solving (pp. 89-103).
New York: Springer-Verlag,

Kelly, A. V. (2004). The curriculum: Theory and practice (5™ Ed.). London: SAGE Publications.
Kelly, A. V. (2009). The curriculum: Theory and practice (6™ Ed.). London: SAGE Publications.

Khalique, H. (2007). The Urdu-English relationship and its impact on Pakistan’s social
development. The Annual of Urdu Studies, 22, 99-112.

Khoynezhad, G., Rajaei, A. R., & Sarvarazemy, A. (2012). Basic religious beliefs and personality
traits. Iranian Journal of Psychiatry, 7(2), 82-86.

Killion, J. (2002). Assessing impact: Evaluating personnel development. Oxford, OH: National
Personnel Development Council.

King, D. K., Glasgow, R. E., Toobert, D. J., Strycker, L. A., Estabrooks, P. A., Osuna, D., & Faber,
A. J. (2010). Self-efficacy, problem solving,. and social-environmental support are
associated with diabetes self-management behaviors. Diabetes Care, 33(4), 751-753. doi:
10.2337/dc09-1746.

Knight, P. T.v, & Yorke, M. (2003). Assessment, learning and employability. Berkshire: Open
University Press.

Kohn, M. L. (1989). Social structure and personality: A quintessentially sociological approach to
social psychology.Social Forces, 68, 26-33.

Kolb, S. M. (2011). Self-efficacy: A necessary social skills curricula component. Journal of
Emerging Trends in Educational Research and Policy Studies, 2(4), 206-210.

' Koludrovi¢, M., & Ercegovac, I. R. (2017). Does Higher Education Curriculum Contribute to
Prospective Teachers' Attitudes, Self-Efficacy and Motivation? World Journal of
Education, 7(1), 93—104.

Kornblum, W. (2008). Sociology in a changing world (8" Ed.). Belmont, CA: Thomson
Wadsworth.

Krejcie, R. V. & Morgan, D. W. (1970). Determining sample size for research activities.
Educational and Psychological Measurement, 30, 607-610.

210



Laznemets, U. & Kalamees-Ruubel, K. (2013). The Taba-Tyler rationales. Journal of the American
Association for the Advancement of Curriculum Studies, 9, 1-12.

Lee, M. B. (2005). Curriculum evaluation. In L. R. Uys& N. S. Gwele (Eds.), Curriculum
development in nursing: Process and innovations (pp. 98-111). London: Routledge,
Taylor & Francis Group.

Lenz, E. R., & Shortridge-Baggett, L. M. (2002). Self-efficacy in nursing. New York: Springer.

Lipsey, M. W. (1990). Design sensitivity: Statistical power for experimental research. Newbury
Park, CA: SAGE.

Luszczynska, A., & Gutierrez-Dona, B. (2005). General self-efficacy in various domains of human

functioning: Evidence from five countries. International Journal of Psychology, 40(2), 80—
89.

Lynd, D. (2007). The education system in Pakistan: Assessment of the national education census.
Islamabad: UNESCO.

MacDonald, (1975). Evaluation and the control of education. In D. Tawney (Ed.), Curriculum
evaluation today: Trends and implications (pp.125-136), London: Macmillan.

Mahmood, K. (2006). The process of textbook approval: A critical analysis. Bulletin of Education
& Research, 28(1), 1-21.

Mahmood, K. (2009). Indicators for a Quality Textbook Evaluation Process in Pakistan. Journal of
Research and Reflections in Education, 3(2), 158-176.

Magbool, S., Ghani, M., & Magbool, S. (2018). Language of instruction for teaching Mathematics
at primary level: Controversy in Pakistan. Pakistan Journal of Education, 35,(1), 83-96. -

Marsh, C. J. (2009). Key concepts for understanding curriculum (4™ Ed.). London: Routledge.
Martin, G. N., Carlson, N. R., & Buskist, W. (2010). Psychology, (4™ Ed.). Harlow: Pearson.
Masani, Z. (2012). Macaulay: Pioneer of India’s modernization. London: Random House India.
Maslow, A. H. (1970). Motivation and personality (2" Ed.). New York: Harper & Row.

Matheson, C., & Matheson, D. (2000). Educational spaces and discourses. In C. Matheson & D.
Matheson (Eds.), Educational issues in the learning age (pp.1-12). London: Continuum.

Mauer, R., Neergaard, H. & Linstad, A.K. (2009). Self-efficacy: Conditioning the entrepreneurial
mindset. In A. Carsrud & M. Brinnback (Eds.), Understanding the entrepreneurial mind:
Opening the black box (pp. 233-256). Heidelberg: Springer.

May, T. (1993). Social research: Issues, methods, and process. Buckingham: St Edmundsbury
Press for the Open University.

Mazlum, F., Cheraghi, F., & Dasta, M. (2015). English teachers’ self-efficacy beliefs and students
learning approaches: The role of classroom structure perception. International Journal of
Educational Psychology, 4(3), 305-328.

McBrien, J. L., & Brandt, R. (Eds.). (1997). The language of learning: A guide to educational
terms. Alexandria, VA: ASCD.

211



McKernan, J. (2008). Curriculum and imagination: Process theory, pedagogy and action research.
London: Routledge.

McLeod, J. D. & Lively, K. J. (2006). Social Structure and Personality. In J. Delamater
(Ed.),Handbook of Social Psychology (pp.77-102). New York: Springer. .

Meece, J. L., Herman, P., & McCombs, B. (2003). Relations of learner-centered teaching practices
to adolescents’ achievement goals. International Journal of Educational Research, 39,
457-475.

Mills, N., Pajares, F., & Herron, C. (2006). A Reevaluation of the Role of Anxiety: Self Efficacy,
Anxiety, and Their Relation to Reading and Listening Proficiency. Foreign Language
Annals, 39(2), 276-295.

Mojavezi, A. & Tamiz, M. P. (2012). The impact of teacher self-efficacy on the students’
motivation and achievement. Theory and Practice in Language Studies, 2(3), 483-491.

Mortimore, P. (2002). The positive effects of schooling. In B. Moon, A. S. Mayes, & S.
Hutchinson (Eds.), Teaching, learning and the curriculum in secondary schools: A reader
(pp-227-252). London: RoutledgeFalmer.

Muijs, D. (2004). Doing quantitative research in education with SPSS. London: SAGE
Publications Ltd.

- Myers, D. G. (2008). Social psychology (9" Ed.). New York: McGraw-Hill.

Myers, D. G. (2013). Psychology (10™ Ed.). New York: Worth Publishers.

Naseri, M., & Zaferanieh, E. (2012). The Relationship Between Reading Self-Efficacy Beliefs,
Reading Strategy Use and Reading Comprehension Level of Iranian EFL Learners. World
Journal of Education, 2(2), 64-75.

Nicholls, A. & Nicholls, H. S. (1978). Developing a curriculum: A practical guide. London:
George Allen & Unwin Ltd.

Njogu, K. (2012). Conceptualizing the curriculum: Towards a renaissance for theory. American
International Journal of Contemporary Research, 2(9), 113-115.

Null, W. (2011). Curriculum: From theory to practice. Lanham: Rowman & Littlefield Publishers,
Inc.

Nurullah, S. & Naik, J.P. (1962). 4 students’ history of education in India (1800-1961). Bombay:
MacMillan and Company Limited.

Oguty, J. P., Odera, P., & Maragia, S. N. (2017). Self-Efficacy as a Predictor of Career Decision
Making Among Secondary School Students in Busia County, Kenya. Journal of Education
and Practice, 8(11), 20-29.

Oliva, P. F. (2001). Developing the curriculum (5™ Ed.). New York: Longman.

Oliver, A. 1. (1977). Curriculum improvement: A guide to problems, principles and process, (2™
Ed.). New York: Harper & Row.

212



Oliver, M. L., & Shapiro, T. M. (1990). Wealth of a nation: A reassessment of asset inequality in
America shows at least one third of households are asset-poor. American Journal of
Economics and Sociology, 49, 129-150.

Omstein, A. C. (2011). Philosophy as a basis for curriculum decisions. In A. C. Omstein, E.F.
Pajak, & S.B. Ornstein (Eds.), Contemporary issues in curriculum (5™ Ed.) (pp. 2-9).
Upper Saddle River, NJ: Pearson Education, Inc.

Omstein, A. C., & Levine, D. U. (2008). Foundations of education (10™ Ed.). Boston: Houghton
Mifflin Company.

Pajares, F. (1996). Self-efficacy beliefs in academic settings. Achievement in writing: A review of
the literature. Reading and Writing Quarterly, 19, 139-158.

Pajares, F. (2000). Against the odds: Self-efficacy beliefs of women in mathematical, scientific,
and technological careers. American Educational Research Journal, 37, 215-246.

Pajares, F. (2003). William James: Our father who begat us. In B. J. Zimmerman & D. H. Schunk
(Eds.),Educational psychology: A century of contributions (pp. 41-64). Mahwah, NJ:
Lawrence Erlbaum Associates, Inc. Publishers.

Pajares, F. (2006). Self-efficacy during childhood and adolescence: Implications for teachers and
parents. In F. Pajares& T. Urdan (Eds.), Self-efficacy beliefs of adolescents (pp. 339-367).
Greenwich, Connecticut: Information Age Publishing.

Pajares, F., & Urdan, T. (2006), Self-efficacy beliefs of adolescents (Ed.). Greenwich, CT:
Information Age Publishing.

Paltridge, B. (2006). Discourse analysis. London: Continuum.

Pandya, R. N. (2014). Indian education system: A historical journey. International Journal for
Research in Education, 3(3), 4649.

Parekh, R. (2013, July 15). Urdu as medium of instruction and compulsory subject. Dawn.

Patel, M. F., & Jain, P. M. (2008). English language teaching: Methods, tools, & techniques.
Jaipur: Sunrise Publishers and Distributors.

Pekrun, R. (2009). Emotions in school. In K. R. Wentzel& A. Wifield (Eds.), Handbook of
Motivation at School (pp. 575-604). New York: Routledge.

Pekrun, R., Goetz, T, Titz, W., & Perry, R. P. (2002). Academic emotions in students' self-
regulated learning and achlevement A program of qualitative and quantltatlve research,
Educational Psychologist, 37, 91-105.

Pinto, L. E. (2007). Textbook Publishing, Textbooks, and Democracy: A Case Study. Journal of
Thought, 99-121.

Plewis, I. & Mason, P. (2005). What works and why: Combining quantitative and qualitative
approaches in large-scale evaluations. International Journal of Social Research

Methodology, 8(3), 185-194.

Popham, W. J., & Baker, E. L. (1970). Systematic instruction. Englewood Cliffs, NJ: Prentice Hall.

213



Portelli, J. P. (1993). Exposing the hidden curriculum. Journal of Curriculum Studies, 25(4), 343~
358. DOI: 10.1080/0022027930250404.

Purkey, W. W. (1970). Self-concept and school achievement. Englewood Cliffs, NJ: Prentice-Hall.

Rafiquzzaman. (2018). Microcontroller theory and dpplications with the PICISF (2™ Ed.).
Hoboken, NJ: John Wiley & Sons, Inc.

Ragan, W. B. (1960). Modern elementary curriculum (Rev. Ed.). New York: Henry Holt.

Rahman, T. (1997). The medium of instruction controversy in Pakistan. Journal of Multilingual
and Multicultural Development, 18(2), 145-154.

Rahman, T. (2006). Urdu as an Islamic language. The Annual of Urdu Studies, 21, 101-119.

Raoofi, S., Tan, B. H., & Chan, S. H. (2012). Self-efficacy in second/foreign language learning
contexts. English Language Teaching, 5(11), 60-73. Retrieved from ERIC database.
(EJ1080058)

Reddan, G. (2015). Enhancing students’ self-efficacy in making positive career decisions. A4sia-
Pacific Journal of Cooperative Education, 16(4), 291-300.

Reed, H., Kirschner, P., & Jolles, J. (2015). Self-beliefs mediate Math performances between
primary and lower secondary school: A large-scale longitudinal cohort study. Frontline
Learning Research, 3(1), 36-54.

Rehman, H. & Khan, N. (2011). Flaws in Pakistan’s Educational System. 4basyn Journal of Social
Sciences, 4(1), 70-83.

Relich, J. D., Debus, R. L., & Walker, R. (1986). The mediating role of attribution and self- |
efficacy variables for treatment effects on achievement outcomes. Contemporary
Educational Psychology, 11, 195-216.

Rimm-Kaufman, S. E., & Sawyer, B. E. (2004). Primary-grade teachers’ self-efficacy beliefs,
attitudes toward teaching, and discipline and teaching practice priorities in relation to the
"responsive classroom" approach. The Elementary School Journal, 104(4), 321-341.

Rist, R. C. (1973. The urban School: A factory for failure. Cambridge: MIT Press.

Robbins, S. B., Lauver, K., Le, H., Davis, D., Langley, R.,'& Carlstrom, A. (2004). Do
Psychosocial and StudySkill Factors Predict College Outcomes? A meta-analysis.
Psychological Bulletin, 130, 261-288.

Rogers, C. R. (1951). Client-centered therapy: lis current practices, implications and theory.
Boston: Houghton Mifflin.

Rogers, C. R. (1959). A theory of therapy, personality and interpersonal relationships as developed
in the client-centred framework. In S. Koch (ed.) Psychology: A study of science, vol. III:
Formulations of the person and the social context (pp.184-256). New York: McGraw-Hill.

Rosenberg, M., & Pearlin, L. I. (1978). Social class and self-esteem among children and adults.
American Journal of Sociology, 84, 53-717.

Ross, A. (2000). Curriculum: Corstruction and critique. London: Falmer Press.

214



Rugg, H. O. (1927). The foundations of curriculum-making (Twenty-sixth yearbook of the national
society for the study of education, Part Il) (Ed.), Bloomington, IL: Public School
Publishing.

Ruttman, L. S. (Ed.). (1977). Evaluation research methods: A basic guide. Beverly Hills, CA:
SAGE.

Sanchez, L. R., & Nichols, L. (2007). Self-efficacy of first-generation and non-first generation
college students: The relationship with academic performance and college adjustment.
Journal of College Counseling, 10(1), 6-18.

Sanna, L. J. (1992). Self-efficacy theory: Implications for social faciltation and social loafing.
Journal of Personality and Social Psychology, 62 (5), 774-786.

Schmader, T. (2010). Stereotype threat deconstructed. Current Directions in Psychological
Science, 19, 14-18.

Schunk, D. H. & Meece, J. L. (2006). Self-efficacy development in adolescences. In F. Pajares, &
T. Urdan (Eds.), Self-efficacy beliefs of adolescents (pp. 71-96). Greenwich, Connecticut:
Information Age Publishing.

Schunk, D. H. (1989). Self-efficacy and achievement behaviors. Educational Psychology Review,
1,173-208.

Schunk, D. H. (1991). Self-efficacy and academic motivation. Educational Psychologist, 26, 207-
231 .. -

Schunk, D. H. (1995). Self-efficacy and education and instruction. In J. E. Maddux (Ed.), Self-
efficacy, adaptation, and adjustment: Theory, research, and application (pp. 281-303).
New York: Plenum Press.

Schunk, D. H. (2012). Learning theories: An educational perspective (6" Ed). Boston: Pearson.

Schunk, D. H., & Miller, S. (2002). Self-efficacy and adolescent motivation. In F. Pajares, & T.
Urdan (Ed.), Academic motivation of adolescents (pp. 29-52). Greenwich, CT: Information
Age Publishing.

Schunk, D. H., & Pajares, F. (2002). The development of academic self-efficacy. In A. Wigfield&
J. 8. Eccles (Eds.),Development of achievement motivation (pp.15-31). San Diego, CA:
Academic Press, Inc.

Schwarzer, R., & Jerusalem, M. (1995). Generalized self-efficacy scale. In J. Weinman, S. Wright,
& M. Johnston (Eds.),Measures in health psychology: Auser’s portfolio. Causal and
control beliefs (pp. 35-37). Windsor, UK: NFER-NELSON.

Scott, D. & Morrison, M. (2005). Key ideas in educational research. London: Continuum.

Scriven, M. (1972). Pros and cons about goal-free evaluation. Evaluation Comment, 3(4), 1-4.

Sewell, A. & George, A. (2000). Developing efficacy beliefs in the classroom. Journal of
Educational Enquiry, 1(2), 58-71.

Sewell, W. H., Ir. (1992). A theory of structure: Duality, agency, and transformation. American
Journal of Sociology,98, 1-29.

215



Shami, P. A. & Hussain, K. S. (2006). Elementary education in Pakistan. Islamabad: Academy of
Educational Planning and Management.

Sharma, R. N. & Sharma, R. K. (2000). History of education in India. New Delhi: Atlantic
Publishers & Distributors.

Shiundu, J.S. &0Omulando, S.J. (1992). Curriculum theory and practice in Kenya. Nairobi: Oxford
University Press.

Shkullaku, R. (2013). The relationship between self-efficacy and academic performance in the
context of gender among Albanian students. European Academic Research, 1(4), 467-478.

Shubert, W.H. (1985). Portrayal: The curriculum field. In W. H. Shubert, Curriculum: perspective,
paradigm, and possibility (pp.25-34). New York, NY: MacMillan.

Silva, E. (2009). Measuring skills for 21* century learning. Phi Delta Kappan, 90(9), 630—
634,DOI: 10.1177/003172170909000905.

Sinan, G. H. & Jongur, U. (2016). Determining the relationship between students’ academic self-
efficacy and performance in Mathematics among boys and girls in secondary schools in
Yola South government area of Adamawa State, Nigeria. International Journal of Social
Sciences and Information Technology, 2(21), 1-18.

Skaalvik, E., & Skaalvik, S. (2008). Self-concept and self-efficacy in Mathematics: Relation with
Mathematics motivation and achievement. In F. M. Olsson (Ed.), New developments in the
psychology of motivation (pp.105—128). Hauppauge, NY: Nova Science Publishers.

Skilbeck, M. (1984). School based curriculum development. London: Paul Chapman publishing
Ltd.

Snow, D. A., & Oliver, P. E. (1995). Social movements and collective behavior: Social
psychological dimensions and considerations. In K. S. Cook, G. A. Fine, & J. S. House
(Eds.), Sociological perspectives on social psychology (pp. 571-599). Boston, MA: Allyn
and Bacon.

Sfivastava, D. S., & Kumari, S. (2005). Curriculum and instruction. Adarsh Nagar, Delhi: Isha
Books.

Stake, R. E. (Ed.). (1975). Evaluating the arts in education: A responsive approach. Columbus,
OH: Bobbs-Merrill.

Steiner, D. (2017). Curriculum Research: What We Know and Where We Need to Go. Available at
https://standardswork.org/wpcontent/uploads/2017/03/sw-curriculum-research-report-
fnl.pdf. ‘

Stephenson, A. (2012). The Whig interpretation of History applied to the empire: Macaulay’s
minute on Indian education. Cercles, 24, 29-45.

Stoddart, M. C. J. (2007). Ideology, hegemony, discourse: A critical review of theories of
knowledge and power. Social Thought & Research, 28, 191-225.

Stray, C. (1994). Paradigms Regained: Towards a Historical Sociology of the Textbook. Journal of
Curriculum Studies, 26(1), 1-29.

Stufflebeam, D. L. (1971). Educational evaluation and decision making. Itasca, IL.: Peacock.

216



Stufflebeam, D. L. (2003). The CIPP Model for evaluation. In T. Kellaghan, & D. L. Stufflebeam
(Eds.), International handbook of educational evaluation (pp.31-62). Dordrecht: Kluwer
Academic Publishers.

Sullivan, R. E. (2009). Macaulay: The tragedy of power. Cambridge: The Belknap Press of
Harvard University Press.

Tanner, D. & Tanner, L. (1995). Curriculum development: Theory into practice (3 Ed.). Upper
Saddle River, NJ: Prentice-Hall.

The Society for the Advancement of Education (SAHE). (2014). Education monitor: Reviewing
quality of key education inputs in Pakistan. Lahore: The Author.

The US Merit System Protection Board. (2009). Fair and equitable treatment: Progress made and
challenges remaining. A report to the President and the Congress of the United States.
Washington, DC: Author.

Tilfarlioglu, F. Y. & Ciftci, F. S. (2011). Supporting self-efficacy and learner autonomy in relation
to academic success in EFL classrooms (A case study). Theory and Practice in Language
Studies, 1(10), 1284-1294.

Tobing, L. R. A. (2013). The relationship of reading strategies and self-efficacy with the reading
comprehension of high school students in Indonesia. (Doctoral dissertation). Retrieved
from Proquest Dissertations and Theses Global. (UMI No. 356735)

Turner, J. C. & Meyer, D. K. (2009). Understanding motivation in Mathematics: What is
happening in classrooms? In K. R. Wentzel& A. Wifield (Eds.), Handbook of Motivation
at School (pp. 527-552). New York: Routledge.

Tyler, R. W. (1949). Basic principles of curriculum and instruction. Chicago: -University of
Chicago Press.

Tyler, R. W. (1950). Basic principles of curriculum and instruction. Syllabus for Education 305.
Chicago: University of Chicago Press.

Tyler, R. W. (1957). The curriculum then and now. In Proceedings of the 1956 Invitational
Conference on Testing Problems. Princeton, NJ: Educational Testing Service.

Ultanir, E. (2012). An epistemological glance at the constructivist approach: Constructivist
learning in Dewey, Piaget, and Montessori. International Journal of Instruction, 5(2), 195—
212.

UNESCO-IBE (2011). World data on education: Pakistan (7" Ed. 2010-2011). Retrieved from
http://www.ibe.unesco.org/ on 23/12/2015.

Urdan, T. C., & Midgley, C. (2003). Changes in the perceived classroom goal structure and pattern
of adaptive learning during early adolescence. Contemporary Educational Psychology, 28,
524-551.

Urevbu, A. O. (1985). Curriculum studies. Ikeja: Longman.
van-Dinther, M., Dochy, F., & Segers, M. (2015) The contribution of assessment experiences to

student teachers' self-efficacy in competence-based education. Teaching and Teacher
Education 49, 45-55.

217 -



Villaverde, L. E. (2003). Secondary schools: A reference handbook. Santa Barbara, CA: ABC-
CLIO.

Vogt, W. P. (2005). Dictionary of statistics and methodology (3™ Ed.). London: Saga Publication
Inc. :

von-Kardorff, E. (2004). Qualitative Evaluation Research. In U. Flick, E. von Kardorff, & I.
Steinke (Eds.),d companion to qualitative research (pp.137-142) [Trans. By Bryan
Jenner)]. London: SAGE Publications.

Vuong, M., Brown-Welty, S., & Tracz, S. (2010). The effects of self-efficacy on academic success
of first-generation college sophomore students. Journal of College Students Development,
51(1), 50-64.

Walshaw, M. (2007). Working with Foucault in education. Rotterdam: Sense Publishers.

Waseem, F. (2014). The legacy of the colonial project of English education in Pakistan.
International Journal of Business and Social Science, 5(11), 138-146.

Weiten, W. (2010). Psychology: Themes and variations (8" Ed.). Belmont, CA: Wadsworth
Cengage Learning.

Widmer, M. A., Duerden, M. D., & Taniguchi, S. T. (2014). Increasing and Generalizing Self-
Efficacy: The Effects of Adventure Recreation on the Academic Efficacy of Early
Adolescents. Journal of Leisure Research, 46(2), 165-183.

Wigfield, A., & Eccles, J. S. (2000). ‘Expectancy-value theory of achievement motivation.
Contemporary Educational Psychology, 25(1), 68-81.

Wiles, J. & Bondi, J. (2007). Curriculum development: A guide to practice (7™ Ed.). Upper Saddle
River, NJ: Pearson Education.

Wilson, C. R. (1987). The death of Bear Bryant: Myth and ritual in the modern South. South
Atlantic Quarterly, 86, 282-295.

Wilson, M. & Sapsford, R. (2006). Aéking questions. In R. Sapsford & V. Jupp (Eds.), Data
collection and analysis (2™ Ed.) (pp.93-123). London: SAGE Publications & The Open
University.

Wolters, C., & Pintrich, P. (1998). Contextual differences in student motivation and self-regulated
learning in Mathematics, English, and Social Studies classrooms. Instructional Science, 26,
27-47.

Wong, P., Lee, L., & Leung, A. (2006). Entrepreneurship by Circumstances and abilities: The
mediating role of job satisfaction and moderating role of self-efficacy. MPRA. Retrieved
from https://mpra.ub.uni-muenchen.de/596/ on 23/12/2015.

Wood, R. & Bandura, A. (1989). Social cognitive theory of organizational management. 4cademy
of Management Review, 14(3), 361-84.

Yamane, T. (1967). Statistics: An introductory analysis (2" Ed.). New York: Harper and Row.

Yazzie- Mintz, E. (2007). Voices of students on engagement: A report on the 2006 High School
Survey of Student Engagement. Bloomington, IN: Center for Evaluation & Educational

218



Policy, Indiana University. Retrieved from
http://ceep.indiana.edu/pdffHSSSE_2006_Report.pdf on 21/8/2016.

Young, M. F. D. (1998). The curriculum of the future: from the new sociology of education to a
critical theory of learning. London: Falmer Press.

Zimmerman, B. J. & Cleary, T. J. (2006). ‘Adolescents’ development of personal agency: The role
of self-efficacy beliefs and self-regulatory skill. In F. Pajares& T. Urdan (Eds.), Self-
efficacy beliefs of adolescents (pp. 45-69). Greenwich, Connecticut: Information Age
Publishing.

Zimmerman, B. J. (1995). Self-efficacy and education development. In A. Bandura (Ed.), Self-
efficacy in changing societies (pp.202-231). Cambridge: Cambridge University Press.

Zimmerman, B. J. (2000). Self-efficacy: An essential motive to learn. Contemporary Educational
Psychology, 25, 82-91. DOI:10.1006/ceps.1999.1016.

Zimmerman, B. J., Bandura, A., & Poons, M. (1992). Self-motivation for academic attainment:
The role of self-efficacy belief and personal goals-setting. American Educational Research
Journal, 29, 663-676.

Zimmerman, B. J., Bonner, S., & Kovach, R. (1996). Developing self-regulated learners: Beyond
achievement to self-efficacy. Washington DC: American Psychological Association.

Zimmerman, B. J., Greenberg, D., & Weinstein, C. E. (1994). Self-regulating academic study time:
A strategy approach. In D. H. Schunk & B. J. Zimmerman (Eds.), Self-regulation of
learning and performance: Issues and educational applications (pp. 181-199). Hillsdale,
NIJ: Erlbaum.

Zinke, A. F. (2013). The relationship between shared leadership, teacher self-efficacy, and student
achievement [dissertation]. Mississippi: The University of Southern Mississippi.

Zulkosky, K. (2009). Concept analysis and self-efficacy. Nursing Forum, 44(2), 93-102.

Zurbriggen, E. L., & Sturman, T. S. (2002). Linking motives and emotions: A test of McClelland’s
Hypotheses. Personality and Social Psychology Bulletin, 28, 521-535.

National Curriculum and Textbooks

Isl-amiyat textbook for grade 9 & 10. Peshawar: Khyber Pakhtunkhwa Textbook Board.
Mathematics textbook for grade 10. Peshawar: Khyber Pakhtunkhwa Textbook Board.
Mathematics textbook for grade 9. Peshawar: Khyber Pakhtunkhwa Textbook Board.

National Curriculum for Islamiyat, grades 3—12 (2006). Islamabad: Ministry of Education.
National Curriculum for Mathematics, grades I-XII (2006). Islamabad: Ministry of Education.
National Curriculum for Urdu, grades 1-12 (2006). Islamabad: Ministry of Educatjon.
National Curriculum of Islamiyat for grades 9-10 (2002). Islamabad: Ministry of Education.
Urdu textbook for grade 10. Peshawar: Khyber Pakhtunkhwa Textbook Board.

Urdu textbook for grade 9. Peshawar: Khyber Pakhtunkhwa Textbook Board.
219



ID #:

Appendix — A

Self-Efficacy Scale
Name: __Father’s Name
District: School:
Group Class: Date: / 20

Instruction: Just put the mark (v') in the BV - {Ca N AN MY PRIVIN

appropriate cell regarding your own self.
Notat | Hardly | Moderately | Exactly
No Items (#1 a9 all True | True True True
() Sy | Sy | STl | IS

st (e (e (e

[ | Ican always manage to solve difficult problems
if I try hard enough.

e S i d SIS P fes b )

2 | lf someone opposes me, I can find the means and
ways to get what [ want.

S ranl S nuntle 229 S e 800
(ur

3 | Itis easy for nie to stick to my aims and
accomplish my goals. .

(et Tt/ Fefuimpe e woi1d o )

4 | I am confident that [ could deal efficiently with
unexpected events.

UnlE A e LA E e e E7 25U t)

5 | Thanks to my resourcefulness, [ know how to
handle unforeseen situations.

(Ul e b dute s 2 id 5 It)

6 | I can solve most problems if I invest the
necessary effort.

(u:rl:ﬁ)’JJ/l/ﬂ;u:/y;Jb’uuf/ﬁ)

7 | Ican remain calm when facing difficulties
because [ can rely on my coping abilities.

(u:etCuuF,;;_,tawé::.41J£;;,3w({igff.=.uw:)

8 | When I am confronted with a problem, [ can
usually find several solutions.

(UﬁCCfJLPJ‘G(J;xu:‘u)Péfgé)

9 | IfIam in trouble, I can usually think of a
solution (UsF & ¥ Flsf & nl st B2 )

10 | 1can usually handle whatever comes my way. %)

(UKCCJ?’IZ;L# ‘,f/ J,lru-‘-of;fﬂi}
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Appendix — B

Questionnaire for Teachers

Assalam-o-Alaikom Sir?

The researcher is-doing his Ph.D. in Education from International Islamic University, Islamabad
and conducting research on the topic “Evaluation of Secondary School Curriculum for Developing
Self-Efficacy in Khyber Pakhtunkhwa™. This questionnaire is designed to collect valid and reliable
information for the study. Let it be assured that this questionnaire will be used only for the research
purpose and will not be disclosed to anyone, except to the researcher’s supervisors for academic
purpose. Be sure that the identity of the respondent would not be disclosed at any stage. To help
you out, please follow the key given below for choosing your option in front of each statement.
Hope you'll be kind enough to cooperate with the researcher in this regard for the sake of his
study.

Thank you...

Name: Designation:

Acad. Qualification: Prof. Qualification:

Teaching Experience (in years):
Subject(s) Teach to Secondary Classes: 1. Urdu 2. Mathematics 3. Islamiyat

Key for response recording: ‘

5 = Always; 4 = Ofien; 3 = Sometime:; 2 = Rare; 1 = Never

. 5 =Strongly Agree; 4 = Agree; 3 = Undecided; 2 = Disagree; | = Strongly Disagree

No. Statements Response
PERFORMANCE ACCOMPLISHMENT (PRIMARY EXPERIENCE) ||
1 [Students perform well in classroom. S{4]13[2]1
2 [Students ask questions in the classroom. 5{4]13([2]1
3 [Students volunteer themselves during classroom activities. 514 13([2]1
4 [Students understand what teachers teach in the classroom -content. | 5 1 4 | 3 [ 2 | 1
5 [Students take interest in the classroom instruction. 504313 [2]1
6 |Textbook of the subject demands students extra efforts to learn. 504131211
7 | Students accomplish their assigned academic tasks within time. 514 (312](1
8 |Teacher practices corporal punishment during classroom. 50413211
9 | The course content of the subject is according to the mental level 5(4(3)12]1
of the students.
10 | Content of the subject is in logical order. S514(3]27]1
VICARIOUS EXPERIENCE (SECONDARY EXPERIENCE) i
11 !'Students compete with each other. S[{4[3]2]1
12 | Teacher gives examples of earlier high scorers for students’ 51413121
motivation. '
13 | Textbook of the subject provides opportunity for reflective 514 ([3[2]1
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teaching.

14 | Teacher arranges group tasks in the classroom. S5i{413(2]1
15 | Students inspire from their high achiever fellows. 514 ([3]2]1
16 | Textbook of your subject contains classroom activities for the 5141321
students. ' '
17 .| Teacher practices reflective teaching in the classroom. 51413[2]1
18 Teacher gives demonstration for clarity of various concepts inthe | 5 [ 4 | 3 [ 2 | 1
classroom.
19 | Teacher presents students as role models to the class. 514(3]2]1
20 | Teacher presents themselves as role models to the students. S14]13121]1
SOCIAL/VERBAL PERSUASION (PERSUASIVE EXPERIENCE)
21 |Teacher encourages students asking questions in the classroom. 5i4[3]12]1
22 | Teacher encourages students’ efforts to answer teacher’s questions.| 5 | 4 [ 3 [ 2 | |
23 |Teacher provides opportunity to students for rectification oftheir [ 5 | 4 [ 3 [ 2 | 1
mistakes,
24 [Class fellows provide feedback on students’ performance in the 54031211
classroom activities.
25 |Teacher admonishes when students ask questions in the classroom. | 5 |4 [ 3 [ 2 ] 1]
26 |Teacher uses motivating words such “youcando it” to studentsin | 5 | 4 [ 3 [ 2 | 1
during an activity in the ¢lassroom.
27 |Teacher uses encouraging words like “good”, “very good” ete. 5(4[13)1211
28 [Class fellows motivate each other to participate group activities. 54131211
29 | Teacher makes connection of textbooks theory to everyday life. 504131211
30 _{Students need guidance for their academic career during school. 514[3]2]1
PHYSIOLOGICAL FEEDBACK FOR EMOTIONAL AROUSAL .
31 |Students enthusiastically answer the question asked by theteacher. | 5 |4 | 3 [ 2 [ 1
32 |Students get blushed when teacher ask questions. s[4]3]2]1
33 | Students show confidence in time of challenging classroom 54131241
activities.
34 |Students compose their answers properly when asked orallyorin |5 [ 4 [ 3 [ 2 | 1
writing.
35 |Students seem normal when raised to answer the question asked by | 5 (4 | 312 | ]
the teacher.
36 [Students turn pale when the teacher assign a task to them. 51413211
37 [Students actively participate in the group activities. 514 13(2]1
38 |Students seem happy during classroom instruction. 51413121
39 |Students seem satisfied during classroom activities. 51413121
40 [Students ask questions without any hesitation in the classroom. 5/4]3]2]1
Remarks/comments:
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D #:

Appendix — C

Interview Schedule for Students
Assalam-o-Alaikum Dear Student!

Gentleman! Hope you will be fine. Here are some questions which are not meant for
testing you as generally happened in your viva voce examination for which you get marks. These
questions are asked just only to know what you've experienced during the instruction in your
classroom in classes 9" and 10", Furthermore, No one other than you and me, will know about
your responses, 5o feel free while responding the statements/questions. Understand each question
clearly and then respond fairly. If you find some difficulty in understanding, tell it immediately.

Thank you...
Name: ¥/ Name
District: School:
Class 9™ Board Result Subject do you like the most:
1. Urdn, 2. Mathematics 3. Islamiyat 4, Other
Reason?

Key for response recording:

5 = Always; 4 = Often; 3 = Sometime; 2 = Rare; 1 = Never

5 = Strongly Agree; 4 = Agree; 3 = Undecided; 2 = Disagree; | = Strongly Disagree

No.| - Statements |  Responses
PERFORMANCE ACCOMPLISUMENT (MASTERY EXPERIENCE) -
1 |Students perform well in the written tests. s14[3]2]1
2 | Students ask questions in the classroom. 514131211
3 | Students volunteer themselves during classroom activities. 514131211
4 |Students understand the material that teachers use during 514131211
classroom instruction.
5 | Students take interest in the classroom activities. S[413]12]1
6 | Textbooks demand extra efforts/time to learn. 514131211
7 | Students accomplish their academic tasks within time. 51413121
& |Teachers use corporal punishment during classroom for 510413211
students’ good performance,
9 | Students study on their own. 413121
10 |Textbooks contain content in order from simple/easy to 5(413(2}1
complex/difficult.
VICARIOUS EXPERIENCES (SECONDARY EXPERIENCE) . ,
11 | Students compete with one other. 5141312 (1
12 | Students ask questions when teachers teach in the classroom. | 5 [4[3[ 2 | 1
13 | Class fellows cooperate with each other in the classroom 51413]2
activities.
14 | The course content provides for students activities. 51413121
15 | Teachers arrange group tasks/activities in the classroom. 514131211
16 [Students get motivated from their high achiever fellows. S 141312 |1
17 | Teachers present themselves as role models. S [40312 (1
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18 |Teachers present other students as role models. 514§3]2

19 | Teachers give demonstration for clarity of concepts. 5[4]3]2

20 | Teachers cite examples of previous higher achievers. 514(3]2

21 | Teachers encourage students to ask questions in the 5(14(3[2
classroom. .

22 | Teachers get angry when students ask questions in the 514(3]2
classroom.

23 | Teachers encourage students’ efforts to answer the questions | 5 |4 13| 2
in classroom.

24 |Class fellows provide feedback on students’ performance in 5141312
the classroom activities.

25 |Teachers’ behaviour is friendly with students in the 51413]2
classroom.

26 | Teachers use encouraging words like ‘good’, ‘very good’, 514(3]2
‘you can do it’ during classroom activities.

27 |Class fellows motivate each other to participate group 514132
activities,

28 |Teachers make suggestions for improving leaming. 5 [4([3]2

29 |Teachers provide students opportunity for rectification of 51413] 2
their mistakes.

30 | Teachers establish connection of textbooks theory to 514(3]2
everyday life.

PHYSIOLOGICAL FEEDBACR YOK EMOTIONAL AROUSAL (SOMATIC EXPERIENCE) _
31 |Students are happy during classroom instruction. . S 14]3]2
32 |Heart palpitation of students remains normal when teacheris | 5 |4 13| 2

going to ask questions in the classroom. '
33 |Students get completely silent when teacher asks aquestion. | 5§ |4 (3| 2
34 |Students turn pale while involve in classroom activities. 51413)2
35 |Students become red-eared whenever involved in classroom | 5 14 |37 2
activities,
36 |Students freely and openly ask questions in the classroom. 514]3]|2
37 |Hand-palms get wet when performing an activities in the 514132
classroom / answering a question asked by the teacher.
38 [Students are scolded of being inefficient. ' 5141(3[2
39 |Students are keen to participate in a classroom activity. 51413]12
40 |Students are active participant in a group. 5 1413]2
Remarks/comments:
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Appendix — D

Observation Checklist for Classroom Instruction

District: School:
Class: Class Size: Subject:
Date: / / Starting Time: End Time:

Key for response recording:

5 =Frequently; 4 = Often; 3 = Occasionally; 2 = Rarely; 1 = Never

Statements Responses

PERFORMANCE ACCOMPLISHMENT (MASTERY EXPERIENCE)

1 |Students participate in classroom activities. 50413 ([2]1
2 |Students ask questions in the classroom. 50413 ([2]1
3 |Students volunteer themselves for activities. 51413211
4 |Students understand teaching methods of the teacherinthe| 5 | 4. | 3 | 2 | 1
classroom.
5 |Students enjoy in the classroom. 51413211
6 [Students take interest in the classroom activities. 5 1413 ([2]1
7 |Teacher practices innovative methods in the classroom. 5 1413271
8 |Teacher practices corporal punishment in the classroom. 50413([(2]1
9 |The content presented in the classroom is accordingtothe | 5 | 4 | 3 | 2 | 1

mental level of the students.

10 |Teacher makes connection between the new and the old 514131211
concepts during instruction.

VICARIOUS EXPERIENCE {SECONDARY EXPERIENCE)

11 |Students compete with each other during classroom 514 (3211
instruction.
12 | Students work in peer groups in the classroom. 5 [4([3([2]1
13 |Students take part in the discussion during classroom 514131211
instruction.
|| 14 |Teachers arrange group tasks in the classroom. : 514[3[2]1
15 |Teachers practice reflective teaching in the classroom. 5 1413 [2]1
16 | Teachers demonstrate the concepts during classroom S 14 (3211
instruction.
17 | Teachers used to present students as models to their 51413121
students of the class.
18 |Teacher establishes connection of textbooks theory and 51471321

the everyday life.

19 |Teachers used audiovisual aids (other than writing board, 51413211
etc.) for explanation of concepts.

20 [Students used to come up for explaining conceptsinfront | 5 [ 4 | 312 | 1
of the classmates.
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SOCIAL/VERBAL PERSUASION (PERSUASIVE EXPERIENCE)

21 |Teacher encourages asking questions in the classroom. 5 14132
22 |Teacher encourages students’ efforts to answer questions 51 4
in the classroom.

23 |Class fellows provide feedback on students’ performance | 5 | 4 | 3 | 2
in the classroom activities.

24 |Teacherquotes examples of high achievers for students’ 514132
motivation.

25 | Teachers use motivating phrase such as “youcandoit”to | 5 |4 | 3 | 2
students during activities in the classroom.

26 |Teacher’s behaviour is friendly with students in the 514132
classroom.

27 |Teacher appreciates/praise students on their good 514732
performance.

28 |Students motivate their fellows for best performance. 5 14342

29 | Class fellows motivate each other to participate group 51432
activities.

30 | Teacher rectifies students’ mistakes. 5141312

PHYSIOLOGICAL FEEDBACK FOR EMOTIONAL AROUSAL (EMOTIONAL EXPERIENCE)

31 |Students enthusiastically answer the question askedbythe | 5 [ 4 | 3 | 2

teacher.
32 | Students get blushed when teacher ask questions. 514132
33 |Students show confidence in time of challenging 5141312
| elassroom activities. B
34 |Students compose their answers properly when asked 514132

orally ot in writing.

35 |Students seem normal when raised to answer the question | 5 | 4 [ 3 § 2
asked by the teacher.

36 |Students turn pale when the teacher assign a task to them.

37 [Students actively participate in the group activities.

38 | Students seem happy during classroom instruction.

39 | Students seem satisfied during classroom activities.
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40 |Students ask questions without any hesitation in the
classroom.

General Observation:
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