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Abstract 

 In the present study the existing curriculum development process is explored by 

obtaining the opinion of English language teachers, teaching English at higher secondary 

level in Punjab, Pakistan, and the members of English curriculum committee at higher 

secondary level in Pakistan to propose a Learner-Teacher-Socio Oriented English 

Curriculum Development Model at Higher Secondary Level. Two questionnaires were 

adapted from Akhtar (2004) for the present study. One questionnaire was developed for 

English teachers of higher secondary government schools and colleges in the province of 

Punjab, Pakistan. The other questionnaire was developed for the members of the English 

curriculum committee. Analysis of existing English curriculum development process was 

done through the policy documents and questionnaires. Higher secondary government 

schools and colleges of each sex were selected through stratified cluster sampling, after 

that 1379 English teachers of higher secondary government schools and colleges were 

considered as sample of the study. The sample was selected from the 23 out of 36 

districts of Punjab. Furthermore, Punjab was divided into three regions upper, central and 

southern Punjab. Frequency, percentage, mean and standard deviation were calculated. t-

test was applied to find out the differences of opinion on the basis of gender and 

residential areas. ANOVA was applied to uncover the differences of opinion among the 

teachers of various districts of upper, central and southern Punjab. Reliability of the 

questionnaire for higher secondary English teachers was 0.91. Validity of the 

questionnaire for higher secondary English teachers was 95%. The other questionnaire 

was developed for the members of national curriculum committee. Eleven members were 

considered as sample of the study. Frequency, percentage, mean and standard deviation 

were calculated. Comparison between the opinion of teachers and the members of 
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curriculum committee on the basis of responses of the same as well as contrastive 

questions of the questionnaires were drawn through graphical representation. Reliability 

of the questionnaire for higher secondary English teachers was 0.81. Validity of the 

questionnaire for higher secondary English teachers was 94%. On the basis of findings 

the proposed model Learner-Teacher-Socio Oriented English Curriculum Development 

Model at Higher Secondary Level was sent to experts for validation. The model was 

finalized after the recommendations offered by the experts.  
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 1 

       CHAPTER 1 

1 INTRODUCTION 

 

Pakistan is a multilingual country in which Urdu is a national language English the 

official language and; the regional languages are general medium of communication among 

the various communities. English language has a unique place in Pakistani education 

system. The government of Pakistan has introduced English language as a compulsory 

subject from class one, keeping in view the importance of English language. Farooq, Shahid 

and Wahid (2012) stated that English language is used extensively in Pakistan for 

professional and personal communication.  

Proficiency in English language is a key to success of economic affluence, worldwide 

individuality and guarantee of job at international market (Abbas, 1993; Jahani, 2004; 

Rehman, 2005). But the English curriculum at higher secondary level in Pakistan does not 

accomplish these standards of success. Kannan (2009) stated that the students in Pakistani 

colleges complete twelve years of English language learning but they still do not have 

command on English language because the learners take English only to pass the exams in 

spite of practicing it. 

English language has a distinguished status in Pakistan. Baumgardener (1993) 

identified that English language is not only the official language but a second language also. 

In this context, Haque (1993) stated that English is the language of courts, judiciary and 

administration. English language serves as a medium of communication both at national and 

international level. English in Pakistan is also the language of communication with the other 

countries (Ghani, 2003). In Pakistani education system, English language is taught as a 
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second language. The importance of English language becomes crystal clear at higher 

secondary level (class XI - XII) of education system of Pakistan. English language is treated 

as a compulsory subject from class I to XII. Higher Secondary education has an important 

place in the education system of Pakistan. Because, higher secondary level education works 

as a bridge between the lower secondary and professional levels. Cook (2001) claimed that 

the way in which learners acquire second language influences their selection of vocations 

and life styles. So, after completing the higher secondary level education, the students who 

decide to go to medical, engineering or other fields have to study all science subjects in 

English language. So, the English language taught at the higher secondary level must enable 

the students to comprehend other subjects in English language. Therefore, English language 

curriculum designed by curriculum experts for higher secondary level must aid the students 

to have a command on English language. 

The period of higher secondary education is comprised of two years. So, the English 

language curriculum at higher secondary level must make the learner proficient to the extent 

that is required to understand the other subjects easily that are supposed to be taught in 

English.   

Hussain (1992, p. 56) stated that “English has become such a pre-eminent language in 

the world in terms of growing knowledge that no nation in the world can afford to ignore it.” 

English language has influenced the every aspect of life and revolutionised the Pakistani 

society too. Moreover, the interest in English language is increasing rapidly not only in 

Pakistani nation but among the other nations too. Such an importance of English language 

needs special attention from the school level in the education system of Pakistan. Siddiqui 

(2010, p. 131) elaborated the importance of schools as: 
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Schools are supposed to play a pivotal part in the educational system 

of any country. They provide the basis to erect the building of higher 

education on it. The stronger the base the greater the chances of an 

effective and meaningful educational system. 

Likewise, a well planned English language curriculum is needed to meet the 

demands of present era. If the students are provided with an organized and systematic 

English language curriculum then they can excel in every field of life. A curriculum is a 

complete range of planned activities, in this connection Ornstein and Hunkins (2009, p. 16) 

stated that “curriculum is planned, implemented and evaluated, as well as what people, 

processes and procedures are involved.” A curriculum helps learners and teachers to work 

systematically, to map out the rationale for the use of specific learning, teaching and 

assessment methods. 

1.1  Statement of the Problem 

The education system of Pakistan is divided into public, private and madrassa sector. 

The public sector is run by the government. Rehman (2002) announced that the medium of 

instruction in public sector is Urdu and learners belong to middle class. Whereas private 

sector is run by non government bodies. In private education institutions English is the 

medium of instruction and the learners belong to upper class. According to Haqqani (2004) 

madrassa sector fulfils the needs of underclass. Madaris provide free food and 

accommodation along with the free education. Blanchard (2008) declared that the number of 

registered madaris in Pakistan is 13,000. 

The present study is the analysis of existing English language curriculum and the 

curriculum development process, and the proposal of a model for English language 
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curriculum development process at higher secondary level in Pakistan. To analyse the 

present English language curriculum development process, it is assumed that present 

English language curriculum development process is not able to fulfill the demands and 

needs of the learners. The existing English language curriculum development process does 

not pay attention on the proper implementation of English language curriculum. 

Additionally, teachers are not trained according to the demands of curriculum that how it 

should be taught and evaluated or assessed. Another important part to note is that the 

existing English language curriculum at higher secondary level is comprised of literature 

based textbook which ultimately overlooks the linguistic aspect of English language. 

Siddiqui (2010, p. 191) expressed the same view in the following lines: 

Most of the course designers are those who come from a literature 

background. Their passion for literature is manifest in the course books 

designed by them. In Pakistan, like in many other countries, the emphasis is 

on ‘classics’ or a ‘high caliber’ literature which leads to disillusionment about 

literature. 

The statement of problem helped the researcher to formulate the research objective 

for the present study. 

1.2  Research Objectives 

 The main objectives of the present study are: 

 to analyse English curriculum development process at higher secondary level in 

Pakistan. 

 to analyse the procedure of implementation of present English curriculum at higher 

secondary level in Pakistan. 
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 to obtain the opinion of English teachers about the present curriculum of English at 

higher secondary level in Pakistan, its strengths and weaknesses. 

 to get the opinion of members of English curriculum committee about the present 

curriculum of English at higher secondary level in Pakistan. 

 to propose a model of curriculum development for the subject of English at higher 

secondary level in Pakistan. 

1.3  Research Questions 

 The research questions of the present study are: 

 What kind of process and procedure is adopted to develop English curriculum at 

higher secondary level in Pakistan? 

 Is there any procedure of implementation of present English curriculum at higher 

secondary level in Pakistan? 

 What do English teachers think about the present curriculum of English at higher 

secondary level in Pakistan? 

 What is the opinion of members of English curriculum committee about the present 

curriculum of English at higher secondary level in Pakistan? 

 Is there a need to propose a new model of curriculum development for the subject of 

English at higher secondary level in Pakistan? 

1.4  Research Hypotheses 

 The research hypotheses of the present study are: 

 Teachers are satisfied about their share of involvement in curriculum development 

process of English at higher secondary level. 
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 Teachers are satisfied with the existing textbook, subject matter and contents of 

English at higher secondary level. 

 Teachers are satisfied with their teaching methods and examination system for the 

existing curriculum of English at higher secondary level. 

 Teachers are satisfied with the existing curriculum development, implementation and 

monitoring process of English at higher secondary level. 

 There is a significant difference between the opinion of male and female teachers 

regarding teachers' involvement in curriculum development process. 

 There is a significant difference between the opinion of male and female teachers 

with reference to contents, subject matter and textbooks. 

 There is a significant difference between the opinion of male and female teachers in 

the context of teaching methods and examination. 

 There is a significant difference between the opinion of male and female teachers 

regarding curriculum development process. 

 There is a significant difference between the opinion of teachers of rural and urban 

areas regarding teachers' involvement in curriculum development process. 

 There is a significant difference between the opinion of  teachers of rural and urban 

areas regarding contents, subject matter and textbooks. 

 There is a significant difference between the opinion of  teachers of rural and urban 

areas in the context of teaching methods and examination. 

 There is a significant difference between the opinion of  teachers of rural and urban 

areas regarding curriculum development process. 
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 There is a significant difference between the opinion of  teachers of upper, central 

and southern regions regarding teachers' involvement in curriculum development 

process. 

 There is a significant difference between the opinion of  teachers of upper, central 

and southern regions with reference to contents, subject matter and textbooks. 

 There is a significant difference between the opinion of  teachers of upper, central 

and southern regions in the context of teaching methods and examination. 

 There is a significant difference between the opinion of  teachers of upper, central 

and southern regions regarding curriculum development process. 

 The members of curriculum committee are satisfied about their involvement in 

curriculum development process. 

 The members of curriculum committee are satisfied with the content, subject matter 

and textbook of English curriculum at higher secondary level. 

 The members of curriculum committee are satisfied with teaching methods and 

examination of English curriculum at higher secondary level. 

 The members of curriculum committee are satisfied with curriculum development 

process of English curriculum at higher secondary level. 

1.5  Significance of the Study 

Curriculum development process is one of the major components in an educational 

field. In Pakistan, an organized and constant research is required in the field of curriculum 

development. This study would be helpful to improve the existing English language 

curriculum development process. The present study will also provide a guideline for the 

English language curriculum development process at higher secondary level. Since, the 
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present study aims to propose a model for curriculum development, and then this study will 

get the attention of curriculum designers and experts too. 

1.6  Delimitations of the Study 

For the purpose of analysis of existing curriculum process, the researcher has chosen 

only the subject of English at higher secondary level in Pakistan. Public and private are the 

two main divisions in education sector in Pakistan. It is beyond the scope and demand of this 

study to consider both these divisions at the same time, thus the researcher has confined the 

present study to public sector only. 

Furthermore, the present study will be delimited to present a model for curriculum 

development process for the subject of English, as there are many other subjects taught at 

the higher secondary level of education in the public sector in Pakistan. 
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       CHAPTER 2 

2 LITERATURE REVIEW 

 

 This chapter explores the related literature on curriculum and its relevant fields like 

curriculum development process, curriculum development models, curriculum evaluation 

models, and curriculum theories in general. Whereas, the process of curriculum 

development in Pakistan will be examined particularly while discussing the education 

policies of Pakistan since its creation. The present study aims for the development of 

English curriculum model at the higher secondary level in Pakistan. Before moving to the 

development of English curriculum model, it is essential to revise the criticism and analysis 

already done on the curriculum development process and curriculum development models to 

find gaps and spaces left by previous studies. Moreover, the review of the related 

publications focuses on the methods and procedures opted for the analysis of curriculum 

development process in Pakistan.  

2.1  Concept of Curriculum 

 A class-room is an ideal place where learners can indulge in systematic and    

planned activities that otherwise might not undertake. Now the question arises, what is the 

criterion to plan these activities, who are the planners of these activities. The next question 

arises why some activities are selected and why the others are rejected, on what basis. The 

answers to all these questions lead to the concept of curriculum. According to Kelly (2009, 

p. 9) curriculum is "the overall rationale for any educational programme". Since the learner 

is the key component in the whole process of curriculum then Kelly (2009, p. 13) asserted 

that "curriculum is the totality of the experiences the pupil has as a result of the provision 
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made". In this context curriculum is composed of ideas as well as activities proposed by the 

experts and must be organized by the educational institutions to help their learners achieve 

desired educational aims and objectives. 

 Curriculum depends mainly on two active participants that are teacher and learner. 

Teacher acts as a guide for the students to experience various procedures. Ellis (2004, p. 5) 

proposed that curriculum should focus "not merely in terms of how things ought to be... but 

how things are in real classrooms". Curriculum is not only a combination of plans for 

learning but also the actual learning arranged and supervised by the school to enable the 

learners to be knowledge able and learned persons. 

2.2  Types of Curriculum 

 Curriculum experts divide curriculum into various types. Glatthorn, Boshee and 

Whitehead (2006, p. 6) discriminated curriculum into following types: 

 Ideological Curriculum: Ideological curriculum is an ideal curriculum conceived by 

the scholars and teachers. 

 Formal Curriculum: Formal curriculum is officially approved curriculum by the 

state. 

 Perceived Curriculum: What teachers, students and parents think the 'curriculum to 

be' is a perceived curriculum. 

 Operational Curriculum: The curriculum observed in the class is known as 

operational curriculum. 

 Experiential Curriculum: The actually experienced curriculum by the learners is the 

experiential curriculum. 
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 Educationists holding different viewpoints, conceive curriculum differently. A 

curriculum plays pivotal role in educational fields and is a special area of interest for 

teachers as well as for students in school environment. A school curriculum is composed of 

plans which influence directly or indirectly the learners. Kally (2009, p. 12) divided 

curriculum into 'formal' and 'informal' curriculum. For formal curriculum or activities 

timetable of the school allocates specific periods of teaching whereas informal activities are 

done on voluntary basis. For instance, at lunch times, after school hours, at weekends or 

during holidays. The informal curriculum or activities are also known as extracurricular 

activities. 

2.3  Curriculum Theories 

 Glatthorn et al. (2006, p. 71) stated that "curriculum theory can provide a set of 

conceptual tools for analyzing curriculum proposals, or illuminating practice for guiding 

reform". Theories act as milestones in a field of study. Curriculum scholars and experts 

consider curriculum theories a significant constituent in the field of curriculum studies. 

Curriculum theories describe, explain, predict and guide the researchers to make choices 

according to societal and learners' needs. Educators select curricula according to their 

specific goals and objectives, with the intent of obtaining maximum benefits.  

2.3.1 Eisner and Vallance's Classification of Theories of Curriculum 

 Numerous researchers have attempted to classify curriculum theories in terms of 

maturity. Eisner and Vallance (1974) presented five approaches to curriculum. 

 Cognitive process approach: Cognitive approach is more anxious to deal with the 

development of intellectual operations and is less concerned with particular content. 
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 Curriculum as technology: This approach treats curriculum as a way of finding the 

efficient ways to achieve stipulated ends. 

 Self actualization: The enhancement of personal growth is the basic concern of self 

actualization approach. 

 Social construction relevance: Social construction relevance is concerned with 

societal needs if compared with individual needs. 

 Academic rationalism: Academic rationalism stresses over the value of standard 

disciplines to make the learners good contributors in the culture and tradition. 

2.3.2 Huenecke's Classification of Curriculum Theories 

 Though the classification of curriculum theories presented by Eisner and Vallance 

(1974) are still in vogue, yet Huenecke (1982) attempted to classify curriculum theories 

under the following three categories: 

 Structural Theories: Structural theories trace different elements in curriculum and 

their interrelationships. 

 Generic Theories: Generic theories focus on the outcomes of curriculum with 

predetermined ideologies, attitude, suppositions and truths shaping the curriculum 

decisions. 

 Substantive Theories: Substantive theories speculate which subject matter and 

content is most wanted, and which kind of knowledge has more value. 

2.3.3 McNeil's Classification of Curriculum Theories 

 Another classification of curriculum theories is by McNeil (1985). McNeil (1985) 

has divided curricularists into two, soft curricularists and hard curricularists. 
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 Soft curricularists: Soft curricularists depend upon the soft fields of religion, 

philosophy and literary criticism.  

 Hard curricularists: On the other hand, hard curricularists adopt rational approach 

and trust on empirical data.  

 But this classification is too simple to be accepted. Glatthorn et al. (2006, p. 76) 

entitled McNeil's classification as "unilluminating dichotomy".  

2.3.4 Glathorn et al.'s Classification of Curriculum Theories 

 Glatthorn et al. (2006, p. 78) divided curriculum theories into the following four 

categories: 

 Structure-oriented theories: Structure-oriented theories are mainly concerned with 

analyzing the components of the curriculum and their interrelationships. Structure 

oriented theories prefer to be descriptive in nature. 

 Value-oriented theories: Value-oriented theories are mainly concerned with the 

analysis of the values and postulations of the curriculum makers and their products. 

Value-oriented theories prefer to be critical in nature. 

 Content-oriented theories: Content-oriented theories are mainly concerned with the 

determination of the content of the curriculum. Content-oriented theories are 

prescriptive in intent. 

 Process-oriented theories: Process-oriented theories are mainly concerned with the 

description of how curricula are developed, or suggesting how they should be 

developed. Process-oriented theories are both descriptive and prescriptive in nature. 



 

 14 

2.4  Theories of Curriculum Development Models 

 Since approaches to curriculum models are so many and so varied then formation of 

system of categories for individual writers is difficult but doing so emphasizes the 

significant attributes of categories and writers as well as the differences among them. 

Furthermore, the very act of generating categories results in markers that may only be 

significant at one point in time or inferior at another point. Writers on curriculum (Akhtar, 

2004; Kelly, 2009; Kshirsagar, 2012; Marsh & Willis, 1999; Print, 1993) try to categorize 

curriculum models in order to make aware their readers of the relationships between 

different underlying principles and practices. 

2.4.1 Print's Theory of Curriculum Development Model 

 Curriculum models are either prescriptive or descriptive, objective or interactive. 

Print (1993) presented a view that curriculum models can be analyzed into two dimensions 

that are prescriptive and descriptive. Prescriptive models motivate curriculum developments 

to follow a strict set of activities. Whereas models that are low in prescription and high in 

description have flexibility in approach. Additionally descriptive curriculum models stresses 

upon what is going on rather than what should go on. 

PRESCRIPTIVE 

Tyler 

                         Taba       

                                                           Print  

RATIONAL/ OBJECTIVES 

Wheeler 

                     Nicholls 

 

DYNAMIC/INTERACTIVES 

 

 

 

                            Posner 

Stenhouse 

                                            Skilbeck 

                McDonald 

                And Purpel 

                                           Walker 

DESCRIPTIVE 

Figure 2.1 Prescriptive and Descriptive Model (Print, 1993) 
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2.4.2 Marsh and Willis' Theory of Curriculum Development Model 

 Another value-laden categorization is of Marsh and Willis (1999, p. 101) into 

following four groups: 

2.4.2.1 System-Oriented Proponents 

 System-oriented proponents tend to prescribe the end means of education in terms of 

its present structure. Some prominent members of this group are shown in the figure 2.2. 

Social needs-child centered 

           Dewey (1990, 1902, U.S.) 

           Kilpatrick (1918, U.S.) 

           Rugg (1927, U.S.) 

           Mackie (1919, Australia) 

           Browne (1932, Australia) 

Social efficiency  

           Bobbitt (1918, 1924, U.S.) 

           Charters (1923, U.S.) 

Social needs-rational/technical 

           Tyler (1949, U.S.) 

           Herrick & Tyler (1950, U.S.) 

           Saylor & Alexander (1954, U.S.) 

           Taba (1962, U.S.) 

           Wheeler (1967, Australia) 

           Tanner & Tanner (1975, U.S.) 

           Goodlad (1984, U.S.) 

           Klein (1992, U.S.) 

Social needs-reconstructionists 

           Hughes (1972, Australia) 

           Skilbeck (1976, Australia) 

Philosophic, academic rational 

         Phenix (1964, U.S.) 

         Hirst (1965, U.K.) 

         Peters (1966, U.K.) 

         Hutchins (1968, U.K.) 

Rational/technical-behavioral-oriented 

        Mager & Beach (1967, U.S.) 

        Popham & Baker (1970, U.S.) 

Rational/technical – systems – oriented 

        Maccia (1965, U.S.) 

        Faix (1966, U.S.) 

        Duncan & Frymier (1967, U.S.) 

        Johnson (1967, U.S.) 

        Davies (1971, U.K.) 

        Pratt (1980, Canada) 

Rational/technical-discipline-oriented 

        Gagne (1970, U.S) 

        Beauchamp (1975, U.S)   

        Bereiter (1989, Canada) 

 

Figure 2.2 System-oriented proponents (Marsh & Willis, 1999) 

2.4.2.2 System-Supportive Explorers  

 System-supportive explorers are concerned about decision making between morally 

engaged individuals within the context of available social structure. The members of this 

category are shown in the figure 2.3.  
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Literary artist 

        Eisner (1974,1979,1991, U.S.) 

        Stenhouse (1975, U.K.) 

        McCutcheon (1982, U.S.) 

        Vallance (1983, U.S.) 

Deliberative 

       Schwab (1969, 1973, 1983, U.S.) 

       Connelly (1972, Canada) 

       Walker (1971, U.S.) 

       Westbury (1972, U.S.) 

       Reid (1978, U.K.) 

       Roby (1983, U.S.) 

       Gough (1984, Australia) 

       Smith (1984, Australia) 

       Tripp (1984, Australia) 

 

 Figure 2.3 System-Supportive explorers (Marsh & Willis, 1999) 

2.4.2.3 System-Alternative Proponents 

 System-alternative proponents oppose the present structure and have alternative 

prescription in mind to overcome perceived inequalities in society. Some important 

members of this category are the following: 
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Social and cultural control 

         Young (1971, U.K.) 

         Bernstein (1973, U.K.) 

Social reproduction 

         Althusser (1971, France) 

         Bowles & Gintis (1976, U.S.) 

         Lundgren (1976, Sweden) 

Cultural reproduction 

        Sharp & Green (1975, Australia) 

        Bourdieu & Passeron (1977, France) 

        Willis (1977, U.K.) 

        Apple (1979, U.S.) 

        Anyon (1980, U.S.) 

        Lawn & Barton (1980, U.K.) 

        Whitty (1980, U.K.) 

        Connell et al. (1982, Australia) 

        Giroux (1982, U.S.) 

        Kommis (1986, Australia) 

 Figure 2.4 System-alternative proponents (Marsh & Willis, 1999) 

2.4.2.4 System-Alternative Explorers 

 System-alternative explorers are mainly concerned about the individual and how the 

curriculum is experienced instead of planned curriculum. The members of this category are 

as under: 
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Existential / Psychoanalytic 

  Macdonald (1971, U.S.) 

  Huebner (1975, U.S.) 

  Greene (1975, U.S.) 

  Klohr (1980, U.S.) 

  Pinar (1980, U.S.) 

  Grumet (1981, U.S) 

  Schubert, Willis, & Short (1984, U.S.) 

  Brady (1984, Australia) 

  Haggerson (1988, U.S.) 

  Willis & Schubert (1991, U.S.) 

  Miller (1992, U.S.) 

 

Phenomenological 

 

  Willis (1979, U.S.) 

  Van Manen (1980, Canada) 

 

Gender 

  Pagano (1992, U.S.) 

  Lather (1991, U.S.) 

  Kenway (1992, Australia) 

  Klein (1986, U.S.) 

  Shakeshaft (1991, U.S.) 

 

Postmodern/ poststructural 

 

  Doll (1987, U.S.) 

  Giroux (1992, U.S.) 

  Slattery (1995, U.S.) 

  Hargreaves (1994, Canada) 

Figure 2.5 System-alternative explorers (Marsh & Willis, 1999) 

2.5  Models of Curriculum Development 

 Concept of curriculum development model is a point of great debate in the field of 

education. Many models of curriculum development have been described in educational 

fields. Moreover curriculum models try to offer a form of curriculum that is vital for any 

educational institution, while arranging the needs and demands of that society too. Marsh 

and Willis (1999, p .68) stated that models “can identify the basic elements that must be 

accounted for in curriculum decision and can show their interrelationships”. Development of 

curriculum model is amalgamated and systematic phenomena. Every model has its own 

philosophy and unique attributes. 

 Curriculum researchers have made remarkable advancement in creating models. 

How these models are developed, implemented and evaluated is a field of special interest. 

 Models provide valuable and elaborated insight on the particulars of the philosophies 

of education. Curriculum models offer a plan to be followed in a systematic and an 



 

 19 

organized way. A model is an imagination of reality that maintains only the essential 

elements of problem. Thus a model is a set of imaginative ideas that are transformed into 

reality by the teachers, learners, parents and society. Siddique (1991) opined that a model is 

a pattern to be replicated and a medium in which a process occurs from it actual setting to 

reality in which it can be applied. Now it is worthwhile to discuss about a few models of 

curriculum development by some famous researchers in a chronological order. 

2.5.1 Tyler’s Model 

 Ralph Tyler (1949) shaped theory and practice in the field of curriculum studies. 

Tyler’s approach to curriculum appeared in 1949 in Basic Principle of Curriculum and 

Instruction. Tyler (1949) raised four big questions that curriculum makers have to ask before 

developing a curriculum. 

 

 

 

 

 

 

Figure 2.6 The Tyler Rationale (1949) 

 These questions highlight the issues of selecting objectives and learning experiences, 

organizing learning experiences and evaluation of learning experiences. These four 

Objective 

What educational purposes should the school seek to attain? 

Selecting learning experiences  

How can learning experiences be selected that are likely to be useful in attaining 

these objectives? 

Organizing learning experiences 

How can learning experiences be organized for effective instruction? 

Evaluation 

How can the effectiveness of learning experiences be evaluated? 
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questions follow a logic and sequence, so can be ensured systematically. Marsh and Willis 

(1999, p. 24) labeled Tyler’s approach to curriculum as “rational-linear”. 

 Tyler (1949) answered the first question after identifying three sources of 

information individual, society and subject matter. Here the question arises how is it 

possible to combine these three sources to serve educational purpose. Tyler (1949) described 

that problem can be solved, by picking a number of practical objectives resulting from the 

three sources, and then filtering those objectives through the  philosophy and psychology to 

take out the most prominent practical objectives. 

 The three sources of information demand a more intensive study. The first source of 

information is the learner. Tyler (1949) made clear that the focus of study is not the 

individual learner but various groups of learners as data source. Then, society as a source of 

information is also confusing. Tyler (1949) admitted the difficulty but further suggested that 

some aspects of society are more important to curriculum developers than the others. Now 

the question is how to select the subject matter. Tyler (1949) claimed that every school has 

its own values, its conception of good life and good society. So Tyler (1949) left the 

selection of subject matter in the hands of school authorities. Tyler's (1949) solutions to 

three sources of information are vague and confusing if pondered in detailed ( Marsh & 

Willis, 1999). Although Tyler (1949) has equally explained three sources of information; 

individual, society and subject matter to deduct the objective of curriculum, yet this 

explanation leaves many questions unanswered.  

 The second question in Tyler’s (1949) rational is the "selection of learning 

experience". Marsh and Willis (1999) commented that learning experiences to Tyler (1949) 

are the activities that facilitated students to attain the objectives determined; moreover these 
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activities are already mentioned in the curriculum plan. Tyler (1992) insisted that learners' 

problems and ambitions should provide the base for the activities that are included in 

curriculum. 

 The next question is that what should be the "organization of learning experience". 

Tyler (1949) proposes that each learning experience should be built upon the previous one. 

And these activities should also be incorporated into the other step. Then, Tyler (1949) 

answered the last question that is the “evaluation”. Tyler (1949) by evaluation expressed to 

what extent the learning experiences have achieved the desired result. Evaluation, to Tyler is 

the decisive factor to check the outcomes of the objectives specified and the results attained. 

Cronbach (1986) opined that the idea of formation evaluations by teachers is great 

contribution on Tyler’s part. Evaluation process keeps record about the changes in the 

behavior of students. Tyler (1949) suggested various techniques to evaluate students, like 

sample of student’s work, observation, interviews and questionnaires. Further, he stated that 

the instrument of evaluation should be valid and reliable.  
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Figure 2.7 Tyler's Framework for Answering the Four Basic Curriculum Questions 

 In spite of some obscurity particularly in the selection of objectives, Tyler's (1949) 

model covered almost all the main concerns of curriculum studies (Hlebowitsh, 1992, 1995; 

Walker, 1990). Researchers found the various ways to formulate objectives while focusing 

on students' behaviors. Furthermore, the suggestions for curriculum evaluation were also 

very helpful at that time.  

2.5.2 Taba’s Model 

 Taba (1962) basically presented the modified and more elaborated version of Tyler’s 

(1949) model. Taba’s (1962) model stressed on the development of the instructional 

strategies and declared it the foundation of curriculum design. Taba (1962) being linear in 

her approach to curriculum model gave special attention on the stages of curriculum 

development process. Taba’s (1962) model is composed of five mutually interactive 

elements of curriculum development in linear order. 

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

 Sources            Studies of the learners themselves 

 Studies of contemporary life outside the school 

 Suggestions about objectives form subject specialists 

The use of philosophy in selecting objectives 

The use of a psychology of learning in selecting objectives 

Stating objectives in a form to be helpful in selecting learning experiences and 

in guiding teaching 

2. How can learning experiences be selected that are likely to be useful in 

attaining these objectives? 

General principles in selecting learning experiences 

3. How can learning experiences be organized for effective instruction? 

Criteria for effective organization 

Elements to be organized 

Organizing principles 

The organizing structure 

4. How can the effectiveness of learning experiences be evaluated? 

Basic notions regarding evaluation 

Evaluation procedures 
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Objectives

Contents

Learning Experiences

Teaching Strategies

Evaluative Measures

 

 

 

 

 

 

 

 

 

 Figure 2.8 Curriculum Development Model (Taba, 1962) 

 Taba (1962) described that curriculum development is a linear, logical and 

systematic process which required a close attention in which the element of curriculum are 

ordered, how curriculum decision are taken, and how these decision are made functional. 

 Taba’s (1962) model presented some novel aspects like variety of teaching strategies 

and evaluation methods and measures. Taba (1962) explained that useful teaching strategies 

should be adopted while keeping in mind learners' needs and mental level. This is an 

important factor to achieve the educational goals. Furthermore, selection of teaching 

strategies helps to determine how learners should be taught to achieve curriculum objectives. 

In this regard, Taba (1962) advised curriculum developers to get the understanding of 

teaching strategies for the achievement and categorization of learning. 
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 The last element of Taba’s (1962) model is evaluation. Taba (1962) suggested 

curriculum developers to plan a variety of evaluation methods, measures and procedures. 

Taba’s (1962) model not only pays special attention to internal factors but also external 

factors. For instance, the location of school, the education policies, resources, management 

strategies of school, teaching styles and characteristics, students' nature, their affective traits 

and population. All these factors can influence curriculum development directly or 

indirectly. 

2.5.3 Wheeler’s Model 

 Wheeler (1967) presented a cyclic model in which every element is interlinked and 

interdependent following a cyclic pattern. Wheeler's (1967) cyclic model is in fact a 

continuation of Tyler’s (1949) and Taba’s (1962) linear and rational model. Every step in 

Wheeler’s model has a logical development depending upon the previous step. If a single 

step is removed from the model then the whole model collapses. Wheeler (1967) suggested 

five interlinked step that should be taken logically and systematically while developing a 

curriculum. Except the very first element, all the remaining elements have similarity with 

Tyler’s (1949) and Hilda’s (1962) models but Wheeler’s (1967) has presented these 

elements in somewhat different manner.    
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 Figure 2.9 Wheeler (1967) 

 

 Wheeler’s (1967) significant contribution to curriculum models is the idea of 

situation analysis. Putting situation analysis at the first step helps researchers to collect data 

which can support formulate valuable objectives. 

2.5.4 Walker’s Model 

 Decker Walker's (1971) approach towards curriculum was deliberative. Tyler (1949) 

was of the opinion that curriculum will be more effective if persons who are engaged in it 

follow it, whereas Walker (1971) opined that if persons engaged in it are able to understand 

the complex nature of the process then they can produce better curriculum. Walker in late 

1960s and early 1971s studied the national curriculum projects as participant observer and 

evaluator. Being the main analyst of the national curriculum project, Walker (1971) was able 

to conclude three basic phases of curriculum development: platform, deliberation and 

design. Walker (1971) converted his findings into a framework to design curriculum. 

1. Situation 
Analysis

2. Identification 
of Aims and 
Objectives

3. Content 
Selection and 
Organization

4. Selection and 
Organization of 

Learning 
Activities

5. Evaluation
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Walker (1971) termed his creation as “naturalistic model”. This model was called 

naturalistic because it described how curriculum decision making actually occurs instead of 

how curriculum decision making should occur. Walker’s (1971) model since its inception is 

being used at numerous stages of curriculum development as in preservice teachers (Bonser 

& Grundy, 1988), in service teachers (Holt, 1990; Kennedy, 1988; Ross, 1993) large scale 

programs (Ben-peretz, 1990). The model is presented in the figure 2.10. 
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The set of relationships embodied in the 

           materials in use 

      ↓ 

   End        

  

 

   

   

 

 

 

 

            Process    Choose  

      the most  

      defensible 

 

 

 

          

            Beginning  

 

Figure 2.10 Walker’s Naturalistic Model (1971) 

 

 Walker (1971) termed the first phase of naturalistic model as platform. When people 

as a group contribute to develop curriculum, they participate in the task with their individual 

beliefs, conceptions, norms and values. The people who participated have their own 

understanding of tasks, their own assumptions about the problem and their own suggestions 

and solutions. So in this phase, everyone is gathered on a platform to present, discuss and 

Indentify 

which facts 

are needed for 

means and 

ends 

  

Generate 

alternatives 

and consider 

precedents 

 

Consider 

consequences 

of alternatives 

 

 

Weigh 

alternative 

costs and 

consequence 

Conceptions 

(beliefs) 

Theories Aims  Images Procedures 

Design 

Deliberation 

Platform 
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argue about his own beliefs about what ought to be. When people in this phase, come to 

consensus then they move to the next phase.  

 Marsh and Willis (1991) stated that identification of relevant facts, generation of 

substitute course of action while considering the costs and consequences of the substitutes 

and finally the selection of the most suitable substitution is called deliberation phase. Mulder 

(1991) conceived deliberation as a practical means of solution for curriculum problem. 

Deliberation is a complex phenomenon, since it welcomes a group of people having 

different theories, aims and conceptions in their minds. Walker (1990) himself admitted that 

deliberation can be frustrating and chaotic at various points because it is difficult to manage 

a group of people having different viewpoints. When again a group of people reach to a joint 

agreement then they move to the next phase. Design is the final phase of Walker's (1971) 

naturalistic model. When a specific course of action can be taken automatically and there is 

no need of further discussion about beliefs, theories and problematic situations, then the 

actual curriculum design can occur. This is known as the design phase. Design phase of 

curriculum development usually includes both implicit and explicit consideration. The aim 

of design phase is the creation of the curriculum. 

 Surely, Walker’s (1971) model provided practical guidelines to curriculum experts to 

develop curricula. But this model has limitations too. First, Walker (1971) always worked 

under the government funded projects so there was little incentive for the teachers of small 

individual schools. Moreover, Walker’s (1971) model does not throw light on what people 

do after the curriculum is designed. Do the curriculum developers contribute in the process 

of change, implementation and evaluation? Or is their role over? 
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2.5.5 Eisner’s Artistic Model   

 In 1960s, empirical analytic research was the only research that was acceptable to the 

American Educational Research Society. Eisner (1979) felt to find out the other ways of 

research that is qualitative research. According to Marsh and Willis (1991), Eisner (1979) 

portrayed social reality as subjective, multiple and negotiable. Every individual has his own 

way of understanding the society and the universe. Eisner (1979) commented that every 

individual makes his own decisions about curricula like an artist chooses the colors of his 

own choice to portray a picture. Eisner (1979) proposed artistic view in education which he 

further elaborated in his more recent works of 1991.  

 Eisner's (1979) model seemed identical to Tyler’s (1949) model, if taken a bird's eye 

view. But when read in detail it is totally different. Eisner's (1979) model is particularly 

different in its mode of presentation and evaluation procedure. 
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    Figure 2.11 Outline of Eisner's (1979) Artistic Approach 

 Eisner (1979) stated that his elaborations in the model only highlight a few 

dimensions of curriculum. In contrary to Eisner, Tyler (1949) claimed that his four steps 

essentially covered all the aspects of curriculum development.  

2.5.5.1 Goals and their Priorities  

 Eisner (1979) drew common distinctions between aims, goals and objectives. 

According to Eisner (1979) aims are the general guidelines of education, goal are more 

precise statements whereas objectives are the most specific statements.  

1. Goals and their priorities 

 The need to consider less well-defined objectives (expressive 

objectives) as well as explicit ones 

 Suggestions about objectives form subject specialists 

 

2. Content of the curriculum 

 Options to consider in selecting curriculum 

 Caveats about the null curriculum 

 

3. Types of learning opportunities 

 Emphasis on transforming goals and content into learning events that 

will be of significance to students 

 

4. Organization of learning opportunities 

 Emphasis on a nonlinear approach in order to encourage diverse 

student outcomes 

 

5. Organization of content area 

 Emphasis on cross-curricula organization of content 

 

6. Mode of presentation and mode of response 

 Use of number of modes of communication to widen educational 

opportunities for students 

 

7. Types of evaluation procedure 

 Use of comprehensive range of procedures at different stages of 

process of curriculum development 
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2.5.5.2 Content of the Curriculum 

 Eisner (1979) like Tyler (1949) and Walker (1979) proposed three main sources; 

individual, society and subject from which content of the curriculum can be deducted. Eisner 

(1979) further opined that equal importance should be given to individual needs and societal 

needs, and remained indifferent to the curriculum workers who select content only being 

traditional participants of the curriculum process. 

2.5.5.3 Types of Learning Opportunities 

 Eisner (1979) suggested curriculum planners and teachers to provide students with a 

large amount of learning opportunities. Eisner supposed that it is the responsibility of 

teachers and curriculum planners to give the content such forms that should be suitable for 

learners (Marsh & Willis, 1999). 

2.5.5.4 Organization of Learning Opportunities  

 Eisner (1979) proposed to organize learning opportunities in number of innovative 

and inspiring ways. Eisner (1979) encouraged teachers and planners to organize contents in 

modern ways. 

 2.5.5.5 Mode of Presentation and Mode of Response 

 Eisner (1979) reflected his artistic approach when he talked about his modes of 

presentation and response. He discouraged educators who followed written words for their 

apparent meaning to obtain desired outcomes. Experts should not only rely upon the 

statements syntactically but metaphorically too (Eisner, 1980). A metaphor can present 

number of interpretations to an idea. The same analogy applies in the field of curriculum 

studies. Eisner (1980) postulated that if a teacher is not using various modes for presenting 
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the curriculum, then ultimately he is restricting learners to explore educational opportunities, 

as well as restricting the various modes of response. Students will explore more 

opportunities to develop their skills if encouraged by teachers and curriculum experts. 

Curriculum experts can incorporate number of models of presentation in curriculum that will 

ultimately lead learners to respond in various modes. Eisner's Artistic Forms of Expression 

should be used by curriculum experts and teachers (Marsh & Willis, 1991). 

2.5.5.6 Types of Evaluation Procedure 

 Eisner (1979) did not consider evaluation as a final step in curriculum development 

rather it prevails the whole process of curriculum development. Eisner (1979) proposed that 

the creation of curriculum is entirely an artistic process. So the evaluation of both the 

process and the subsequent curriculum should be artistic in nature. 

 Eisner’s (1979) approach to curriculum process is potentially problematic. Eisner’s 

(1975, 1976, 1977, 1979, 1980, 1985, 1991, & 1993) models presented the general 

guidelines not the particular steps that is why leaving teachers to face the dilemmas in 

curriculum development. 

2.5.6 Recent Curriculum Models 

           Recent curriculum writers have gone beyond the strict boundaries of curriculum as 

product or process or the further extensions of these theories. Barnett, Parry and Coate 

(2001) developed a curriculum model composed of three domains of knowledge, action and 

self. The knowledge domain encompasses the discipline specific subject matter, whereas the 

action domain covers the necessary skills of the discipline, and the self domain covers the 

identification of oneself with the attributes of the discipline. Barnett et al. (2001) have put 
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forwarded an example from history. In this example the knowledge domain encompassed 

the history specialty area, the action domain stated skills such as critical writing, and finally 

the self domain offered a notion of self as a critical evaluator. Further, Barnett et al. (2001) 

suggested that the weightage and integration of these three domains may vary while 

depending upon the subject matter, and curriculum developers should consider these various 

integration guides into account. Parker (2003) proposed transformational curriculum. Parker 

further expanded the model presented by Barnett et al. (2001). Parker suggested that 

students should design their own interacting aspects of knowledge, action and self. This 

transformational curriculum will motivate learners' love for knowledge and help student to 

take advantage from teacher’s knowledge. It would help learners develop mature critical 

self, while making learners aware how and why it is important to explore the knowledge, 

action and self domains. Transformational curriculum focused on meta cognitive and self 

directive aspects of learners. Wiggins and McTighe (1998, 2005) offered a curriculum 

development model termed as a backward design. Apparently this model has a strong 

foundation on Tyler’s (1949) model but this backward design discarded the mechanistic 

predisposition of behaviorism and provided newer forms of assessment. 

            Wiggins and McTighe's (1998, 2005) design is backward, since it gets started with 

the end, the desired outcomes first and then working backward to a curriculum on acceptable 

learning evidence. The steps of backwards design are to: 

Step 1: Identify desired results 

Step 2: Determine acceptable evidence 

Step 3: Plan learning experiences and instruction 
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            Step 1 focused on what learners should know, comprehend and be able to do. 

Wiggins and McTighe (1998, 2005) offered guidelines for determining curriculum content 

while focusing three levels of knowledge: that which is worth being known, that which is 

worth being to know and do and that which offers an enduring understanding. 

           Wiggins and McTighe (1998, 2005) proposed the following criteria for determining 

essential understandings: 

 To what extent does the idea, topic or process represent a “big idea” having enduring 

value beyond the classroom? 

 To what extent does the idea, topic or process reside at the heart of the discipline? 

 To what extent does the idea, topic, or process require uncoverage? 

 To what extent does the idea, topic, or process offer potential for engaging students?  

                                                                                       (Wiggins & McTighe 1998, 10-11) 

           Step 2, raised a question of criteria of estimating that either the learners have 

achieved the desired understandings and skills. At this stage the procedure of assessment is 

focused. Wiggins and McTighe (1998, 2005) offered a wide range of assessment and 

evaluation methods starting from informal assessment to formal assessment. 

 Step 3, learning experience and instructional strategies are planned. Here the learning 

experiences are frame worked to facilitate students to achieve the desired results. Teaching 

is considered as means to an end not an end in itself. Wiggins and McTighe (1998, 2005) 

stressed to answer the following questions during this stage: 

 What enabling knowledge and skills will students need to perform effectively and 

achieve desired results? 
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 What activities will equip students with the needed knowledge and skills? 

 What will need to be taught and coached, and how should it best be taught, in light of 

performance goals? 

 What material and resource are best suited to accomplish these goals? 

 Is the overall design effective? 

                                                                                     (Wiggins & McTighe 1998, p. 3) 

           Various curriculum models have been presented in this section. Every model focused 

on some of the most basic questions that can be raised while developing curriculum 

development models. Every model presented a well defined and clear approach to develop a 

curriculum development model. Collectively these models illustrate a wide range of value 

orientations that can even be combined together to form a better and refined curriculum 

development model. 

2.6  Curriculum Development Process  

2.6.1 Situation Analysis 

           A situation analysis (Akhtar, 2004; McGee, 2005; Rashid, 1997) is preliminary and 

the most important stage of a curriculum development process. Situation analysis is affected 

by number of factors for instance, students, students' background, school, school's 

environment, staff, facilities and equipment. So analysis of these factors with self analysis 

can lead towards a better understanding and development of curriculum. 

            Moreover, curriculum development process is not static, once it is started it goes on 

for the whole life. The curriculum should be treated as dynamic, this approach facilitated 

teachers and curriculum experts to get knowledge and insight based upon assessments to 
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provide a feedback to make amendments and further contribution in the ongoing curriculum. 

Situation analysis is fundamental to curriculum development process. It is a commencement 

point for the development of a curriculum. Situation analysis provides an opportunity to 

curriculum developers to be aware of the factors that can influence the whole curriculum. 

Rashid (1997) suggested the following four steps to conduct situation analysis: 

 Identify problem in content 

 Select appropriate factors 

 Data collection and analysis 

 Make recommendation  

                                                     (Rashid 1997) 

2.6.1.1 Situation Analysis Model 

           McGee (2005), developed the following five steps approach to conduct a situational 

analysis: 

Step 1: identification of curriculum issues and needs 

Step 2: prioritizing issue and needs 

Step 3: information collection on each issue 

Step 4: Analysis of information and recommendation 

Step 5: Take action on chosen curriculum 

Figure 2.12 Situation Analysis Model (McGee, 2005) 
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2.6.1.1.1 Identification of Curriculum Issues and Needs 

           McGee (2005) recommended needs analysis to identify curriculum issues and needs. 

Needs analysis gathers information about the views of learners', teachers', parents', and so on 

to reach to the issues faced by the school regarding curriculum. Learners', teachers’ and 

parents’ views can be the source of information and this information can be in a number of 

ways. Student's views by face to face discussion, written problems and suggestions, teacher’ 

views by staff, departmental or syndicate meetings whereas parents' views during face to 

face or telephonic interviews or questionnaires. Thus, needs analysis highlighted the broad 

picture of all the stake holders regarding curriculum. 

2.6.1.1.2 Prioritizing Issues and Needs 

           Prioritizing issues and needs should be established after the identification of issues 

and needs. Prioritization of issues and needs is a challenging task because the issues cannot 

be resolved simultaneously. At this stage prioritization is helpful. 

2.6.1.1.3 Information Collection on Each Issue 

           Information is collected on each issue following the priority list. Various methods of 

collection are adopted according to the size and type of the issue. 

2.6.1.1.4 Analysis of Information and Recommendations 

           Having collected information, it requires to be analyzed, interpreted and summarized. 

After that recommendation are give to develop strategies to resolve the issues. 

2.6.1.1.5 Curriculum Action 

           At this stage, action plans are finalized on the basis of recommendations. 
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           All the five steps of situational analysis are interlinked and interdependent of each 

other, and situational analysis as a whole is an integral part of curriculum development 

process (McGee, 2005). 

2.6.1.2 Advantages of situational Analysis 

           McGee (2005) discussed the following advantages of detailed situational analysis: 

 It offers clear aim of schools' curriculum 

 It is helpful to take curriculum decisions in a detailed and systematic manner. 

 It makes participants of curriculum decision-making to transmit their work to school 

as a whole. 

 It helps to align local situations with the regional and national factors, to make 

curriculum relevant to the students. 

2.6.2 Curriculum Objectives 

           Formulation of objectives is an important part of curriculum development. 

Curriculum developers need to be aware of the aims and objectives and what influences 

have shaped them. Curriculum aims are derived from many sources. Tyler (1949) 

recognized three sources of curriculum aims and objectives: 

 The learners in this case school students 

 Contemporary life outside the school 

 The contribution of subject specialists 

           Every curriculum reveals statements that offer direction and purpose of education. 

Objectives are revised time and again to cater the demands of ever growing world. First, it is 

pertinent at this stage to differentiate between aims, goals and objectives. McGee (2005) 
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stated that aims are general and broad statement portraying societal anticipations and hopes 

for learner’s curriculum and education. Aims are developed as guidelines for the whole 

population that is why they are general. Aims are long term directions. Goals according to 

Print (1993) are more specific statements than aims, and are based upon aims. McGee 

(2005) declared that objectives are the most specific statements regarding what students 

should learn in the school and more specifically in the classroom. Objectives are short 

termed and are presented in lessons and units. Objectives can be related to school terms, or 

even a school year. 

2.6.2.1 Classification of Objectives 

           Tyler (1949) recommended that objectives should specify a range of activities in 

which learners can be and should be engaged. Objectives should clearly delineate what the 

learners are supposed to learn. Tyler's demand drew the attention of many educationists like 

Bloom, Englehart, Furst, Hill & Krathwohl, 1956; Krathwhole, Bloom & Masia, 1964; 

Dave, 1969) to develop taxonomies of cognitive, affective and psychomotor domains 

respectively. 

2.6.2.1.1 Cognitive Domain 

           Since its inception, cognitive domain is widely used to determine educational 

objectives. Bloom et al. (1956) divided the cognitive domain into six major categories. 

Cognitive domains are relevant to thinking and reasoning. 

 Knowledge 

 Comprehensive 

 Application 
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 Analysis 

 Synthesis 

 Evaluation 

2.6.2.1.2 Affective Domain 

           Affective domain covers the learner’s feelings, emotions and degree of acceptance 

and rejection of a particular educational setting. Krathwhole, et al. (1964) divided the 

affective domain into the following five categories: 

 Receiving 

 Valuing 

 Responding 

 Organizing 

 Characterizing 

2.6.2.1.3 Psychomotor Domain 

 The objectives that are related to attainment of practical skills and habits fall into the 

category of psychomotor domain. Dave (1969) presented the idea of co-ordination between 

the physical movements, like hand and eye coordination etc. Dave (1969) divided the 

psychomotor domain into the five categories: 

 Imitation 

 Manipulation 

 Precision 

 Articulation 

 Naturalization 
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           These taxonomies collectively encouraged the curriculum developers to exert more 

efforts to incorporate learning activates in the curriculum and lesson that motivated learner 

to do more than memorization. 

2.6.2.2 Purpose of Objectives 

           McGee (2005) claimed that objectives serve the following purposes: 

 Objectives convert the broader aims into more specific intentions to streamline 

classroom programmes. 

 Objectives provide guidelines needed in each unit and lesson by specifying what 

content to be studied and in what manner. 

 Objectives provide the ways by which learner's learning experience can be evaluated 

and assessed. 

 Based on assessment, objectives act as feedback for teacher, learners and their 

parents. Particularly for teacher to develops further objectives for students' learning. 

2.6.2.3 Types of Objectives 

           McGee (2005) stated that teacher is most probably concerned with two types of 

objectives: 

2.6.2.3.1 General or Unit Objectives 

            Often known as aims in school document, more general than specific objectives. 

General objectives guide the teacher over a unit, term or even a year in a specific subject. 
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2.6.2.3.2 Specific Objectives 

            Specific objectives give more precision to general objectives. Specific objective are 

usually known as instructional, performance or behavioral objectives. Specific objectives are 

short termed and guide day to day classroom programmes. 

            Eisner (1994) presented other types of specific objectives. The first types is known 

as problem solving objectives. This type of objectives introduced learners with problems and 

encouraged them to find solution. The second type of objectives is what Eisner (1994) 

termed as expressive outcomes. What takes place as a result of students' engagement in 

some curriculum activities is known as expressive outcomes. Eisner (1994) suggested that 

expressive outcomes are more suitable for subjects like fine arts. 

 

      Figure 2.13 Specific Learning Objectives (McGee, 2005) 

 

           Eisner’s point of view on the further classification of specific learning objectives is 

that more classification will cover more aspects of learning activities being learned. 
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2.6.3 The Content Selection 

            Content is the third important step in the curriculum development process. The 

content selection is relevant to the questions, what should school teach. How will the 

learning activities be organized to make learners better aware of the world in which they 

live. Curriculum developers and teachers are required to be more careful while making 

decision about the selection and organization of contents.  

 

Figure 2.14 Content in Curriculum Development Process (McGee, 2005) 

2.6.3.1 Content as Knowledge 

            Content can be illustrated in terms of knowledge, attitude, values and skills. An 

important consideration about content is that it is a collection of knowledge delivered via 

content has a great influence on what the pupil learn. According to McGee (2005) the 

knowledge that provided basis for content can be of three types: 

 Cultural-based knowledge 

 Employment-based knowledge 
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 Child-based knowledge 

2.6.3.1.1 Cultural-Based Knowledge 

            This type of knowledge is extracted from the specific cultural background of learners 

for whom it is intended. Rosmam and Rubel (1995) stated that even a single society can 

have a variety of cultures which recommended that in a society different people have 

different values, norms and beliefs. So, the selection of content is a big challenge in this 

regard. 

 2.6.3.1.2 Employment-Based Knowledge 

           McKenzie (1992) and Nash (1993) found that mostly families send their children to 

school keeping in mind that it will lead to some kind of job. In past, vocational education 

was considered inferior to general education. The difference between general and vocational 

education has sprout from the past perception of mental versus manual work (Preston & 

Symes, 1992). This view has changed in recent years but if the curriculum is to be 

redesigned to make it more vocational then it demands great modification from its current 

status. Preston and Symes (1992) drew attention towards its major limitations that this type 

of knowledge would produce obedient, mute and hard worker of the future, trained but not 

educated people. 

2.6.3.1.3 Child-Based knowledge 

           Child-based knowledge is another kind of knowledge that qualifies for a place in 

curriculum content. This kind of knowledge is concerned with every child or student. 

Davis, Sumara and Kieren (1996) suggested that knowledge should be enacted by learners 

through participation in their world. In this context, curriculum can be co-emergent with the 
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world outside and associate their experience in a circular manner. So in the production of 

knowledge, students, teachers and subject matter engage interactively. This interaction 

between the learners and teachers extinguishes the traditional boundaries that separate 

learners and teachers. 

2.6.3.2 Scope of Curriculum Content 

           Various issues are associated with the scope of curriculum which makes the selection 

of contents debatable. These issues are: 

 The core curriculum 

 The division of topic 

 Matching student and content 

 Integration of content  

 An overcrowded curriculum 

2.6.3.2.1 Core Curriculum 

           The first debatable issue is core curriculum. What is core curriculum and what is non-

core curriculum? Who is going to decide the contents of core and non-core curriculum? 

2.6.3.2.2 Division of Topics 

           Second issue is concerned with the question that how much liberty teachers and 

schools have in the selection and division of topics of study, along with the question that 

how many subjects will be taught at one time. Further these topics are arranged into single 

lesson and unit that can cover several weeks (McGee 2005). 
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2.6.3.2.3 Matching Student and Content 

            Third issue is the organization of content according to the mental level of the 

learners. McGee (2005) suggested that teachers should select content while keeping student’ 

mental level otherwise the content will be too easy or too hard. 

2.6.3.2.4 Integration of Content 

            Fourth issue is integration of content which is longstanding in curriculum history. 

Tyler (1949) proposed two types of integration: vertical integration and horizontal 

integration. Vertical integration proposed learning in a single year that should be built upon 

and revisited in successive years. Whereas in horizontal integration teachers link one subject 

to the other subject. Bruner (1960) coined the term “spiral curriculum” suggesting the 

procedure that how the same concept should be made more and more complex and advanced 

while revisiting each year. It demanded great attention to gather the fragmented parts into 

meaningful wholes. Many researchers (Dufty & Dufty, 1994; Pidgon & Woolley, 1992; 

Whitehead, 1992) presented helpful explanation of integration process. 

2.6.3.2.5 The Overcrowded Curriculum 

            Fifth issue is that a curriculum can be overcrowded with content. McGee (2005) has 

suggested a simple way to find out either the curriculum is overcrowded or not. Make a list 

of topics of one year on charts and allocate each topic an amount of time, then it will be 

clear that how much topics can fit into one year class programme. Aikin (1994) pointed out 

that if the curriculum is overcrowded, it means that teacher’s job is also overcrowded. At 

this point, school should analyze if the activities that are included in the curriculum content 

are justified while having time constraints.  
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2.6.3.3 Sequence of Curriculum Content 

            Another problematic area in curriculum content is the sequence of content in 

curriculum. Curriculum order is the sequence in which content is given for teaching and 

learning. Print (1993) suggested taking following rules into consideration while planning 

class programmes logically at the school level: 

 Programmes should progress from simple to complex. 

 Prerequisite learning is essential for children to step towards the next level of 

difficulty. 

 Concepts should be concrete in the early years and gradually increase in their degree 

of abstractness. 

 Concepts should be revised to promote students knowledge and their complexity of 

understanding. 

2.6.3.4 Criteria for the Selection of Content  

            Criteria help in selecting content and guide the curriculum developer to think before 

finalizing the content. McGee (2005) presented the following list as criteria for selecting 

content: 

 Validity 

 Significance 

 Inertest 

 Learnability 

 Consistency with social reality  
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2.6.3.4.1 Validity 

           Content should be authentic, reliable, up-to-date and consistent with the objectives of 

curriculum. Out-dated content should be discarded. 

2.6.3.4.2 Significance 

            If content is elemental to a subject in the curriculum and may be tested by the facts, 

concept, ideas and principles directly belonging to that subject then it is significant. 

2.6.3.4.3 Interest 

            Content should be selected, keeping in mind the learner’ interests. But here the 

question arises, who is going to decide what interests of learner are. Either learners, 

teachers, curriculum developers or society. 

2.6.3.4.4 Learnability 

             Learnability is a test of content to check whether the learner for whom it is intended 

can actually learn it or not. 

2.6.3.4.5 Consistency 

            Consistency should be relevant to the social realties in which the learners live. In this 

way contents can be consistent with social issues, values, attitudes and aspirations that 

motivate learners to develop them into effective citizens.  

2.6.4 Teaching Method 

            In curriculum development teaching methods also play important role. This part will 

not delve deep into the philosophies of teaching methods because it is beyond the scope of 
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this study. Here teaching methods and activities are considered as part of curriculum 

development process model as shown in the figure (2.6). 

 

Figure 2.15 Teaching Methods in Curriculum Development Process (McGee, 2005) 

2.6.4.1 Types of Teaching Methods 

            Many curriculum planners and developers have pondered over the issue that either 

they should include teaching methods and strategies in their model or not. Most curriculum 

planners have incorporated teaching methods as guidelines to help teachers making logical 

and empirical choices to implement curriculum in their class. Neary (2002) divided teaching 

method into: 

 Didactic Method 

 Socratic Method 

 Facilitative Method 

 

decisions from 
situational analysis

decisions about 
intentions and 

objectives

decisions about 
content to be studied

decisions about 
learning and 

teaching activites

decisions about 
evaluation of teaching 

and learning



 

 50 

2.6.4.1.1 Didactic Method 

            Neary (2002) proclaimed in this method learners respond mechanically. The learners 

are expected to respond in the same manner as they were informed by the teacher. The 

learner is forced to write back their knowledge in the examination booklets as were 

delivered. This method promotes rote learning. 

2.6.4.1.2 Socratic Method 

            In this method, Neary (2002) declared that teachers develop a series of questions 

which lead learners toward the conclusion or truth. This method is also known as problem-

solving or decision making approach. Teachers organize questions gradually, encourage 

students to be contemplative, creative and insightful participant. This method is more 

appropriate for adult learners. 

2.6.4.1.3 Facilitative Method 

            Facilitative methods are learner centered and are amid to encourage learners to 

participate actively while taking the responsibility of their learning on their own. Here 

teacher works as a facilitator. 

2.6.4.2 Models of Teaching 

            Every teacher applies various teaching techniques to facilitate learners for learning. 

A lot of teaching models have been offered for specific styles, techniques and types of 

teaching. Most teachers use a complex combination of features of different models, Joyce, 

Weil and Showers (1992) believed that if teachers use some specific strategies to teach the 

curriculum, the achievement level of their learners will improve. McGee (2005) presented 

number of models under four categories: 
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Models of Teaching 

 

 

 

   Figure 2.16 Models of Teaching (McGee 2005) 

2.6.4.2.1 Information Processing Models 

            Information processing models highlight the ways or methods that people use to 

gather and process information from a number of sources. All the models of this category 

according to McGee (2005) ignored to develop the social and personal aspects of learners.  
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 the Taba (1966) inductive thinking model 

 the Suchman (1962) inquiry training model 

 the Schwab(1965) scientific inquiry model 

 the Piaget (1970) cognitive growth model 

 the Ausubel (1963) advance organiser model 

2.6.4.2.2 Social Interaction Models 

            The models under this category strive to help learners develop effective interpersonal 

relations to be good citizen. These models focus on group problem-solving and interpersonal 

strategies. A few models are: 

 group investigation: Dewy (1966)  

 social inquiry: Massialas and Cox (1966) 

 jurisprudential model: Oliver and Shaver (1966) 

 Role playing: Shaftel and Shaftel (1967)  

2.6.4.2.3 Personal Models 

            Personal model are intended to focus on the affective traits of student personality, 

focusing that growth engages the creation of meaning and personal direction which is 

brought about through communication with the environment.  Models included are:  

 Rogers (1983): the non-directive teaching model 

 Gordon (1961): the synectics model 

 Glaser (1975): the classroom meeting model 

            Personal models assumed that children are competent of independent learning. 

Teachers require special trainings to implement these models. 
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2.6.4.2.4 Behavioral Models 

            Based on behavioral psychology, these models aim to change overt behaviors 

(McGee, 2005). Behavioral models are effective in special education. Models included are: 

 Contingency management and self-control (Skinner, 1953) 

 Assertiveness training (Wolpe & Lazarus, 1966)  

 Direct training (Gagne, 1977) 

            Behavioral models over look the inner aspects of learning that the other groups of 

models focus. By studying these models, teachers can better decide which method should be 

opted keeping in mind the content and mental level of the learners. No single model of 

teaching can be declared as better among the other models. It all depends upon the situation, 

teaching method by a same teacher can vary in various situations. 

2.6.5 Curriculum Evaluation 

            Evaluation is concerned about making judgments. Curriculum evaluation has an 

important place in curriculum studies (Harris & Bell 1994; Marsh & Willis, 1999; Vashist, 

1993). People insist on educational accountability and the experts demand for educational 

reforms. A curriculum can be evaluated in a number of ways, like its internal consistency, its 

representation of reality, its appropriateness, its teachability and its possible intended and 

unintended out comes. Furthermore, curriculum evaluation included the study of teachers' 

and students' interaction with each other and with a curriculum in a particular environment. 

Curriculum evaluation may include examination of goals, objectives, rational, the structure 

of curriculum, the content, along with the analysis of the interests, reactions, motivations 

and achievements of the students facing that curriculum. Norris (1990) suggested paying 
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special attention to curriculum evaluation. Glathorn et al. (2006) stated that curriculum 

evaluation should focus or evaluate the programme of studies, a field of study and a course 

of study. The programme of studies covers all the pre-planned learning experiences for 

many years for a group of learners, a field of study deals with the planned learning 

experienced for many years for a specific discipline or an area of study, whereas a course of 

study is concerned with all the planned learning experiences for one year or less in a given 

field of study. 

2.6.5.1 Purpose of Curriculum Evaluation 

            The purpose of evaluation is to analyze the policies, motives and implementation of 

curriculum. The evaluation of curriculum implementation on large scale, for instance across 

a school, district, province or nation leads to assure the policies and motives of development 

for curriculum. Whereas, the evaluation at small scale, for instance with a school leads to 

analyze the individual purposes. According to Marsh and Willis (1999) evaluation of 

curriculum at school level aimed to: 

 Improve teaching according to the need of learners. 

 Examine the effects of the newly introduced curriculum. 

 Respond to dissatisfaction with school policies. 

 Resolve conflict with the school. 

 Vashist (1993) stated the following purposes of curriculum evaluation: 

 To maintain standards 

 To guide teaching 

 To motivate learning 

 To select student  
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 To furnish instructions  

 To appraise teachers, teaching methods, books, content, etc. 

2.6.5.2 Types of Evaluation 

            Harris and Bell (1994) categorized types of evaluation on a continuum. One end of a 

continuum may lead to different conclusions if compared to the other end of the continuum. 

Figure (2.18) lists a few bipolar types of evaluation: 

Diagnostic and formative_____________________________________  Summative 

Informal__________________________________________________   Formal 

Criterion–referenced_______________________________________  Norm-referenced 

Process___________________________________________________ Product 

Learner–judged___________________________________________   Teacher-judged 

Internal___________________________________________________  External 

Inclusive__________________________________________________  Exclusive 

Liberal___________________________________________________  Technicist 

 

Figure 2.17 Some Bipolar Value Positions Implicit in Educational Evaluation (Marsh & 

Willis, 1999) 

 

2.6.5.2.1 Diagnostic and Formative versus Summative 

            Learners come into class with different backgrounds, motives and interests. So it is 

required to check students' knowledge and understanding before starting a new unit. In this 

context diagnostic data is gathered about learners before the start of a unit whereas 

formative data is gathered when the unit is being taught. Contrary to diagnostic and 

formative evaluation, summative evaluation gathers data which helps to conclude that the 

final goal of the curriculum is achieved or not. Many researchers (Gipps, 1996; Pryor & 
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Torrance, 1996; Sadlor, 1989) noted that diagnostic and formative versus summative 

approaches to evaluation are not based on empirical evidence. 

2.6.5.2.2 Informal versus Formal 

            Filer (1993) opined that informal observations are carried out to gather information 

about what is happening to learners. Informal evaluation is continuous and un-obtrusive in 

nature. Whereas formal evaluations are well planned and quite obtrusive. Weekly or 

monthly tests can be taken as formal evaluation. 

2.6.5.2.3 Criterion-Referenced versus Non-Referenced 

            In criterion referenced measures students are supposed to achieve the external 

standards and against these standards students are evaluated. Contrastively, in norm 

referenced measure, students are compared to the other student sharing the same level. 

Marsh and Willis (1999) opined that norm- referenced measure is helpful to provide data 

which highlight student’s performance regarding specific tasks. 

2.6.5.2.4 Process versus Product 

            Traditionally, evaluations focus on what students produce. For instance project and 

reports. Products are given priority in the evaluation of a course. However processes, for 

instance cognitive skills, problem solving and working collectively in group are more 

important (Withers & McCurry, 1990). 

2.6.5.2.5 Learner-Judged versus Teacher-Judged 

            Marsh and Willis (1999) stated that mostly, in schools teachers judge students’ 

achievement of standards. Conversely, students can also be involved in self-assessment. 
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Students' judgments about themselves motivate learners to see their own strengths and 

weaknesses.  

2.6.5.2.6 Internal verses External 

             Internal evaluation is carried out by the person being evaluated such as students and 

teachers. Internal evaluations are usually conducted by local authorities (Marsh & Willis, 

1999). External evaluations entail the transfer of high level assessments, usually conducted 

by state and nationwide standardized tests at schools. Harnish and Mabry (1993) stated that 

standardized tests are the most commons means of evaluation of public schools. 

2.6.5.2.7 Inclusive versus Exclusive 

            Inclusive evaluation means fair and accurate conduction of evaluation irrespective of 

gender, ethnicity, handicap or any other characteristic that is not important to the individual. 

Inclusive evaluation is unbiased in nature whereas exclusive evaluation is biased in nature. 

Gipps and Murphy (1994) have stated some forms of assessment, like multiple choice test 

have a tendency of being biased against females, Along this Wright ( 1989) tried to highlight 

subtle biases in the context of ethnicity. 

2.6.5.2.8 Liberal versus Technicist  

            Researchers (Blackmore, 1988; Broadfoot, 1979; Marsh & Willis, 1999) have 

charged that traditional forms of student’s evaluations are technicist in negative sense. For 

instance, traditional written exams consider academic learning as superior to other forms of 

learning. On the contrary, liberal evaluation considers social, economical and political 

aspects that make the total cultural milieu. 
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2.6.5.3 Curriculum Evaluation Models 

            Models are the general guidelines of a specific action to be taken. Curriculum 

experts have presented a variety of evaluation models which are helpful to conduct a 

specific evaluation of a curriculum. Curriculum evaluation models are developed to lead 

how evaluation should be undertaken or planned. Some important models in the field of 

curriculum evaluation are discussed in the following lines: 

 Objective Model 

 Countenance Model 

 Stufflebeam’s Context-Input-Process-Product  

 Illuminative Model 

 Eisner’s Connoisseurship Model 

2.6.5.3.1 Objective Model 

            Tyler’s objective model is one of the earliest curriculum evaluation models. 

Objective model sprouts directly from the curriculum model forwarded in Basic Principles 

of Curriculum and Instruction by Tyler (1949). Objective model follows a strict ends-means 

rational while recommending that tests selected by the evaluators should focus the 

conventional standards of objectivity, reliability and validity. Pre and post tests should be 

held to measure changes in students' behavior that is the result of the taught curriculum. 

Many researchers (Fraser, 1983; Glathorn et al., 2006; Marsh & Willis, 1999) have 

highlighted the several advantages of objective model. This model is easy to understand and 

apply. Tyler’s model (1949) opened new ways of curriculum evaluation. This model has 

limitations too. Guba and Lincoln (1981) pointed out various limitations of objective model. 
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Tyler (1949) did not make it clear that how the objectives themselves are evaluated. It 

restricted creativity in curriculum development by giving priority to objectives.  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Figure 2.18 Tyler’s Objectives Model of Curriculum Evaluation 
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2.6.5.3.2 Countenance Model 

            Stake’s (1967) countenance model is an extended version of Tyler’s (1949) objective 

model. Stake (1967) developed evaluation model with three parts (McGee, 2005): 

 antecedents (general goals, material, and student’s aptitudes) 

 transactions (classroom interactions between teachers and learners) 

 outcomes (formal learning, appreciations and attitudes) 

            Figure (2.19) presents an organizational framework for conducting curriculum 

evaluation. In countenance model, the evaluators collect data for two matrices, the 

description matrix and the judgment matrix while dividing each matrix into antecedents, 

transactions, and outcomes. 
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 Description matrix     Judgment matrix 

    Intents            Observations                  Standards       

Judgments 

  

     Congruence              Antecedents 

 

    Logical    Empirical 

Contingency              Contingency 
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Rationale 

Figure 2.19 Stake’s (1967) Countenance Model of Evaluation 
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            Guba and Lincoln (1981) found that countenance model fails to explain the criteria 

for judgment that Stake thought should be made public and explicit. 

2.6.5.3.3 Stufflebeam’s Context-Input-Process-Product Model 

            The clear limitations in Tyler’s (1949) and Stake’s (1967) models directed 

curriculum evaluation experts to find an alternative model of the Context-Input-Process-

Product (CIIP) model by Daniel Stufflebeam (1971). Stufflebeam’s model serves as a means 

to generate data relevant to four stages of programme: 

 Context evaluation: The needs and problems occurring in the context help decision 

makers determine goals and objectives.  

 Input evaluation: It evaluates optional means for achieving the already described 

goals, choosing best means. 

 Process evaluation: The monitoring of processes both to make sure that the means 

are actually being implemented and to make necessary modifications. 

 Product evaluation: The comparison between the actual ends and intended ends leads 

to a series of recycling decisions. 

 In all the above discussed four stages, the following steps are taken: 

 The kinds of decisions are indentified. 

 The kinds of data needed to make those decisions are indentified. 

 The data are collected. 

 The criteria for determining quality are established. 

 The data are analyzed on the basis of these criteria. 

 The needed information is provided to decision makers (Stufflebeam, 1971).  
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            The CIPP model provides detailed and step-by-step guidance to its users. The CIPP 

model has serious limitations too. As, Guba and Lincoln (1981) revealed that it is difficult to 

execute and costly to continue.  

2.6.5.3.4 Illuminative Model 

            Parlett and Hamilton (1972) developed the illuminative model. The illuminative 

model uses informational, observational means of collecting data. It was a nonconventional 

approach to curriculum evaluation in the times when it was presented. The illuminative 

model applies new concepts, assumptions and methodologies to evaluate curriculum. Parlett 

and Hamilton (1972) highlighted the two important aspects of curriculum, the instructional 

system and the learning milieu. They have suggested that instructional system should not be 

considered to extract goals and objectives, since each educational situation and the context 

in which it exists are unique. Moreover, a Curriculum is never implemented as it is planned, 

so it is pertinent to investigate the learning milieu itself.  
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Stage 

1 
Observing 

Familiarization with day-to-day 

reality of the setting: to build up a 

continuous record of ongoing 

events, transactions, and informal 

remarks and to isolate significant 

features 

Methods 

Social anthropological. Major use of 

observation in classrooms and 

interviewing teachers and students. 

Also use of primary sources such as 

committee minutes. The attempt is to 

use unstructured methods to unravel 

patterns and relationships.  

Stage 

2 
Inquiring   

Selection of a number of 

occurrences for more sustained and 

intensive inquiry 

Methods 

Observations directed toward specific 

activities. Interviews with teachers and 

students. Use of survey-type 

questionnaires and attitude tests. 

Stage 

3 
Seeking general principles 

Placing of individual finding within 

a broader explanatory context. 

Seeking cause-and-effect patterns 

Methods 

Continuous use of observation, 

interviews, and questionnaires. 

Figure 2.20 Parlett and Hamilton’s (1972) Model of Evaluation 

            Figure (2.20) portrays the three overlapping stages of illuminative model. The first 

stage is "observing". At this stage, the curriculum evaluators work as social anthropologists 

to observe the complex learning milieu. Curriculum evaluators primarily depend on 

observations and then interviews with teachers and learners. The second stage is "inquiring". 

At this stage, evaluation becomes comparatively specific and more focused on the evidence 

which is of greater importance in the milieu. The investigations with teachers and learners 

become narrower. Questionnaires and surveys are used to gather particular information 

about the teachers and learners. The third and final stage is "seeking general principles". At 

this stage, evaluators indentify patterns of cause and effect to draw general statements 

explaining how the curriculum is operational in real life situation. The illuminative model 
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demands highly competent evaluators having good interpersonal skills (Norris, 1990; 

Parson, 1976).  

2.6.5.3.5 Eisner’s Educational Connoisseurship Model 

            Eisner presented his educational connoisseurship model in numerous papers in 1970s 

(Eisner, 1975, 1976, 1977). Constructed on the same foundation, Eisner has continued to 

improve and elaborate it, particularly in his later books (Eisner, 1979, 1985, 1991). Eisner’s 

(1979) model is the first model of educational evaluation to deal with the issues of 

objectivity versus subjectivity. The model is founded on the two closely related ideas of 

educational connoisseurship and educational criticism. Marsh and Willis (1999) made 

Eisner’s idea of connoisseurship clear by stating that it is the art of appreciation, or an 

aptitude to make delicate differences between different qualities, additionally an educational 

connoisseur is a person expert at discerning and judging what is going on in classrooms. 

Whereas criticism is the art of justifying the judgment through reasons and an educational 

critic is a person expert at explaining the quality of what is going in classrooms. 

            Educational connoisseurship demanded the evaluators to be aware of how to look, to 

see, and to appreciate (Eisner, 1979). The evaluators should answer the three basic 

questions: 

 First question: What I see in this classroom? 

 Second question: What reflections can I make about I have experienced? 

 Third question: How can I render my reflection to others? 

            Eisner (1979) divided educational criticism into three interrelated processes. 

Description is mostly written and helps readers to develop some perceptions that the 
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evaluator experienced in the classroom. Interpretation is the attribution of meanings to the 

classroom and the specifics within it. And appraisal is the judgment of the quality of 

evaluator’s experience.    

Educational connoisseurship 

Private: Art of appreciation  

What do I see in this classroom? 

What reflections can I make about what I 

have experienced? 

How can I render my reflections to others? 

Educational criticism 

Public: Art of disclosure  

Description 

Interpretation and appraisal  

by the use of –metaphor and simile                                

theme 

Figure 2.21 Educational Connoisseurship Model (Eisner, 1979) 

 The educational connoisseurship model (Eisner, 1979) does not offer specific steps 

or methodology. This freedom on the part of evaluator may lead to troubles.  

            All the above discussed models have distinct as well as common feature, if compared 

with each other. Focusing on the common features and analyzing some other evaluation 

models, Glatthorn, et al. (2006) developed a list of criteria which can be used in assessing as 

well as developing evaluation models. The criteria are givens below: 
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An effective curriculum evaluation model…. 

1. Can be implemented without making inordinate demands upon district resources. 

2. Can be applied to all levels of curriculum- programs of study, fields of study, courses 

of study. 

3. Makes provisions for assessing all significant aspects of curriculum–the written, the 

taught, the supported, the tested, and the learned curricula. 

4. Makes useful distinctions between merit (intrinsic value) and worth (value for a given 

context). 

5. Is responsive to the special concerns of district stakeholders and is able to provide 

them with the data they need for decision making. 

6. Is goal–oriented, emphasizing objectives and outcomes. 

7. Is sensitive to and makes appropriate provisions for assessing unintended effects. 

8. Pays due attention to and makes provisions for assessing formative aspects of 

evaluation. 

9. Is sensitive to and makes provisions for assessing the special context for the 

curriculum. 

10. Is sensitive to and makes provisions for assessing the aesthetic or qualitative aspects 

of the curriculum. 

11. Makes provisions for assessing opportunity cost-the opportunities lost by those 

studying this curriculum. 

12. Uses both quantitative and qualitative methods for gathering and analyzing data. 

13. Presents findings in reports responsive to the special needs of several audiences. 

Figure 2.22 Criteria for a Curriculum Evaluation Model (Marsh & Willis, 1999) 

2.7  Curriculum Development in Pakistan: A Historical Perspective 

 Since the independence of Pakistan, the development of education has consistently 

been a controversial issue. In this section, the pathways and land marks targeted in 

educational policies are discussed and criticized in a systematic and chronological order. 

This section unfolds the Pakistani education system and its education policies, starting from 

1947 to present that how they are envisioned, planned, executed and what are the 

achievements. So to discuss the education policies first of all it is significant to have brief 

description of educational institution that is based on the social classes in the country. 
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2.7.1 Stages of Education 

 The structure of education in Pakistan has always been remained in a state of flux 

and transformation. The existing educational structure has elementary, secondary and 

tertiary stages according to the education policy 1979. Elementary stage consists of primary 

and middle class, secondary stage starts from class IX and ends at class XII, whereas tertiary 

education starts from class XIII to degree classes (bachelors and master degree). 

 Since, the present study aims to present a curriculum development model for higher 

secondary English then it is important to discuss secondary education in detail.  

2.7.1.1 Secondary Education 

  Secondary education serves as a bridge between the regular education and career 

making stages. It is divided into different streams at the higher secondary stage according to 

the interests and aptitude of the students. The enrolment rate at secondary level has reached 

31% and 24% in 2008-09 (Pakistan Education Statistics 2008-09). Secondary education is 

further divided into two sub categories of secondary and higher secondary. Iqbal (2011) 

stated that secondary stage is comprised of class IX and X and the age of pupils is 13 to 15 

years respectively. This stage provides learners with various schemes of studies to choose 

according to their own aptitude and likings. 

 Whereas, higher secondary stage is composed of class XI and XII and the 

corresponding age of pupils is 15 to 17 years respectively. Higher secondary stage is also 

known as intermediate stage. The higher secondary or intermediate education is delivered in 

higher secondary schools, intermediate and Degree Colleges. Higher secondary school 

education leads learners to enter university or professional institutions like medical and 

engineering colleges. 



 

 69 

2.7.2 The First Educational Conference (1947) 

 The attempts to develop educational sector can be discussed in the light of 

recommendation made in various conferences, reports of commission on National education, 

education policies and five year developmental plans. All these documents reveal ambitious 

wishes and efforts by government in field of education. All these ambitious wishes and 

efforts of the educational policies and plans will be discussed in chronological order. 

Proceedings of the All Pakistan Educational Conference, right after the independence was 

held in November, 1947 to give direction to the field of education. Iqbal (2011) stated that 

Quaid-e-Azam Muhammad Ali Jinnah recommended to incorporate the Islamic traditions, 

and modern science and technology into the recommendations. The recommendations made 

by the First Educational Conference suggested Urdu as the official language, curriculum 

revision, variety of courses, compulsory Islamic education, free and compulsory education, 

suitable with the new social order. 

 The ambitious aims targeted in the First Educational Conference were more general 

than specific in terms of its scope, structure and outcomes (Qureshi, 1975; Iqbal, 2011). 

2.7.3 The second Educational Conference (1951) 

 The second attempt of reform in the educational sector was made through the Second 

Educational Conference in 1951. Like the first Educational Conference of 1947, the Second 

Educational Conference made recommendations keeping in view the demands of the time 

and the needs of the society. 
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2.7.4 The First Five Year Plan (1955-60) 

 A planning board was established to introduce the development plans in the form of 

five year periods in 1954. The focal point of the First Five Year Plan was the improvement 

in the quality of education, extension of infrastructure, facilities in professional fields and 

opening of the new schools particularly in rural areas (Iqbal, 2011). 

2.7.4.1 Secondary Education in the First Five Year Plan (1955-60) 

 Secondary education aimed to develop a sense of pride among the students regarding 

their history. According to the First Five Year Plan (1955-60), some primary schools were 

selected to be upgraded to the level of secondary schools, existing secondary school were 

planned to improve and 75 new secondary schools were proposed to establish.  

Table 2.1Expansion in Education Sector during First Five Year Plan 1955-60 

Expansion in Education Sector during First Five Year Plan 1955-60 

Level of Education No. of Institutions Enrolment 

 1954-55 1959-60 1954-55 1959-60 

Primary 40162 44484 3878468 4728277 

Secondary 5343 6096 1180119 1442868 

Arts & Science Colleges 147 212 64871 118859 

Universities 6 6 6231* 9054 

Teacher Training Institutes 102 102 9156 9511 

Note. 50 year of Pakistan in Statistics Volume II (1947-72) 

*academic year 1956 
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2.7.4.2 The Commission on National Education (1959) 

 The National Education Commission 1959 was set up to analyze the existing 

education system and recommended some measures to meet the challenges of the fast 

moving world. According to Akhtar (2004) the commission proposed two principles for 

developing the curriculum at higher secondary stage. First, it should provide a list of 

compulsory subject to impart knowledge to students that they required to cope with 

changing times. Second, it should offer additional subjects and trainings to the students to 

make them ready for their future career. Iqbal (2011) found that the Commission on 

National Education (1959) stressed the revision and modernization of the curriculum at 

higher secondary level. All the recommendations offered by the commission of 1959 were 

good on paper but when the implementation stage came a very few of the recommendations 

were actually materialized either due to the over-ambitious targets or lack of resources. 

2.7.5 The Second Five Year Plan (1960-65) 

 Planning board was responsible for the planning of education before the appearance 

of Second Five Year Plan. The planning board was removed by the educational 

establishment and was made responsible for the future planning of education. Moreover, the 

educational establishment was supported by launching an Implementation and Evaluation 

Cell (Iqbal, 2011). Along this, coordination between provincial departments of education 

and the Federal Ministry of Finance was established. National Book Centre, Bureau of 

Education and Text Book Boards were established. There was a rapid expansion in 

education sector as shown in the table 2.2: 
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Table 2.2 Expansion in Education Sector during 2nd Five Year Plan 1960-65 

Expansion in Education Sector during 2nd Five Year Plan 1960-65 

Level of Education No. of Institutions  Enrolment  

 1960-61 1964-65 1960-61 1964-65 

Primary Education 47574 60064 5036544 6576503 

Secondary Education 6110 8157 1493508 21277928 

Arts & Science Colleges 232 389 131054 259916 

Universities 10 10 13031 22853 

Teacher Training Institutes 104 144 10570 23003 

Note. 50 year of Pakistan in Statistics volume II (1947-72) 

 The overall implementation of the plan was satisfactory. In the field of secondary 

education the number of institutions and enrolment of students increased rapidly. 

2.7.5.1 Secondary Education in the Second Five Year Plan (1960-65) 

 In the field of secondary education, significant advances were made. New Pilot 

secondary schools and Model schools were opened to offer diversified curricula like 

agriculture, industrial arts and home economics. Additionally, the curricula were improved 

and modernized. 

2.7.6 The Third Five Year Plan (1965-70) 

 The Third Five Year Plan (1965-70) treated education as national investment and a 

help in economic growth of the nation as a whole. This plan maintained the pace of the 

Second Five Year Plan (1960-65) in the field of education. The third plan expanded the 

facilities and tried to bring the nation into an era of science and technology (Ministry of 

Education & Scientific Research, 1971). 
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2.7.6.1 Secondary Education in the Third Five Year Plan (1965-70) 

 Secondary education met a reasonable expansion both in terms of number of newly 

established schools and enrolment. Furthermore, the focus was on the expansion of science 

education and diversification of courses. The establishment of new Comprehensive schools 

and Model schools were planned to offer a wide range of subjects. Soon the Comprehensive 

and Model schools lost their identity and innovation by becoming part of general stream of 

secondary education. The expansion in education sector during Third Five Year Plan is 

exhibited in table 2.3: 

Table 2.3 Expansion in Education Sector during 3rd Five Year Plan 1965-70 

Expansion in Education Sector during 3rd Five Year Plan 1965-70 

Level of Education No. of 

Institutions 

 Enrolment  

 1965-66 1969-70 1965-66 1969-70 

Primary Education 32930 41290 2638289 3910000 

Secondary Education 4443 5745 1449417 1264000 

Arts & Science Colleges 228 290 134139 175000 

Universities 6 7 14032 15880 

Teacher Training Institutes 75 79 11229 12911* 

Note. 50 Years of Pakistan in Statistics Volume III (1972-82) 

These figures pertain to West Pakistan only *1971 data 

 

2.7.6.2 The Commission on National education (1966)  

 Akhtar (2004) proclaimed that the Commission on National Education (1966) 

recommended that the education should be considered as important factor to grow 

economically. Hence, the education should prepare students as able doers who are helpful to 

the progressive and democratic society. Moreover, the commission also suggested that the 

ideological and philosophical grounds on which our country was made must have the most 

important place in our education system.  
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2.7.7 The Education Policy 1969 

 The Education Policy of 1969 was formulated with the help of parents, teachers and 

the other cross-sections of society. The proposals of the Education Policy 1969 were 

presented in July, 1969. Iqbal (2011) stated that the main purpose of the policy was to use 

education as a tool for national unity. The Education Policy 1969 outlined the 

decentralization of educational institutions for the better administration. The policy also 

suggested giving high priority to the development of analytical and technical skills to cater 

the issues of unemployment in the educated middle class.  

2.7.7.1 Secondary Education in the Education Policy 1969 

 The Education Policy 1969 suggested that curriculum should be revised, with a 

particular stress on science and technical subjects and other vocational skills. Students 

should be encouraged to take interest in agricultural, technical and industrial studies to 

supports the country economically (Akhtar 2004). The Education Policy 1969 was 

abandoned due to the political turmoil in the country. The proposals of the Education Policy, 

1969 were merged into the new Education Policy 1972-80. 

2.7.8 The Fourth Five Year Plan (1970-75) 

 The Fourth Five Year Plan (1970-75) was in the alignment with the Education Policy 

of 1969. The main objectives of the Fourth Five Year Plan (1970-75) were: 

 To make education system more functional in terms of economic growth and 

productivity. 

 To create a literate population and educated electorate.  

 To improve the quality of education. 
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 To make optimum use of available resources. 

 To remove the disparity in education services among rural and urban population. 

 To strengthen the programmes of educational research and development training. 

 The Fourth Five Year Plan (1970-75) was also not implemented like the Education 

Policy 1969 due to the political unrest in the country. Hence the Fourth Plan failed to 

achieve its targets.   

2.7.9 The Education Policy 1972-80 

 The New Education Policy was presented in March, 1972. The Education Policy 

1972-80 emphasized to deal education system as a whole and redesigned it from top to 

bottom. The Education Policy (1972-80) included the recommendations and plans of the 

Education Policy of 1969 and the Fourth Five Year Plan (1970-75) too. The Education 

Policy (1972-80) offered considerable programmes of education, and was ambitious to 

achieve its targets by 1980. 

 The main feature of the Education Policy (1972-80) was the nationalization of the 

private institutions. Iqbal (2011) stated that 100 colleges in Sindh and 78 colleges in Punjab 

were nationalized. Along this almost 1600 school from all over Pakistan were nationalized. 

Hayes (1987) analyzed that the action of nationalization was the most beneficial for the 

teachers. The teachers’ salaries were increased and they got other benefits of the employees 

of public sector but the act of nationalization decreased their efficiency level as there was no 

strong check and balance in the institutions of public sector. Moreover, the nationalization 

act also influenced the education system as a whole. There was a remarkable deterioration in 

the education system. 
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 The reason behind the deterioration of the education system was that the 

administrative structure of the public sector was not strong enough to hold the additional 

charge of approximately 1878 educational institutions. 

 Another disadvantage of nationalization was that before the nationalization most of 

the private educational institutions were charging fewer fees from students and meeting their 

expenditure from the donations provided by various charity organizations. Iqbal (2011) 

stated that in late 1970s the private sector was allowed again to establish educational 

institutions. But this time the establishment of private education institutions was on 

profitable basis. 

2.7.9.1 Curriculum and Textbooks  

 Efforts were made to achieve national unity and harmony among all the provinces. 

The curricula were revised and modernized and new textbooks were published. A National 

Book Foundation was established to publish foreign books at lesser prices. Moreover, 

Curriculum Research and Development Centers were set up at provincial level to 

implement, monitor and evaluate the new curricula. The University Grant Commission 

(UGC) was delegated the responsibility of designing and developing a unified curricula for 

higher class in the universities whereas the National Bureau of Curriculum and Textbooks 

was re-established at federal level to control and develop the curriculum up to classes XII. 

 According to the Constitution of 1973, education was made a joint responsibility of 

the federal as well as provincial governments. Moreover, the Education Act 1976 ensured 

that all provinces of Pakistan will follow the same curricula from grade I to XII, to make 

sure the national unity and integrity among all the provinces. However, there is contrast 

between the decisions of same political party during its two tenures. In 1972, the same 
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political party declared that the designing and development of curriculum will be done at 

federal level to maintain the solidarity and uniformity among the provinces and in 2010, the 

same political party reverted its decision through the 18th amendment by making curricula 

the responsibility of provinces. The shift of curriculum development from federal to 

provincial level again poses a questions mark on the integrity and stability of the nation. 

Additionally this shift raises the question of the uniform standards of education. 

 The Education Policy (1972-80) eliminated the exams from class I-VIII. Terminal 

examinations were tried to improve, held by the Boards of Intermediate and Secondary 

Education (BISE) and the involvement of these boards was made sure in the preparation of 

curricula, teachers' trainings and research. 

2.7.9.2 Secondary Education in the Education Policy 1972-80 

 Secondary education was relatively less focused. Efforts were made to increase the 

enrolment rate at secondary level. In this regard 175,000 seats were created at secondary and 

56,000 at higher secondary level. Diversified curricula were introduced at this stage in the 

form of agro-technical and commercial education. Iqbal (2011) found that later on the agro-

technical trend was ignored, more emphasis was on technical education.  
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Table 2.4 Expansion in Education Sector during 1970-71 to 1977-78 

Expansion in Education Sector during 1970-71 to 1977-78 

Level of Education No. of Institutes Enrolment No. of Teachers 

 1970-71 1977-

78 

1970-714 1977-1978 1970-71 1977-

1978 

Primary  43710 53964 3990000 5015000 96000 134400 

Middle 3822 5100 951000 1304000 34000 48800 

Secondary 2269 3481 373500 538000 38000 62800 

Arts & Science 

Colleges 

314 430 199200 221000 8823 11548 

Professional Colleges 73 95 37245 62113 1868 3331 

Universities  7 15 17690 41130 1571 3265 

Teacher Training 

Institute 

66 92 12911 9428 255* 317* 

Note. 50 Years of Pakistan in Statistics Volume II (1947-72) & III (1972-82) 

*The data include the IERs of University of the Punjab and Sindh and colleges of Physical Education 

 

 The Education Policy (1972-80) was not properly implemented because of no 

appropriate planning. The policy was implemented haphazardly and there was lack of 

coordination among the responsible bodies. Budgeting was low. The policy was presented to 

attain political motives not the educational targets (Iqbal, 2011; Hayes, 1987). The 

recommendations offered by the UGC and other curriculum developing bodies were 

ignored. 

2.7.10 The Education Policy 1979 

 General Muhammad Zia-Ul-Haq, Imposed Martial law in July, 1977. General Zia-

Ul-Haq administration was focused to Islamize the whole nation in general, and the 

education system in particular. The government commenced a National Education 

Conference in 1977 to achieve the goal of Islamization. The Education Policy (1979) was 

presented in the light of the recommendations offered by the National Education Conference 

of 1977. The policy stated the following objectives: 
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 The policy recommended for the revision, modernization and Islamization of the 

curricula to bring it into conformity with the Islamic ideals and diversification of 

curricula by adding new subjects to the existing scheme of studies. 

 National language would be used as medium of instruction to strengthen ideological 

foundations of the nation. 

 Primary universal enrolment would be achieved for boys and girls by 1986-1987 and 

1992 respectively. 

 Nearly 13000 new primary schools would be opened specially in rural areas. 

 The educational set up would be restructured by replacing the existing four tier 

system-primary, secondary, college and university with a three tier system-primary 

(I-VIII), secondary (IX-XII) and university (4-years B.A/B.Sc. & above). The 

secondary and higher secondary education (classes IX-X & XI-XII) were to be 

combined to form a new secondary education. 

 About 5000 madaris would be opened during the plan. 

 Special efforts were promised for the improvement of female education. 

 Private enterprise would be encouraged to open educational institutions particularly 

in rural areas. 

 10,000 adult literacy centers would be organized. 

  The nomenclature 'English medium schools' would be abolished and Urdu would be 

the medium of instruction in schools throughout Pakistan. Efforts would be made for 

its use for official purpose also. 

 The Provincial Education Extension Centers would be strengthened to provide 

quality teacher education. 
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 The quantitative expansion of the education system, especially at the college and 

university level would be checked, and stress would be laid on improving the quality 

of education along with an appropriate expansion. 

 Public examination at secondary level was to be conducted in national language 

(Urdu) by the year 1989. 

 The announcement of the Education Policy coincided with the Fifth Five Year Plan 

(1978-83). So the implementation of the policy will be disused under the Fifth Five Year 

Plan.  

2.7.11 The Fifth Five Year Plan 1978-83 

 The Fifth Five Year Plan (1978-83) suggested shifting the emphasis from 

quantitative extension to qualitative extension in the field of secondary and higher 

education. The budget of Rs.8.41 million was announced for education sector in the Fifth 

Plan. Table 2.5 summarized the allocation of budget for different sections: 

Table 2.5 Financial Allocation for Education under 5th Five Year Plan (1978-83) 

Financial Allocation for Education under 5th Five Year Plan (1978-83) 

Sub-Sector %age of Exp. 

1. Primary Education 24.5 

2. Secondary Education 33.9 

3. Teacher Education 4.5 

4. Technical Education  7.6 

5. College Education 8.5 

6. Universities Education 5.7 

7. Scholarships 5.6 

8. Miscellaneous 9.7 

Total 100 

Note. Sixth Five Year Plan (1983-88) 
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 The curricula were revised at all levels to include the Islamic values. The Fifth Five 

Year Plan (1978-83) announced that Urdu will be the medium of instruction from 1989. 

Educational institutions followed the directions and adopted Urdu as a medium of 

instruction. Ironically, in 1988 the decision was reverted and once again the medium of 

instruction was English. 

2.7.11.1 Secondary Education in Fifth Five Year Plan (1978-83) 

 The former four tier system of education was replaced with three tier system of 

primary, secondary and university education. The previous secondary and intermediate 

stages of class IX-X and XI-XII were combined to from new secondary stage. For this 

reason, the existing intermediate colleges were either transformed into higher secondary 

schools or into degree colleges. Furthermore, 200 new secondary schools were established. 

 The lecturers of the intermediate colleges were moved to degree colleges and a new 

staff was appointed with M.A/M.Sc. qualification for higher secondary schools. 

Additionally, the religious institutions known as madaris were brought under the national 

educational system with a grant to improve their physical conditions. English was 

introduced in the curricula of the madaris. 

2.7.12 The Sixth Five Year Plan (1983-88) 

 The Sixth Five Year Plan (1983-88) also gave importance to education by stating 

that  

Education is the most vital investment for any programme of socio-economic 

development. Its' neglect costs generations. No uneducated society has ever 

achieved the height of economic and political power. No educated society has 
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 ever been left behind in the relentless march of history.  

      (Planning commission, 1983) 

 The allocation of finances to the education sector during the Sixth Five Year Plan 

(1983-88) is described in the table (2.6): 

Table 2.6 Financial Allocation for Education under 6th Five Year Plan (1983-88) 

Financial Allocation for Education under 6th Five Year Plan (1983-88) 

 Sub-Sector %age of Exp. 

1. Primary Education 35.3 

2. Secondary Education 20.8 

3. Teacher Education 1.5 

4. Technical Education  11.8 

5. College Education 6.5 

6. Scholarships 3.3 

7. Literacy and Mass Education  3.8 

8. Universities Education 10.6 

9. Library System  2.3 

10. Miscellaneous Programme 2.9 

11. Other Divisions 1.3 

 Total 100.0 
Note. Sixth Five Year Plan (1888) 

2.7.12.1 Secondary Education in Sixth Five Year Plan (1983-88) 

 According to the National Education Census (1987a) the participation rate of 

students at secondary level was estimated to be 21%. The Sixth Five Year Plan (1983-88) 

emphasized to increase the participation rate at secondary level. For this purpose secondary 

schools were upgraded into higher secondary schools.  
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Table 2.7 Expansion in Education Sector during 6th Five Year Plan (1983-88) 

Expansion in Education Sector during 6th Five Year Plan (1983-88) 

Level of 

Education 

No. of Institutes Enrolment No. of Teachers 

 1983-84 1987-88 1983-84 1987-88 1983-84 1987-88 

Primary  73228 105884 6860000 7959000 177300 196200 

Middle 5984 6993 1730000 2053000 57800 61600 

Secondary 4489 6052 659000 834000 82100 106500 

Arts & Science 

Colleges 

469 548 355000 420000 13130 16490 

Professional 

Colleges 

99 99 56276 73609 3769 4621 

Universities  20 22 50418 65340 3490 4020 

Teacher Training 

Institutes 

123 

 

241 14283 39422 300* 3200* 

Note. 50 year of Pakistan in Statistics Volume III (1972-82) & IV (1982-97) 

*The data include the IERs of University of the Punjab and Sindh and colleges of Physical Education 

** Date also include teachers from colleges of Education in addition to IERs & colleges of Physical education 

 

2.7.13 The Seventh Five Year Plan (1988-93) 

 The Seventh Five Year Plan (1988-93) focused to increase the literacy rate at all 

levels by increasing the amount of budget. 

Table 2.8 Financial Allocation for Education under 7th Five Year Plan (1988-93) 

Financial Allocation for Education under 7th Five Year Plan (1988-93) 

 Sub-Sector %age of Exp. 

1 Primary Education 43.8 

2 Secondary Education 28.3 

3 Teacher Education 1.3 

4 Technical Education  8.6 

5 College Education 2.7 

6 Scholarships 3.3 

7 Literacy and Mass Education  1.3 

8 Universities Education 8.6 

9 Miscellaneous Programmes 2.1 

 Total 100 

   
Note. Seventh Five Year Plan (1988-93) 
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2.7.13.1 Secondary Education in the Seventh Five Year Plan (1988-93) 

 The participation rate was planned to increase at secondary level. Almost 4,201 

primary and 2,600 middle schools were upgraded to secondary level. Two million additional 

students were enrolled at secondary level (Iqbal, 2011). Skill based learning was introduced 

in the curriculum. 

Table 2.9 Expansion in Education Sector during 7th Five Year Plan 1988-93 

Expansion in Education Sector during 7th Five Year Plan 1988-93 

Level of 

Education 

No. of Institutes Enrolment No. of Teachers 

Primary  111302 130596 9254000 12726000 248600 299000 

Middle 7004 11808 2394000 3040000 75000 71800 

Secondary 6693 9326 943000 1261000 135500 132700 

Arts & Science 

Colleges 

556 649 428000 703000 16928 20672 

Professional 

Colleges 

99 147 74848 76726 4428 4520 

Universities  22 23 69361 68301 4162 5728 

Teacher Training 

Institutes 

593 227 71066 38723 3193 5772 

Note. 50 Year of Pakistan in Statistics Volume IV (1982-97) 

2.7.14 The National Education Policy 1992 

 The National Education Policy 1992 first identified the future needs and demands of 

the country in the field of education to offer its recommendations. The policy (1992) 

provided a conceptual framework of “Education for All” (EFA). 

2.7.14.1 Secondary Education in the National Education Policy 1992 

 The policy (1992) recommended that curricula should enhance creativity and 

analytical thinking through project oriented education (Akhtar, 2004). Moreover, this policy 

offered that English may be used as a medium of instruction along with Urdu or a provincial 

language. 
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2.7.15  The Eighth Five Year Plan (1993-98) 

 The Eighth Five Year Plan (1993-98) was developed with the aid of donor agencies. 

Iqbal (2011) found that eighty percent of the programmes were financed by the government. 

Whereas, the left over twenty percent programmes were financed by the donor agencies. The 

financial allocation in the sub-sectors of education is described in table (2.10): 

Table 2.10 Financial Allocation for Education under 4th Five Year Plan (1970-75) 

Financial Allocation for Education under 4th Five Year Plan (1970-75) 

Sub-Sector  %age of Exp. 

1. Primary Education 47.3 

2. Secondary Education 23.93 

3. Teacher Education 4.9 

4. Technical Education 3.55 

5. College Education 3.63 

6. Scholarships 2.03 

7. Literacy and Mass Education 2.53 

8. University Education 5.94 

9. Museums 0.30 

10. Miscellaneous 1 

11. Education Foundation 4.63 

12. Establishment Division 0.3 

Total 100 
Note. 8th Five Year Plan (1993-98) 

2.7.15.1 Secondary Education in the Eighth Five Year Plan (1993-98) 

 The Eighth Five Year Plan (1993-83) concentrated on to improve the quality of 

education and the consolidation of learners. New model schools were established to impart 

quality education. Secondary school curricula were revised to make them demand-oriented. 

Additional seats of 2.4 million were provided for secondary education. Table (2.11) 

expresses the expansion in the field of education during the Eighth Five Year Plan (1993-

83): 

 



 

 86 

Table 2.11 Expansion in Education Sector during the Eighth Five Year Plan (1993-98) 

Expansion in Education Sector during the Eighth Five Year Plan (1993-98) 

Level of Education No. of Institutes Enrolment No. of Teachers 

 1993-94 1997-

98 

1993-94 1997-98 1993-94 1997-98 

Primary  134050 156318 13288000 17063000 322000 340000 

Middle 12126 17354 3305000 4032000 80400 89000 

Secondary 9774 11685 1409000 1748000 178800 188700 

Arts & Science 

Colleges 

669 787 711000 796000 21885 27325 

Professional Colleges 165 293 97387 162239 6464 7989 

Universities  24 26 61351 93780 5217 5515 

Teacher Training 

Institute 

230 124 41450 30021 3344 2245 

Source: Pakistan Statistical Year Book 2009, 2002 & 50 Years of Pakistan in Statistics Volume IV (1982-97) 

2.7.16 National Education Policy 1998-2010 

 National education policy 1998-2010 was presented to fulfill the international 

demands on education, particularly the international commitment regarding EFA. The policy 

(1998-2010) paid attention to improve the quality of education, enrolment of out of school 

children, improvement regarding management of institutions and sustainability of finances. 

The National Education policy promised to increase the literacy rate by 55%, at that time the 

literacy rate was 39%. The policy also made attempts to decrease the gap between the 

contemporary schools and dini madaris in terms of curriculum and content of education. 

2.7.16.1 Secondary Education in National Education Policy 1998-2010 

 The National Education Policy (1998-2010) suggested starting one model school at 

each district. At secondary school level multiple textbooks were inaugurated. Commitments 

were made to improve the enrolment rate from 32% to 48% and from 11% to 13% at 

secondary and higher secondary levels respectively. A target was set to increase the number 

of schools up to18, 000 for 2002-2003 (Iqbal, 2011). 
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2.7.17 Non-Plan Period (1998-2005) 

 Although the Ninth Five Year Plan was under the process of making but due to the 

political situation of the country the document got delayed. Then, instead of Five Year Plan 

the government announced Social Action Programme (SAP), Education Sector Reform 

(ESR) and Ten Year Perspective Plan (TYPP) for education sector. The Education Policy 

1998-2010 was implemented through these programmes and reforms. 

2.7.17.1 Social Action Programme (1997-2002) 

 Social Action Programme (SAP) was launched in 1993. The programme was 

conducted for three years (1993-1996) in its first phase. Elementary education was the main 

focus of SAP Phase-I. During the SAP Phase-I, National Education Management System 

(NEMIS), Provincial Education Management System (PEMIS) and Education Foundations 

(EFs) were launched to improve education. Parent Teacher Associations (PTAs), School 

Management Committees (SMCs) and Village Education Committees (VECs) were also 

launched to enhance community participation. 

 SAP Phase-I (1993-1996) got satisfactory completion. Then, SAP Phase-II (1997-

2002) was initiated for the next five years. This time human development in Pakistan was 

focused. Curricula were tried to improve. Many new programmes were introduced to raise 

the rate of female participation. During SAP Phase-II almost 70% new schools were opened 

for girls. 
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2.7.17.2 Education Sector Reform and Ten Year Perspective Development Plan (2001-

2011) 

 The Education Sector Reform (ESR) 2001-2005 was presented in the backdrop of 

Education Policy (1998-2010). In fact, it was an action plan for implementing reform. The 

ESR focused on the Devolution, the Poverty Reduction Strategy, SAP II and the National 

Commission on Human Development (NCHD). The ESR offered various innovative 

programmes like curriculum reforms, multiple textbooks and teacher training programmes. 

A strikingly new programme of video textbooks was started in collaboration with Allama 

Iqbal Open University (AIOU) and Ministry of Science and Technology. 

 Ten Year Perspective Plan 2001-2011 and Three Year Development Programme 

2002-2005 were also based on the National Education Policy 1998-2010 to resolve the 

issues of low literacy and participation rates in the field of education. 

 Moreover, the government dissolved UGC and established Higher Education 

Commission (HEC) under an ordinance in 2002. Table 2.12 shows the financial allocation 

for education under Perspective Development Plan 2001-2011: 

Table 2.12 Financial Allocation for Education under Perspective Plan (2001-2011) 

Financial Allocation for Education under Perspective Plan (2001-2011) 

Sub-Sector %age of Exp. 

1. Elementary Education                   20 

2. Secondary Education                   10 

3. College Education                    6 

4. University Education                   24 

5. Technical Education                    21 

6. Scholarships and Misc.                     5 

7. Literacy Programme                   14 

Total                  100 
Note. Ministry of Finance (2005) 
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 Formal education was introduced in 800 madaris to streamline them in the formal 

education system. Deni madaris were given grants, salaries to teachers, costs of textbooks, 

teachers' trainings and equipments. The table (2.13) presents the expansion achieved during 

the Non Plan Period (1998-2005): 

Table 2.13 Expansion in Education Sector during Non Plan Period (1998-2005) 

Expansion in Education Sector during Non Plan Period (1998-2005) 

Level of Education  No. of Institutions Enrolment No. of Teachers 

 1998-99 2004-05 1998-99 2004-05 1998-99 2004-05 

Primary  159330 157157 18169000 21333000 422600 450100 

Middle 18072 30419 4098000 4551000 178500 246700 

Secondary 12931 17233 1777000 2018000 238700 290800 

Arts & Science Colleges 840 1174 780000 1009000 26942 30997 

Professional Colleges 308 408 163445 186802 8861 9961 

Universities 26 52 91637 234142 4911 13208 

Teacher Training 

Institute 

125 122 26675 27703 2182 1991 

Note. Pakistan Statistical Year Book 2009 

2.7.18 National Education Policy 2009 

 The National Education Policy (2009) declared education essential for individuals. 

Moreover, it pronounced that social and national development should enable individuals to 

explore their maximum human potentials. The Policy 2009 also proposed that education 

system of the country should develop learners as enlightened and responsible citizen who 

make Pakistan in the global frame work of human-centered economic development. 

2.7.18.1 Higher Secondary Education in National Education Policy 2009 

 The National Education Policy (2009) pledged to bring changes in the delivery of 

learning and teaching process. The curriculum will be developed as student-centered and 

teachers will be trained to interactive methods of teaching to retain students in school. 

Financially weak students will be supported to retain drop out. Grade XI and XII will no 
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longer be the part of college education. These classes will be merged into school system. A 

"National Merit Programme" shall be launched to award and motivate brilliant students. 

2.7.18.2 Curriculum Reforms 

 Under the federal supervision of Curricula, Textbooks and Maintenance of Standards 

of Education Act of 1976, the curriculum development and review process will be 

standardized and institutionalized. Information Communication Technology (ICT) in 

education will be endorsed. Keeping in view the modern challenges of the world continuous 

and ongoing evaluation of the curriculum will be carried out. 

 Textbooks are the carrier of the curriculum to be implemented in the classroom. So, 

the selection of the content should be careful. Content should be well-written and concepts 

should be clear. Multiple Textbook Policy has been introduced to provide better and diverse 

material for teaching and learning. While developing textbooks local needs should be paid 

special attention. 

2.7.19  Curriculum Development under National Education Policies 

 Since independence, the education sector has made commendable development 

mainly on quantitative expansion (Iqbal, 2011). Memon (1999) noted that in Pakistan the 

process of curriculum reform has been introduced as part of the successive series of national 

education policies, as shown in the following figure (2.24): 

National Education Policy Curriculum Reform Cycle 

1972 1st Cycle, 1973-76 

1979 2nd Cycle, 1982-85 

1992 3rd Cycle, 1992-95 

1998 4th Cycle, 1998-01 

Figure 2.23 Memon (1999) 
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2.7.20 Curriculum Development Process in Pakistan 

 Before the 18th amendment, education was included in the Concurrent Legislative 

List and was the responsibility of the federation to ensure national unity, cohesion and 

integration and maintenance of the ideology of the state. The federation with the help of the 

Federal Ministry of Education was responsible for policy, planning, educational standards, 

curriculum and syllabus. Moreover, Curriculum Wing of the Federal Ministry of Education 

was responsible for the implementation of the curriculum from I to XII. Memon (1999) 

described the whole process of curriculum development and its stakeholders in the following 

figure (2.24):  
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Figure 2.24 The curriculum: who makes what choices? (Memon, 1999) 
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 Iqbal (2011) opined that education basically is the responsibility of provinces. The 

curriculum is implemented with the help of the provinces. So, the role of the provinces is 

inevitable to implement all the policies and plans of the Curriculum Wing of the Federal 

Ministry of Education. Resultantly, the Federal Curriculum Wing works in collaboration 

with the following provincial agencies: 

 Department of  Education 

 Curriculum Research and Development Centers 

 Education Extension Centers 

 Textbook Boards 

 Teachers Training Institutions 

 Examination Boards 

 Universities 

 Akhtar (2004) illustrated the curriculum development process in Pakistan in figure 

2.25: 
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CURRICULUM DEVELOPMENT PROCESS IN PAKISTAN 

  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Figure 2.25 Curriculum Development Process in Pakistan (Akhtar, 2004) 
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  Although Akhtar (2004) covered all the important aspects of the curriculum 

development process in Pakistan yet, Iqbal (2011) has presented a more elaborated and 

detailed curriculum development process in the following figure (2.26): 
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The Structure of Education 

 

 

 

 

 

 

  

 

 

 

  

 

 

 

 

 

 

Figure 2.26 Structure of Education (Iqbal, 2011) 
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 The approval of 18th amendment (2010) has removed education from the Concurrent 

Legislative List which makes the designing of curriculum and selection of textbooks the 

responsibility of provinces. The reason presented to the transfer of duties is that it will 

eventually lead to the improvement in the quality of education. But, this decision has the 

inherent threat to lessen the unity and integrity among the provinces. Iqbal (2011) 

commented that the provinces having fewer possessions and inexperienced workers will face 

problems to compete with the developed provinces. 

2.8  Curriculum Studies Carried out in Pakistan 

 Mirza (1987) has worked on the Identification of Factors Influencing Curriculum 

Implementation at Secondary Level. The objectives of Mirza's study were to explore the 

process of implementation of curriculum, to identify the factors that hindered or facilitated 

the implementation of curriculum at secondary level and to recommend and suggest the 

points that could be effective for curriculum implementation at secondary level. The data 

were collected through structured questionnaires on a five point likert scale. t-test and chi-

square were applied to analyze data. The major findings of the study showed that 

implementation decisions were taken late when the curriculum had already been introduced 

in the schools. Moreover, decisions were taken at higher level in the ministry of education 

without taking opinions from teachers who were fully aware of the real situations of schools. 

Furthermore, there was lack of coordination among the responsible bodies. 

 Mirza (1987) conducted his study to identify the factors that influence curriculum 

implementation at secondary level in Pakistan. Mirza's thesis of investigation was a 

remarkable effort but ignored the central issue of the curriculum around which the all other 

factors like implementation revolve. 



 

 98 

 Ahsan (1999) carried out a study on the Development of a Model of Elementary 

Education in Pakistan. The major objectives of the study were to identify the objectives of 

elementary education. Data were collected through a questionnaire and were analyzed in 

percentage form. Ahsan (1999) developed a model for elementary education whereas the 

present study aims to present a model for English curriculum model at higher secondary 

level in Pakistan. 

 Asif (2001) proposed an integrated model curriculum for elementary education in 

Pakistan. The proposed integrated curriculum covered the subjects of Urdu, Social Studies 

and Islamic Studies. Asif (2001) collected data through two questionnaires. One was 

developed for the government colleges of education for elementary teachers and the other 

for the teachers of government primary schools. Asif's (2001) study offered an integrated 

curriculum in the subjects of Urdu, Social Studies and Islamic Studies from class I to V, 

whereas the present study aims to present a curriculum development model for English at 

higher secondary level in Punjab, Pakistan. 

 Malik (2002) conducted A Study of Science Curricula to Develop a Model for the 

Next Millenium. Malik (2002) supposed that the existing Physics curricula at secondary and 

higher secondary level was not according to the demands of new era. Malik (2002) 

constructed questionnaires to identify the socio-technical and socio-religious needs of the 

students particularly regarding Physics curricula. Chi-square was applied on the data, simple 

means were also calculated to analyze and interpret the responses given in the 

questionnaires.  

 Malik's  (2002) study found that both the teachers and students were unsatisfied with 

the existing curricula of Physics. This finding leads Malik (2002) to the conclusion that a 
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Socio-Techno-Oriental Model was required. Malik (2002) presented a model for the subject 

of Physics whereas the present study aims to develop a curriculum model of English at 

higher secondary level. 

 Akhtar (2004) conducted a study for the Analysis of Curriculum Process and 

Development of a Model for Secondary Level in Pakistan. The study explored the existing 

curriculum development process, its merits and demerits while obtaining the opinions of 

curriculum experts and teachers teaching at secondary level. The opinion of curriculum 

experts and teachers were gathered through semi structured questionnaires. The data were 

analyzed though chi-square and percentages were also counted. A model for secondary level 

in Pakistan was developed in the light of data analyzed. Akhtar (2004) developed a general 

model without being any subject-specific. Moreover she presented a model for secondary 

level whereas the present study aims to develop a model particularly for English language 

for higher secondary level. The present study supposes that English being a second language 

must be treated differently from other subjects being taught at higher secondary level. 
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CHAPTER 3 

3 RESEARCH METHODOLOGY 

 

 The present study aimed to propose a model for English curriculum development at 

higher secondary level in Pakistan. This chapter presents the research design opted for the 

present study.  

3.1  Population 

 The population of this study was English language teachers, teaching English to 

higher secondary classes at the higher secondary schools, intermediate colleges and degree 

colleges in the province of Punjab, Pakistan. The total approximate number of English 

teachers teaching higher secondary classes was 2400. Members of English curriculum 

committee also served as a population for the present study. 

3.1.1 Higher Secondary English Teachers 

 All English language teachers of higher secondary government schools and colleges 

in the province of Punjab, Pakistan served as a population of this study. 

3.1.2 Members of English Curriculum Committee 

 All the members of English curriculum committee were considered as a population 

of the present research. 

3.2 Sample 

 English language teachers teaching at higher secondary government schools and 

colleges of the 23 districts of the province of Punjab, Pakistan were selected through 

stratified random sampling. Stratified random sampling, a combination of random sampling 
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with somewhat rational grouping is an effective way of focusing a particular area (Dornyei, 

2007; & Fowler, 2002). In stratified random sampling population is divided into strata or 

groups after that the strata is selected randomly. District, gender and residential areas as 

parameters were identified for the present study. At the final stage of sampling, cluster 

sampling technique was chosen. Dornyei (2007) and Babbie (2007) suggested that the 

practical way of handling a widely dispersed sample is to select randomly larger groups or 

units of the population and then examining the whole sample of that selected groups as in 

the form of clusters. The higher secondary schools and colleges were selected randomly and 

then all the concerned teachers were requested to fill in the questionnaire. 

3.2.1 Sample of Higher Secondary School Teachers 

 English teachers, males and females from government higher secondary schools and 

colleges of Punjab, Pakistan were selected randomly as a sample of the present study. The 

sample was further divided into urban and rural areas. 

Table 3.1 Sample of Government Higher Secondary Schools English Teachers 

Sample of Government Higher Secondary Schools English Teachers 

 Total Number of Teachers (1379)  

Rural (323) Urban (1056)  

Male Female Male Female Total 

Punjab 172 151 574 482 1379 

3.2.2 Sample of Members of Curriculum Committee 

 The committee for English curriculum comprised of 21 members. Eleven members 

of the curriculum committee were selected randomly. 
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3.3  Research Tool 

 Two questionnaires were selected as a tool to collect data from the sample for the 

present research. Brown (2001) proclaimed questionnaire as a written series of questions or 

statements presented to respondents either selecting from given possible answers or writing 

their own answers.  

3.3.1 Development of Research Tool 

 The following two questionnaires were adapted from Akhtar (2004) to meet the 

objectives of this study: 

 Questionnaire for government higher secondary  English teachers 

 Questionnaire for the members of English Curriculum Committee at higher 

secondary level in Pakistan 

 Questionnaires for the present study were further divided into four sections 

consisting of various items. The four sections were helpful to make the questionnaires as 

varied as possible and to provide opportunity to gather various aspects of curriculum under 

the respective sections. Questionnaire for teachers consisted of 38 items whereas 

questionnaire for the members of curriculum committee consisted of 42 items. The 

modifications in the questionnaires presented by Akhtar (2004) were made under the 

guidelines offered by various questionnaire developers. 

3.3.1.2 Types of Questionnaires 

 The research objectives of the study define that which type of questionnaire is 

needed to meet the objectives. Hague (2006), Proctor (2003) and Zikmund (1991) presented 

following types of questionnaire according to different studies. 
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Table 3.2 Types of Questionnaire  

Types of Questionnaire  

Type of Study  Questionnaire Type Method of Administration 

Large, quantitative studies Structured Telephone/ 

Face-to-face 

Self completion 

Business to business 

studies; investigative 

consumer studies 

Semi-structured Telephone/ 

Face-to-face 

Qualitative studies Unstructured Depth Telephone/ 

Face-to-face/ 

Focus groups 
Note. Hague 2006, p. 136 

3.3.1.2.1 Structured Questionnaire 

 Structured questionnaires are composed of closed ended and predefined answers. In 

structured questionnaire, the researcher anticipates all the possible answers with pre-coded 

responses. These questionnaires are used on large scale population. 

3.3.1.2.2 Semi-Structured Questionnaires 

 Semi-structured questionnaires are mixture of closed and open ended questions. 

Semi-structured questionnaires are an effective way of collecting qualitative and quantitative 

information. These questionnaires can be administered on telephone and face-to-face. 

3.3.1.2.3 Unstructured Questionnaires 

 Unstructured questionnaires are composed of only open ended questions. This type 

of questionnaire is used in qualitative research. 

 The objectives of present study led the researcher to opt semi-structured 

questionnaire being an investigative study. 
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3.3.1.3 Types of Questions 

 Questions are formulated to collect three different types of information that is 

information about behaviour, information about attitudes, and information about 

classification (Czaja & Blair, 1996; De Vaus (1996; Hague,2006). Three different types of 

questions are shown in the table (3.3): 

Table 3.3 

Types of Questions 

Question Type Information Type Types of Surveys 

Behavioural Factual information on what 

the respondent does or what 

they own. Also the 

frequency with which 

certain actions are carried 

out. 

Surveys to find out market 

size, market shares, 

awareness and usage 

Attitudinal What people think of 

product, services or brands. 

Their image and ratings of 

things. Why they do things. 

Image and attitude surveys. 

Brand mapping studies. 

Customer/ employee 

satisfaction surveys 

Classification Information that can be 

used to group respondents 

to see how they differ, one 

from the other - such as 

their age, gender, location 

of household, type of house, 

family composition. 

All surveys 

Note. Hague (2006, p. 138) 

3.3.1.3.1 Behavioural Questions 

 Behavioural questions are formulated to investigate what people do. 

Behavioural questions start with: 
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Who do you know ........? 

Who does it  ........? 

Which do you do most often  ........? 

Have you ever  ........? 

How many  ........? 

Do you ever  ........? 

Do you have  ........? 

When did you last  ........? 

 In what way do you do it  ........? 

In the future will you  ........? 

3.3.1.3.2 Attitudinal Questions 

 Attitudinal questions address the beliefs and opinions of people about any particular 

thing. 

Attitudinal questions start with: 

How do you rate  ........? 

What do you think  ........? 

Which is best (or worst) for  ........? 

Why do you  ........? 

Do you agree or disagree  ........? 

3.3.1.3.3 Classification Questions 

 Classification questions are used to classify information. Classification questions are 

used to check the desired quota has been addressed or to make comparisons between 

different groups of respondents. 
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Classification questions may be: 

Gender 

Marital Status 

Socio Economic Grade 

Industrial occupation 

Number of employees 

Location 

3.3.1.4 The Flow of the Questionnaire 

 A questionnaire is a conversation between the researcher and the respondent. In this 

context the flow of the questions is vital in a questionnaire. Six factors are responsible for 

the flow of a questionnaire (Hague, 2006; Seidler, 1974 & De Vaus 1996; Touangeau, Rips 

& Rasinski, 2000). 

3.3.1.4.1 Easy to Answer Questions 

 Easy to answer questions should be at the outset of a questionnaire to make 

respondents confident. 

3.3.1.4.2 Interesting Questions 

 Questions that could be interesting for the respondents should be at the beginning of 

the questionnaire. 

3.3.1.4.3 Logical Order 

 The order of questionnaire should be logical. 
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3.3.1.4.4 Filter Questions 

 Filter questions should be one after the other without interruption of other questions. 

3.3.1.4.5 Introduction before the Change of Topic 

 The introduction at the start of the change of topic can facilitate the respondent for an 

easy jump. 

3.3.1.4.6 Complicated, Personal and Emotional Questions 

 Complicated, personal and emotional questions should be at the end to make 

respondents answer to the other questions. 

3.3.1.5 Guidelines for Individual Questions 

 Following are the guidelines according to various researchers (Fink, 2003, 1995a, 

1995b; Hague, 2006, 1993; Nicholls, 1996; Presser, Couper, Lessler & Martin 2004; Schuldt 

& Totten, 1994; Thomas, 2004). 

33.1.5.1 Bias Free Question 

 Questions should not be developed in a manner that leads respondents directly to the 

desired answers. 

3.3.1.5.2 Simple Question 

 Questions should be short and simple. Two questions in one statement create 

misunderstanding. 

3.3.1.5.3 Specific Question 

 Questions should be specific in nature. 
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3.3.1.5.4 Jargon and Shorthand 

 Jargons and acronyms should be avoided while making questions. Because it is 

possible that the jargons included in the questions are unfamiliar. 

3.3.1.5.5 Less Common and Sophisticated Words 

 Easily understandable and common words should be used in questions. Sophisticate 

and difficult words should be avoided. 

3.3.1.5.6 Ambiguous Words 

 Avoid ambiguous words. Ambiguous words may create misunderstanding for the 

respondents. 

3.3.1.5.7 Questions with Negatives 

 Negative questions are difficult to understand, better to ask questions in simple 

statements. 

3.3.1.5.8 Hypothetical Questions 

 Imaginary and supposed question should be avoided because they are difficult to 

answer and take more time. 

3.3.1.5.9 Use Respond Bands 

 Use respond bands for sensitive questions instead of being specific and particular 

responses. 

3.3.1.5.10 Avoid Overlapping 

 Avoid overlapping in the formulation of questions. 
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3.3.1.5.11 Options in Fixed Response Questions 

 Pre-coded answers must have a space for a response other than the listed ones. 

3.3.1.6 General Principles for Writing Questions 

 Esposito (2002) recommended to acquire an appropriate and systematic procedures 

for questionnaire development otherwise it may affect the quality and utilization of data. 

Dornyei (2007) presented the following rules for writing questions. 

 Aim for short and simple items 

 Use simple and natural language 

 Avoid ambiguous or loaded words and statements 

 Avoid negative constructions 

 Avoid double-barreled questions 

 Avoid items that are likely to be answered the same way by everybody 

 Include both positively and negatively worded items 

3.3.1.7 Principles of Effective Questionnaire Design 

 There are seven common principles of questionnaire design (Fink, 2003 & 1995a, 

1995b; Hague, 2006 & 1993; Nicholls, 1996; Presser, Couper, Lessler & Martin 2004; 

Schuldt & Totten, 1994; Thomas, 2004). 

3.3.1.7.1 Decide what Information is Required 

 First, a list of objectives is made and then it is decided that what kind of information 

is required to attain those objectives. 
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3.3.1.7.2 Make a Rough List of Questions 

 A rough list of all the relevant questions that can be included in the questionnaire 

should be made at this stage. 

3.3.1.7.3 Refine Questions 

 At this point, the rough list is refined to get the right answers. 

3.3.1.7.4 Develop Response Format 

 Every question ultimately receives response. So, it should be predefined that either it 

will be closed ended or open ended. 

3.3.1.7.5 Put Questions into Appropriate Sequence 

 The sequence of question is an essential factor for the development of questionnaire. 

The purpose of sequence is to give flow and logic in the questionnaire. 

3.3.1.7.6 Finalize the Layout of the Questionnaire 

 Now clear instructions should be given at the beginning of the questionnaire. Further 

the questionnaires must have a convincing introduction, enough space for writing answers. 

The responses code should be well segregated with each other to avoid the danger of the 

selection of wrong one. 

3.3.1.7.7 Pretest and Revision 

 At this stage questionnaire needs to be tested on a small group to find out the flaws 

that lead towards the final draft of the questionnaire. 

3.3.1.8 Ten Points for Affective Questionnaires 

 Researchers (Fink, 2003; Hague, 2006; Presser, Couper, Lessler & Martin 2004; 

Thomas, 2004) have presented ten points to consider for developing a questionnaire: 
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3.3.1.8.1 The Objectives of the Survey 

 At the very beginning the researcher should make a list of objectives and what kind 

of methods will be adopted to meet those objectives. This will help researcher to opt the 

format of the questionnaire. 

3.3.1.8.2 The Medium of Conduction of the Questionnaire 

 The medium of conduction of questionnaire affects the framing the questionnaire. 

For instance, self completion questionnaire needs to be very specific and clear to the 

respondents. 

3.3.1.8.3 The Introduction of the Questionnaire 

 The introduction of the questionnaire should promise confidentiality and clearly 

communicate the purpose of the research. The introduction is the crucial component of a 

questionnaire. 

3.3.1.8.4 Format of the Questionnaire 

 The formatting of the questionnaire affects the immediate impression of a 

questionnaire. It should be clear and readable to the respondents. There should be enough 

space for the answer of open ended questions. 

3.3.1.8.5 Think about the Questions from the Respondents' Point of View 

 Questions should be put forward in respondent friendly manner. The length of 

questionnaire should be appropriate, neither too long nor too short. 
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3.3.1.8.6 Possible Answer of the Questions 

 The purpose of a questionnaire is to derive answer, so it is significant to think of all 

the possible answers of the questions while developing a questionnaire. 

3.3.1.8.7 The Order of Questions 

 The order of questions is also important. There should be flow, sequence in logic in 

the questions. 

3.3.1.8.8 Types of Questions 

 Decide the type question according to the type of respondents and objective of the 

study. 

3.3.1.8.9 Procedure of Data Analysis 

 While designing the questionnaire it is important to decide that what will be the 

procedure of analysis of the collected data. 

3.3.1.8.10 Interviewer's Instructions 

 Interviewers conduct questionnaires. Interviewers are skilled and trained persons for 

the conduction of questionnaires. But still they need special and clear instruction to conduct 

every questionnaire. 

3.3.1.9 Sections of a Questionnaire 

 Hague (2006) stated that there are five sections in a questionnaire. 

3.3.1.9.1 The Respondents' Identification Data 

 The respondents' identification data includes their name, address, profession etc. A 

unique identification number is also given to every questionnaire for data entry. 
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3.3.1.9.2 An Introduction 

 In this part, the researcher requests respondents to fill in the questionnaire, giving 

brief introduction and purpose of the study. 

3.3.1.9.3 Instructions 

 In this section respondents are given instructions how to fill in the questionnaire. 

3.3.1.9.4 Information 

 This in the main part of a questionnaire composed of many questions and response 

codes. 

3.3.1.9.5 Classification Data 

 In this part of a questionnaire the questions are related to respondents' demographics. 

These questions can be either at the beginning or at the end. 

3.3.1.10 Designing Effective Questionnaires 

 Five entities should be considered while designing effective questionnaire (Fink, 

2003, 1995a, 1995b; Hague, 2006 & 1993; Nicholls, 1996; Presser, Couper, Lessler & 

Martin 2004; Schuldt & Totten, 1994; Thomas, 2004). 

3.3.1.10.1 Client 

 Clients want their specific problems to be answered through questionnaires. 

3.3.1.10.2 Researcher 

 A researcher is the person who makes a questionnaire while keeping in mind the 

demands of clients, interviewer and respondents. 
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3.3.1.10.3 Interviewer 

 Interviewer is the person who conduct questionnaire on the respondents. An 

interviewer wishes a questionnaire that is easy to conduct. 

3.3.1.10.4 Respondent 

 Respondents want to enjoy answering the questionnaire. So the questionnaire should 

fulfil this demand of the respondents. 

3.3.1.10.5 Data Processor 

 A data processor demands a questionnaire that can be processed skilfully with 

minimal chance of error. 

3.4 Pilot Study 

 Seale (2011) stated that pilot testing unfolds the unexpected problems with the 

construction of questionnaire. Seale (2011) suggested the following guidelines to pilot a 

questionnaire: 

 How long did it take to complete? 

 Were the instructions clear? 

 Were any questions ambiguous? 

 Were any questions objectionable? 

 Was the layout clear and easy to follow? 

 Were any topics omitted? 

                                                            (Seale 2011, p. 197-98) 
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 The present study conducted pilot testing on ten English teachers from the urban and 

rural areas of Lahore, ten English teachers from the urban and rural areas of Bahawalpur, 

and ten English teachers from the urban and rural areas of Bahawalnagar to revise the 

questionnaire for government higher secondary school English teachers.  

 The present study conducted another pilot testing on three members of English 

curriculum committee one from Multan, and two members of English curriculum committee 

from Lahore. The feedback from English teachers of higher secondary level and the 

members of curriculum development committee helped researcher to improve the 

questionnaires of the present study. 

 The answers of the pilot groups were submitted to statistical analysis to finalize the 

questionnaires. The analysis focused on (a) the missing responses to make items' statements 

more clear and understandable; (b) the range of responses were obtained from each items to 

select or reject the item; and (c) the internal consistency of multi item scales. 

Table 3.4  Questionnaire for Higher Secondary English Teachers 

Questionnaire for Higher Secondary English Teachers 

 

 

Sections 

 

 

Section’s Name 

No. of Items 

Before 

Consulting 

Experts 

After 

Consulting 

Experts 

After Pilot 

Study 

1 Teachers' Involvement in 

Curriculum 

12 9 8 

2 Textbook, Subject Matter and 

Contents 

18 15 12 

3 Teaching Methods and 

Examination 

14 11 9 

4 Curriculum Development 

Process 

15 11 7 

5 Open Ended Questions 2 2 2 

 Total 61 48 38 
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Table 3.5  Questionnaire for Members of English Curriculum Committee 

Questionnaire for Members of English Curriculum Committee 

 

 

Sections 

 

 

Section’s Name 

No. of Items 

Before 

Consulting 

Experts 

After 

Consulting 

Experts 

After Pilot 

Study 

1 Members' Involvement in 

Curriculum 

9 8 7 

2 Textbook, Subject Matter and 

Contents 

23 17 16 

3 Teaching Methods and 

Examination 

14 7 5 

4 Curriculum Development 

Process 

15 14 12 

5 Open Ended Questions 2 2 2 

 Total 63 48 42 

3.5  Final Draft of the Tool 

 After pilot study and the statistical analysis of the pilot groups, the questionnaires 

were further modified in the following format: 

3.5.1 Parts of Questionnaire for Higher Secondary English Teachers  

 Personal Information 

 Closed ended Questions (36 Questions) 

 Open Ended Questions (2 Questions) 

3.5.2 Parts of Questionnaire for Members of English Curriculum Committee 

 Personal Information 

 Closed ended Questions (40 Questions) 

 Open Ended Questions (2 Questions) 
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 The internal consistency of both the questionnaires was evaluated by calculating the 

Cronbach Alpha Coefficient. The items that reduced the internal consistency of both the 

questionnaires were excluded by applying the "Cronbach Alpha if item deleted" index. 

3.6  Data Collection Procedure 

 The researcher distributed questionnaires personally where possible to conduct the 

present research. The researcher also distributed questionnaires through other people who 

were trained for data collection and mailed according to the situation and available 

resources.  

3.7  Analysis of Data  

 Data obtained from the questionnaires were divided into quantitative and qualitative 

data for analysis. 

3.7.1 Quantitative Data 

 The data were collected from 1379 teachers from 23 districts of Punjab, Pakistan 

through semi structured questionnaire for higher secondary English teachers consisted of 38 

statements. In this questionnaire 36 statements were closed ended consisted of likert scale 

whereas 2 statements were open ended questions.  Each questionnaire was allotted a unique 

identification number. A variable file was developed to enter likert scale statements data. All 

data were entered to grid-sheet of SPSS ver. 21. After entering data, data were cleaned. For 

analysis of data descriptive and inferential statistics were applied. In descriptive statistics 

frequency, percentage, mean and standard deviation of responses were calculated. In 

inferential statistics t-test and ANOVA were used to find out the differences on the basis of 

gender, region and residential areas. 
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 The data were collected from 11 members through semi structured questionnaire for 

Members of English Curriculum Committee consisted of 42 statements. In this questionnaire 

40 statements were closed ended consisted of likert scale whereas 2 statements were open 

ended questions. Each questionnaire was allotted a unique identification number. A variable 

file was developed to enter likert scale statements data. All data were entered to grid-sheet 

of SPSS ver. 21. After entering data, data were cleaned. For analysis of data descriptive and 

inferential statistics were applied. In descriptive statistics frequency, percentage, mean and 

standard deviation of responses were calculated. 

3.7.1.2 Scoring Procedure 

 To analyze data in software the responses were quantified and numerical values were 

assigned to responses. The scoring was as under: 

Strongly Disagree 1 

Disagree  2 

Undecided  3 

Strongly Agree 4 

Agree   5 

3.7.2 Qualitative Data 

 Question No. 37 and 38 of the questionnaire for the English teachers and question 

no. 41 and 42 of the questionnaire for the members of English curriculum committee were 

analyzed by assessing responses, grouping related responses and classifying similar themes. 
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3.7.3 Reliability of the Questionnaires 

 Reliability points towards the consistency or reproducibility of scores (American 

Educational Research Association, 1999). There are various methods to measure reliability, 

one of them is internal consistency. Internal consistency measures the consistency of items 

responses across constructs (Dornyei, 2007). The reliability coefficient (alpha) can range 

from 0 to 1. Zero represents the instrument full of errors whereas 1 represents the instrument 

completely free of errors. An acceptable reliability is more than 0.7. George and Mallery 

(2003, p. 231) presented the following criterion: 

_ > .9 - Excellent, 

_ > .8 - Good, 

 _> .7 - Acceptable, 

 _> .6 - Questionable, 

 _>.5 - Poor, and 

 _< .4 - Unacceptable 

 The reliability of the questionnaire for higher secondary English teachers is 0.91, and 

the reliability of the questionnaire for members of English curriculum committee is 0.81. 

3.7.4 Validity of the Questionnaires 

 Merriam Webster (2013) defined validity as the degree to which the conclusions 

obtained from the results of any measurement are acceptable, at the same time being 

consequential and significant. Moreover, validity is perceived as a hypothesis or interpretive 

argument" for which evidence is collected in favour of planned suppositions (Messick, 1989, 
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1995; Kane, 1992). Creswell (2009) recommended measuring the face validity of a 

questionnaire. 

 Face validity addresses either the items measure the content they were supposed to 

measure or not. The appearance of the instrument leads towards face validity. 

3.7.4.1 Face Validity of the Questionnaire for the Government Higher Secondary 

English Teachers 

 A five point likert scale questionnaire (Given in Appendix C) was developed to 

calculate the face validity of the questionnaire for the government higher secondary English 

teachers and the other for members of English Curriculum Committee at higher secondary 

level in Pakistan. Data were collected from curriculum experts (List is given in Appendix 

E). All statements of the test were positive and calculations were made as: 

For each statement  (SA5+A4+U3+DA2+SDA1)/N 

Where 

SA = Strongly agree, A = Agree, U = Undecided, DA = Disagree, SDA = Strongly disagree, 

N = Number of respondents 

 Results show 95% face validity as calculated in table 4.34 for the questionnaire for 

higher secondary English teachers. 

3.7.4.2 Face Validity of the Questionnaire for Members of English Curriculum 

Committee at Higher Secondary Level 

 A five point likert scale questionnaire (Given in Appendix D) was developed to 

calculate the face validity of the questionnaire for the members of English curriculum 
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committee at higher secondary level in Pakistan. Data were collected from curriculum 

experts (List is given in Appendix E). All statements of the test were positive and 

calculations were made as: 

For each statement  (SA5+A4+U3+DA2+SDA1)/N 

Where 

SA = Strongly agree, A = Agree, U = Undecided, DA = Disagree, SDA = Strongly disagree, 

N = Number of respondents 

 Results show 94% face validity as calculated in table 4.35 for the questionnaire for 

the members of English curriculum committee. 
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CHAPTER 4 

4 DATA ANLYSIS AND INTERPRETATION 

 This chapter aims at the analysis and interpretation of the data collected through the 

two semi structured questionnaires, one from the higher secondary English teachers and the 

other from the members of the curriculum committee. The interpretation of the data will be 

done on the basis of analysis. The purpose of the present study was to develop English 

curriculum development model at higher secondary level in Punjab, Pakistan. 

Table 4.1  District-Wise Sample Selected for higher Secondary Teachers 

District-Wise Sample Selected for higher Secondary Teachers 

S. No. District Teachers 

f % 

1. Kasur 33 2.4 

2. Rawalpindi 77 5.6 

3. Sargodha 59 4.3 

4. Jhelum 58 4.2 

5. Bahawalpur 107 7.8 

6. Sialkot 63 4.6 

7. Sheikhupura 39 2.8 

8. Pakpattan 32 2.3 

9. Sahiwal 63 4.6 

10. Lahore 135 9.8 

11. Faisalabad 88 6.4 

12. Vehari 31 2.2 

13. D.G.Khan 30 1.7 

14. Lodhran 24 4.6 

15. Okara 63 3.2 

16. Bahawalnagar 44 3.2 

17. Rahim Yar Khan 85 6.2 

18. Multan 89 6.5 

19. Khanewal 32 2.3 

20. Narowal 38 2.8 

21. Toba Tek Singh 57 4.1 

22. Attock 76 5.5 

23. Gujrat 56 4.1 

  Total 1379 100 
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 Table 4.1 shows the district wise data of total sample. Lahore district shows the 

maximum frequency of teachers (f = 135, 9.8%) whereas Lodhran district shows minimum 

frequency of teachers ( f = 24, 4.6%). District wise frequency and percentage of teachers' 

sample selected for the present study is shown in figure 4.1: 

 

Figure 4.1 District-Wise Sample Selected for Higher Secondary Teachers 
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Table 4.2  District-Wise Sample Selected for Male and Female Teachers 

District-Wise Sample Selected for Male and Female Teachers 

S. 

No. 

District Male  Female 

f %  f % 

1. Kasur 20 2.7  13 2.1 

2. Rawalpindi 52 7.0  25 3.9 

3. Sargodha 24 3.2  35 5.5 

4. Jhelum 31 4.2  27 4.3 

5. Bahawalpur 59 7.9  48 7.6 

6. Sialkot 29 3.9  34 5.4 

7. Sheikhupura 16 2.1  23 3.6 

8. Pakpattan 19 2.5  13 2.1 

9. Sahiwal 32 4.3  31 4.9 

10. Lahore 46 6.2  89 14.1 

11. Faisalabad 41 5.5  47 7.4 

12. Vehari 21 2.8  10 1.6 

13. D.G.Khan 21 2.8  9 1.4 

14. Lodhran 13 1.7  11 1.7 

15. Okara 36 4.8  27 4.3 

16. Bahawalnagar 30 4.0  14 2.2 

17. Rahim Yar Khan 42 5.6  43 6.8 

18. Multan 58 7.8  31 4.9 

19. Khanewal 17 2.3  15 2.4 

20. Narowal 22 2.9  16 2.5 

21. Toba Tek Singh 33 4.4  24 3.8 

22. Attock 48 6.4  28 4.4 

23. Gujrat 36 4.8  20 3.2 

 Total 746 100  633 100.1 
 

 Table 4.2 shows the district wise data of total sample for male and female teachers. 

Bahawalpur district shows the maximum frequency of male teachers (f = 59, 7.9%) whereas 

Lodhran district shows minimum frequency of male teachers (f = 13, 1.7%). At the same 

time, Lahore district shows the maximum frequency of female teachers (f = 89, 14.1%) 

whereas D.G. Khan district shows minimum frequency of female teachers (f = 9, 1.4%). 

District wise percentage of teachers' sample divided into male and female category is shown 

in figure 4.2: 
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Figure 4.2 District-Wise Sample Selected for Male and Female Teachers 
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Table 4.3  District-Wise Sample Selected for Rural and Urban Teachers 

District-Wise Sample Selected for Rural and Urban Teachers 

S. No. District Rural  Urban 

f %  f % 

1 Kasur 9 2.79  24 2.27 

2 Rawalpindi 18 5.57  59 5.59 

3 Sargodha 13 4.02  46 4.36 

4 Jhelum 19 5.88  39 3.69 

5 Bahawalpur 17 5.26  90 8.52 

6 Sialkot 13 4.02  50 4.73 

7 Sheikhupura 10 3.10  29 2.75 

8 Pakpattan 10 3.10  22 2.08 

9 Sahiwal 17 5.26  46 4.36 

10 Lahore 24 7.43  111 10.51 

11 Faisalabad 18 5.57  70 6.63 

12 Vehari 8 2.48  23 2.18 

13 D.G.Khan 10 3.10  20 1.89 

14 Lodhran 6 1.86  18 1.70 

15 Okara 17 5.26  46 4.36 

16 Bahawalnagar 11 3.41  33 3.13 

17 Rahim Yar Khan 26 8.05  59 5.59 

18 Multan 13 4.02  76 7.20 

19 Khanewal 3 0.93  29 2.75 

20 Narowal 9 2.79  29 2.75 

21 Toba Tek Singh 12 3.72  45 4.26 

22 Attock 24 7.43  52 4.92 

23 Gujrat 16 4.95  40 3.79 

 Total 323 100  1056 100 

 

 Table 4.3 shows the district wise data of total sample for rural and urban teachers. 

Rahim Yar Khan district shows the maximum frequency of rural teachers (f = 26, 8.05%) 

whereas Khanewal district shows minimum frequency of rural teachers (f = 3, 0.93%). At 

the same time, Lahore district shows the maximum frequency of urban teachers (f = 111, 

10.51%) whereas Lodhran district shows minimum frequency of urban teachers (f = 18, 

1.70%). District wise percentage of teachers' sample divided into rural and urban category is 

shown in figure 4.3: 
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Figure 4.3 District-Wise Sample Selected for Rural and Urban Teachers 
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Table 4.4  District-Wise Sample Selected for Rural Males and Urban Males 

District-Wise Sample Selected for Rural Males and Urban Males 

  Males 

S. No. District Rural  Urban 

f %  f % 

1 Kasur 5 2.91  15 2.61 

2 Rawalpindi 11 6.40  41 7.14 

3 Sargodha 5 2.91  19 3.31 

4 Jhelum 10 5.81  21 3.66 

5 Bahawalpur 9 5.23  50 8.71 

6 Sialkot 6 3.49  23 4.01 

7 Sheikhupura 3 1.74  13 2.26 

8 Pakpattan 3 1.74  16 2.79 

9 Sahiwal 9 5.23  23 4.01 

10 Lahore 10 5.81  36 6.27 

11 Faisalabad 11 6.40  30 5.23 

12 Vehari 5 2.91  16 2.79 

13 D.G.Khan 8 4.65  13 2.26 

14 Lodhran 4 2.33  9 1.57 

15 Okara 9 5.23  27 4.70 

16 Bahawalnagar 8 4.65  22 3.83 

17 Rahim Yar Khan 13 7.56  29 5.05 

18 Multan 8 4.65  50 8.71 

19 Khanewal 0 0.00  17 2.96 

20 Narowal 5 2.91  17 2.96 

21 Toba Tek Singh 7 4.07  26 4.53 

22 Attock 15 8.72  33 5.75 

23 Gujrat 8 4.65  28 4.88 

 Total 172   574  

 Table 4.4 shows the district wise data of total sample for rural male and urban male 

teachers. Attock district shows the maximum frequency of rural male teachers (f = 15, 

8.72%) whereas Khanewal district shows minimum frequency of rural male teachers (f = 0, 

0.00%). At the same time, Bahawalpur and Multan districts show the same maximum 

frequency of urban male teachers (f = 50, 8.71%) whereas Lodhran district shows minimum 

frequency of urban male teachers (f = 9, 1.57%). District wise percentage of male teachers' 

sample divided into rural and urban category is shown in figure 4.4: 
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Figure 4.4 District-Wise Sample Selected for Rural Males and Urban Males 
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Table 4.5  District-Wise Sample Selected for Rural Females and Urban Females  

District-Wise Sample Selected for Rural Females and Urban Females 

  Female 

S. No. District Rural Urban 

f % f % 

1 Kasur 4 2.65 9 1.87 

2 Rawalpindi 7 4.64 18 3.73 

3 Sargodha 8 5.30 27 5.60 

4 Jhelum 9 5.96 18 3.73 

5 Bahawalpur 8 5.30 40 8.30 

6 Sialkot 7 4.64 27 5.60 

7 Sheikhupura 7 4.64 16 3.32 

8 Pakpattan 7 4.64 6 1.24 

9 Sahiwal 8 5.30 23 4.77 

10 Lahore 14 9.27 75 15.56 

11 Faisalabad 7 4.64 40 8.30 

12 Vehari 3 1.99 7 1.45 

13 D.G.Khan 2 1.32 7 1.45 

14 Lodhran 2 1.32 9 1.87 

15 Okara 8 5.30 19 3.94 

16 Bahawalnagar 3 1.99 11 2.28 

17 Rahim Yar Khan 13 8.61 30 6.22 

18 Multan 5 3.31 26 5.39 

19 Khanewal 3 1.99 12 2.49 

20 Narowal 4 2.65 12 2.49 

21 Toba Tek Singh 5 3.31 19 3.94 

22 Attock 9 5.96 19 3.94 

23 Gujrat 8 5.30 12 2.49 

Total  151 100 482 99.97 

  

 Table 4.5 shows the district wise data of total sample for rural female and urban 

female teachers. Lahore district shows the maximum frequency of rural female teachers (f = 

14, 9.27%) whereas D. G. Khan and Lodhran districts show same minimum frequency of 

rural female teachers (f = 2, 1.32%). At the same time, Bahawalpur and Faisalabad districts 

show the same maximum frequency of urban female teachers (f = 40, 8.30%) whereas 

Pakpattan district shows minimum frequency of urban female teachers (f = 6, 1.24%). 
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District wise percentage of female teachers' sample divided into rural and urban category is 

shown in figure 4.5: 

 

Figure 4.5 District-Wise Sample Selected for Rural Females and Urban Females 

Table 4.6  Frequency (f), Mean and Standard Deviation (SD) of Sample Selected 

Frequency (f), Mean and Standard Deviation (SD) of Sample Selected 

S. 

No. 

 Urban Rural Total 

f Mean SD f Mean SD f Mean SD 

1 Male 574 2.98 0.66 172 2.89 0.57 746 2.96 0.64 

2 Female 482 2.87 0.60 151 2.68 0.65 633 2.82 0.61 

3 Total 1056 2.93 0.63 323 2.79 0.61 1379 2.89 0.63 

 

 Table 4.6 shows the frequency, mean and standard deviation for urban sample, rural 

sample, males, urban males, rural males, females, urban females and rural females and total 

sample. 

 

0
2
4
6
8

10
12
14
16

K
as

u
r

R
aw

al
p
in

d
i

S
ar

g
o
d
h
a

Jh
el

u
m

B
ah

aw
al

p
u
r

S
ia

lk
o
t

S
h
ei

k
h
u
p
u
ra

P
ak

p
at

ta
n

S
ah

iw
al

L
ah

o
re

F
ai

sa
la

b
ad

V
eh

ar
i

D
.G

.K
h

an

L
o
d
h
ra

n

O
k
ar

a

B
ah

aw
al

n
ag

ar

R
ah

im
 Y

ar
 K

h
an

M
u

lt
an

K
h
an

ew
al

N
ar

o
w

al

T
o
b
a 

T
ek

 S
in

g
h

A
tt

o
ck

G
u

jr
at

Rural Female Urban Female



 

 132 

4.1  Analysis of Opinions of Higher Secondary English Teachers 

4.1.1 Close-ended Questions 

Table 4.7  Teachers' Involvement in Curriculum Development Process (N=1379) 

Teachers' Involvement in Curriculum Development Process (N=1379) 

 Items SDA 

f(%) 

DA 

f(%) 

U 

f(%) 

A 

f(%) 

SA 

f(%) 

M SD 

 

1. Teachers are satisfied with the 

existing curriculum development 

process of English at higher 

secondary level in Pakistan. 

182 

(13) 

716 

(52) 

98 

(7) 

320 

(23) 

64 

(5) 

2.54 1.12 

2. Merit is the only criterion for the 

selection of members of curriculum 

committees. 

225 

(16) 

562 

(41) 

131 

(10) 

269 

(19) 

192 

(14) 

2.74 1.32 

3. Subject specialists are given due 

representation in the curriculum 

committees. 

250 

(18) 

452 

(33) 

194 

(14) 

325 

(24) 

158 

(11) 

2.77 1.30 

4. Teachers are involved in the 

preparation of text book. 

288 

(21) 

548 

(40) 

120 

(9) 

309 

(22) 

114 

(8) 

2.58 1.26 

5. Teachers are involved in the 

preparation of teacher’s guide. 

216 

(16) 

565 

(41) 

118 

(9) 

353 

(25) 

127 

(9) 

2.72 1.25 

6. Teachers are properly trained before 

implementation of new curriculum. 

426 

(31) 

489 

(35) 

119 

(9) 

173 

(13) 

173 

(12) 

2.40 1.36 

7. Trainings are required for teaching 

the current curriculum of English at 

higher secondary level. 

68 

(5) 

104 

(8) 

34 

(2) 

417 

(30) 

756 

(55) 

4.22 1.12 

8. Your institution has language 

laboratory. 

661 

(48) 

368 

(27) 

113 

(8) 

151 

(11) 

86 

(6) 

2.01 1.25 

  

 Results of Table 4.7 reflect responses of teachers' involvement in curriculum 

development process. Sixty five percent teachers opined that they are unsatisfied . Whereas 

28% of the teachers expressed the opposite view, and the remaining 7% of the total 

respondents were undecided. There is a noticeable difference between the agreed and 

disagreed respondents. So, it can be concluded that majority of the teachers are not satisfied 
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with the existing curriculum development process of English at higher secondary level in 

Pakistan. 

 Fifty seven percent teachers responded that merit is not the criterion for the selection 

for the members of curriculum development committee. In contrast to their opinion, 33% of 

the teachers expressed that merit is the criterion, along this 10% of the respondents remained 

undecided about the inquiry. But, the difference between the agreed and disagreed is 

considerable. So, it can be concluded that teachers do not believe that merit is the only 

criterion for the selection of curriculum committee. 

 Fifty one percent of the teachers believed that subject specialists are not given due 

representation in the curriculum development committee. Fourteen percent of the teachers 

remained undecided about the question. Whereas, 35% of the teachers expressed the 

opposite opinion. On the basis of comparison between the agreed and disagreed respondents 

it can be suggested that subject specialists are not given due representation in the curriculum 

committee. 

 Sixty one percent teachers opined that teachers are not involved in the preparation of 

text book. In contrast to their opinion, 30% of the teachers expressed that teachers are 

involved, along this 9% of the respondents remained undecided about the inquisition. But, 

the difference between the agreed and disagreed is considerable. So, it can be concluded that 

teachers are not involved in the preparation of text book. 

 Fifty seven percent of the teachers believed that teachers are not involved in the 

preparation of teacher’s guide. Nine percent of the teachers remained undecided about the 

issue. Whereas, 34% of the teachers expressed the opposite opinion. On the basis of 
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comparison between the agreed and disagreed respondents it can be suggested that teachers 

are not involved in the preparation of teacher’s guide. 

 Sixty six percent of teachers declared that they are not properly trained before 

implementation of new curriculum. Whereas 25% of the teachers expressed the opposite 

view, and the remaining 9% of the total respondents were undecided. So, it can be 

concluded that teachers are not properly trained before the implementation of new 

curriculum in Pakistan. 

 Thirteen percent of the teachers did not agree that trainings are required for teaching 

the current curriculum of English at higher secondary level. Two percent of the teachers 

remained undecided about the question. Whereas, 85% of the teachers expressed the positive 

opinion. On the basis of comparison between the agreed and disagreed respondents, it can be 

suggested that trainings are required for teaching the current curriculum of English at higher 

secondary level. 

 Seventy five percent teachers responded that their institutions do not have language 

laboratories. In contrast to their opinion, 17% of the teachers expressed that their institutions 

have language laboratories, along this 8% of the respondents remained undecided about the 

inquiry. But, the difference between the agreed and disagreed respondents is considerable. 

So, it can be concluded that educational institutions do not have language laboratories. 
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Table 4.8  Textbook, Subject Matter and Contents 

Textbook, Subject Matter and Contents 

 Items SDA 

f(%) 

DA 

f(%) 

U 

f(%) 

A 

f(%) 

SA 

f(%) 

M SD 

9. The title page of the 

prescribed English book is 

attractive. 

93 

(7) 

481 

(35) 

89 

(6) 

464 

(34) 

251 

(18) 

3.21 1.28 

10. The quality of paper of the 

textbook is good. 

87 

(7) 

503 

(36) 

89 

(6) 

559 

(41) 

141 

(10) 

3.12 1.19 

11. The script of textbook is free 

of errors. 

112 

(8) 

477 

(35) 

183 

(13) 

459 

(33) 

148 

(11) 

3.04 1.19 

12. The subject matter of 

textbook creates interest for 

learning. 

207 

(15) 

490 

(36) 

105 

(8) 

434 

(31) 

142 

(10) 

2.87 1.29 

13. The content is selected in the 

light of the objectives. 

135 

(10) 

472 

(34) 

150 

(11) 

453 

(33) 

169 

(12) 

3.03 1.24 

14. The organization of contents 

for higher secondary school 

English is from simple to 

complex. 

113 

(8) 

341 

(25) 

146 

(11) 

584 

(42) 

193 

(14) 

3.29 1.21 

15. Content being taught at 

higher secondary level is 

helpful in achieving the 

curriculum objectives. 

143 

(10) 

449 

(33) 

163 

(12) 

488 

(35) 

135 

(10) 

3.02 1.22 

16. The introduction of each 

chapter highlights the aims of 

learning that chapter. 

193 

(14) 

433 

(31) 

137 

(10) 

444 

(32) 

172 

(13) 

2.98 1.30 

17. Exercises at the end of the 

chapter cover the topics of the 

entire chapter. 

233 

(17) 

396 

(29) 

133 

(10) 

457 

(33) 

159 

(11) 

2.94 1.32 

18. Number of solved examples 

is sufficient in the textbook. 

226 

(16) 

502 

(36) 

126 

(9) 

380 

(28) 

145 

(11) 

2.79 1.29 

19. Difficult concepts are clearly 

explained in the textbook 

where necessary. 

186 

(14) 

537 

(39) 

132 

(10) 

371 

(26) 

154 

(11) 

2.83 1.27 

20. A list of the key terms is 

provided at the end of the 

book. 

169 

(12) 

339 

(25) 

126 

(9) 

572 

(41) 

173 

(13) 

3.18 1.27 

  

 Table 4.8 reveals teachers' opinion about textbook, subject matter and contents. Forty 

two percent teachers opined against that the title page of the prescribed English book is 

attractive. Whereas 42% of the teachers expressed the opposite view, and the remaining 6% 
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of the total respondents were undecided. So, it remains undecided that the title page of the 

prescribed English book is attractive or not. 

 Fifty one percent teachers responded that the quality of paper of the textbook is 

good. In contrast to their opinion, 43% of the teachers expressed that the quality of paper of 

the textbook is not good, along this 6% of the respondents remained undecided about the 

inquiry. So, it can be concluded, teachers do not believe that the quality of paper of the 

textbook is good.  

 Forty four percent of the teachers believed that the script of textbook is free of errors. 

Thirteen percent of the teachers remained undecided about the question. Whereas, 43% of 

the teachers expressed the opposite opinion. On the basis of comparison between the agreed 

and disagreed respondents it can be suggested that the script of textbook is free of errors. 

 Fifty one percent teachers opined that the subject matter of textbook does not create 

interest for learning. In contrast to their opinion, 41% of the teachers expressed that the 

subject matter of textbook creates interest for learning, along this 8% of the respondents 

remained undecided about the investigation. So, it can be concluded that the  subject matter 

of textbook does not create interest for learning.  

 Forty four  percent of the teachers opposed that the content is selected in the light of 

the objectives. Eleven percent of the teachers remained undecided about the issue. Whereas, 

45% of the teachers expressed the positive opinion that the content  is selected in the light of 

the objectives. On the basis of comparison between the agreed and disagreed respondents it 

can be suggested that the content is selected in the light of the objectives. 

 Fifty six percent of teachers declared that the organization of contents for higher 

secondary school English is from simple to complex. Whereas 33% of the teachers 
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expressed the opposite view, and the remaining 11% of the total respondents were 

undecided. So, it can be concluded that the organization of contents for higher secondary 

school English is from simple to complex.  

 Forty three percent of the teachers did not agree that content being taught at higher 

secondary level is helpful in achieving the curriculum objectives. Twelve percent of the 

teachers remained undecided about the question. Whereas, 45% of the teachers expressed 

the positive opinion. On the basis of comparison between the agreed and disagreed 

respondents it can be suggested that content being taught at higher secondary level is helpful 

in achieving the curriculum objectives.  

 Forty five percent teachers responded that the introduction of each chapter highlights 

the aims of learning that chapter. In contrast to their opinion, 45% of the teachers expressed 

that the introduction of each chapter does not highlight the aims of learning that chapter, 

along this 10% of the respondents remained undecided about the inquiry. There is no 

difference between the agreed and disagreed responses. So, it remains undecided that the 

introduction of each chapter highlights the aims of learning that chapter or not. 

 Forty four percent teachers opined that exercises at the end of the chapter cover the 

topics of the entire chapter. In contrast to their opinion, 46% of the teachers expressed that 

exercises at the end of the chapter does not cover the topics of the entire chapter, along this 

10% of the respondents remained undecided about the inquisition. So, it can be concluded 

that the exercises at the end of the chapter does not cover the topics of the entire chapter. 

 Fifty two percent of the teachers disagreed that number of solved examples is 

sufficient in the textbook. Nine percent of the teachers remained undecided about the issue. 

Whereas, 39% of the teachers agreed that number of solved examples is sufficient in the 
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textbook. On the basis of comparison between the agreed and disagreed respondents it can 

be suggested that number of solved examples is insufficient in the textbook. 

 Fifty three percent of teachers declared that difficult concepts are not clearly 

explained in the textbook where necessary. Whereas 37% of the teachers expressed the 

opposite view, and the remaining 10% of the total respondents were undecided. So, it can be 

concluded that difficult concepts are not clearly explained in the textbook where necessary. 

 Thirty seven percent of the teachers did not agree that a list of the key terms is 

provided at the end of the book. Nine percent of the teachers remained undecided about the 

question. Whereas, 54% of the teachers expressed the positive opinion. On the basis of 

comparison between the agreed and disagreed respondents it can be suggested that a list of 

the key terms is provided at the end of the book. 
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Table 4.9  Teaching Methods and Examination 

Teaching Methods and Examination 

 Items SDA 

f(%) 

DA 

f(%) 

U 

f(%) 

A 

f(%) 

SA 

f(%) 

M SD 

21. Teaching methods are 

appropriate to the content. 

160 

(12) 

534 

(39) 

119 

(9) 

427 

(31) 

139 

(9) 

2.89 1.24 

22. A variety of teaching methods is 

used for the achievement of 

objectives. 

207 

(15) 

495 

(36) 

118 

(9) 

400 

(29) 

159 

(11) 

2.86 1.30 

23. Teaching methods are evaluated 

by the concerned authorities. 

220 

(16) 

495 

(36) 

136 

(10) 

392 

(28) 

136 

(10) 

2.80 1.28 

24. Teaching methods are 

appropriate to the students’ level 

of understanding. 

207 

(15) 

427 

(31) 

161 

(12) 

392 

(28) 

192 

(14) 

2.95 1.32 

25. Examination is the main 

instrument to assess students’ 

learning. 

119 

(9) 

340 

(25) 

95 

(7) 

489 

(35) 

335 

(24) 

3.42 1.32 

26. Teachers are provided with the 

model papers of English by the 

institution. 

142 

(10) 

529 

(38) 

125 

(9) 

406 

(29) 

176 

(14) 

2.96 1.26 

27. The pattern of English paper to 

assess students’ achievements is 

appropriate. 

243 

(18) 

408 

(30) 

131 

(9) 

400 

(29) 

197 

(14) 

2.93 1.36 

28. Selective study is encouraged to 

pass the exams. 

144 

(10) 

322 

(23) 

92 

(7) 

465 

(34) 

355 

(26) 

3.41 1.36 

29. There is consistency among 

curriculum based text books and 

examinations. 

139 

(10) 

386 

(28) 

156 

(11) 

495 

(36) 

202 

(15) 

3.17 1.26 

 

 Table 4.9 reveals teachers' opinion about teaching methods and examination. Fifty 

one percent teachers opined that they are unsatisfied. Whereas 40% of the teachers 

expressed the opposite view, and the remaining 9% of the total respondents were undecided. 

There is a noticeable difference between the agreed and disagreed respondents. So, it can be 

concluded that teaching methods are not appropriate to the content at higher secondary level 

in Pakistan. 

 Fifty one percent teachers responded that a variety of teaching methods is not used 

for the achievement of objectives. In contrast to their opinion, 40% of the teachers expressed 
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that a variety of teaching methods is used, along this 9% of the respondents remained 

undecided about the inquiry. But, the difference between the agreed and disagreed teachers 

is considerable. So, it can be concluded that a variety of teaching methods is not used for the 

achievement of objectives. 

 Fifty two percent of the teachers believed that teaching methods are not evaluated by 

the concerned authorities. Ten percent of the teachers remained undecided about the 

question. Whereas, 38% of the teachers expressed the opposite opinion. On the basis of 

comparison between the agreed and disagreed respondents it can be concluded that teaching 

methods are not evaluated by the concerned authorities. 

 Forty six percent teachers opined that teaching methods are not appropriate to the 

students’ level of understanding. In contrast to their opinion, 42% of the teachers expressed 

that teaching methods are appropriate, along this 12% of the respondents remained 

undecided about the inquisition. But, on the basis of difference between the agreed and 

disagreed teachers, it can be concluded that teaching methods are not appropriate to the 

students’ level of understanding. 

 Thirty four percent of the teachers believed that examination is not the main 

instrument to assess students’ learning. Seven percent of the teachers remained undecided 

about the issue. Whereas, 59% of the teachers expressed the opposite opinion. On the basis 

of comparison between the agreed and disagreed respondents it can be suggested that 

examination is the main instrument to assess students’ learning. 

 Forty eight percent of teachers declared that they are not provided with the model 

papers of English by the institution. Whereas 43% of the teachers expressed the opposite 
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view, and the remaining 9% of the teachers were undecided. So, it can be concluded that 

teachers are not provided with the model papers of English by the institution. 

 Forty eight percent of the teachers did not agree that the pattern of English paper to 

assess students’ achievements is appropriate at higher secondary level. Nine percent of the 

teachers remained undecided about the question. Whereas, 43% of the teachers expressed 

the positive opinion. On the basis of comparison between the agreed and disagreed 

respondents it can be declared that the pattern of English paper to assess students’ 

achievements is not appropriate at higher secondary level. 

 Thirty three percent teachers disagreed that selective study is encouraged to pass the 

exams. In contrast to their opinion, 60% of the teachers expressed that selective study is 

encouraged, along this 7% of the respondents remained undecided about the inquiry. But, 

the difference between the agreed and disagreed is considerable. So, it can be concluded that 

selective study is encouraged to pass the exams.  

 Thirty eight percent teachers responded that there is no consistency among 

curriculum based text books and examinations. In contrast to their opinion, 51% of the 

teachers expressed that there is consistency, along this 11% of the respondents remained 

undecided about the inquiry. But, the difference between the agreed and disagreed is 

considerable. So, it can be concluded that there is consistency between curriculum based text 

books and examinations. 
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Table 4.10  Curriculum Development Process 

Curriculum Development Process 

 Items SDA 

f(%) 

DA 

f(%) 

U 

f(%) 

A 

f(%) 

SA 

f(%) 

M SD 

30. Curriculum development is 

based on need assessment and 

evaluation. 

139 

(10) 

475 

(34) 

174 

(13) 

430 

(31) 

161 

(12) 

3.00 1.23 

31. Curriculum development is 

based on tryout experimentation. 

142 

(10) 

477 

(35) 

210 

(15) 

408 

(30) 

142 

(10) 

2.95 1.21 

32. The national committee of 

curriculum scrutinizes the draft 

in the light of comments offered 

by the experts. 

208 

(15) 

470 

(34) 

254 

(18) 

336 

(24) 

110 

(9) 

2.76 1.20 

33. Budget fixed for implementation 

of curriculum is sufficient. 

379 

(27) 

490 

(36) 

201 

(14) 

200 

(15) 

109 

(8) 

2.40 1.24 

34. Supervisory staff is fully aware 

of their duties in the 

implementation of curriculum. 

242 

(18) 

567 

(41) 

173 

(13) 

293 

(20) 

104 

(8) 

2.60 1.21 

35. There is proper coordination and 

monitoring of the 

implementation of the 

curriculum. 

226 

(17) 

574 

(43) 

195 

(14) 

283 

(21) 

 

73 

(5) 

 

2.56 1.15 

36. There is coordination between 

curriculum bureau, examination 

bodies, teachers’ training 

institutions and textbook boards. 

321 

(23) 

549 

(40) 

148 

(11) 

262 

(19) 

99 

(7) 

2.47 1.23 

 

 Table 4.10 reveals teachers' opinion about curriculum development process. Forty 

four percent teachers opined that curriculum development is not based on need assessment 

and evaluation. Whereas 43% of the teachers expressed the opposite view, and the 

remaining 13% of the teachers were undecided. On the basis of difference between the 

agreed and disagreed respondents, it can be concluded that curriculum development is not 

based on need assessment and evaluation at higher secondary level in Pakistan. 

 Forty five percent teachers responded that curriculum development is not based on 

tryout experimentation. In contrast to their opinion, 40% of the teachers expressed that it is 
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based on tryout experimentation, along this 15% of the respondents remained undecided 

about the inquiry. But, the difference between the agreed and disagreed is considerable. So, 

it can be concluded that curriculum development is not based on tryout experimentation. 

 Forty nine percent of the teachers believed the national committee of curriculum 

does not scrutinize the draft in the light of comments offered by the experts. Eighteen 

percent of the teachers remained undecided about the question. Whereas, 33% of the 

teachers expressed the opposite opinion. On the basis of comparison between the agreed and 

disagreed respondents it can be suggested that the national committee of curriculum does not 

scrutinize the draft in the light of comments offered by the experts. 

 Sixty three percent teachers opined that budget fixed for implementation of 

curriculum is not sufficient. In contrast to their opinion, 23% of the teachers expressed that 

budget is sufficient, along this 14% of the respondents remained undecided about the 

inquisition. Since, the difference between the agreed and disagreed is considerable. Then, it 

can be concluded that budget fixed for implementation of curriculum is  insufficient. 

 Fifty nine percent of the teachers believed that supervisory staff is not fully aware of 

their duties in the implementation of curriculum. Thirteen percent of the teachers remained 

undecided about the issue. Whereas, 28% of the teachers expressed the opposite opinion. On 

the basis of comparison between the agreed and disagreed respondents it can be suggested 

that supervisory staff is not fully aware of their duties in the implementation of curriculum.

 Sixty percent of teachers declared that there is no proper coordination and 

monitoring of the implementation of the curriculum. Whereas 26% of the teachers expressed 

the opposite view, and the remaining 14% of the total respondents were undecided. So, it 
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can be concluded that there is improper coordination and monitoring of the implementation 

of the curriculum. 

 Sixty three percent of the teachers did not agree that there is coordination among 

curriculum bureau, examination bodies, teachers’ training institutions and textbook boards. 

Eleven percent of the teachers remained undecided about the question. Whereas, 26% of the 

teachers expressed the positive opinion. On the basis of comparison between the agreed and 

disagreed respondents it can be suggested that there is lack of coordination among 

curriculum bureau, examination bodies, teachers’ training institutions and textbook boards. 

Table 4.11  Difference between Male and Female Teachers' Opinion 

Difference between Male and Female Teachers' Opinion 

 Male Female   

 Mean SD Mean SD t-value p-value 

1. Teachers' Involvement in 

Curriculum Development 

Process 

2.84 0.84 2.64 0.78 4.387 0.000 

2. Contents, Subject Matter 

and Textbook 

3.08 0.76 2.95 0.77 2.996 0.003 

3. Teaching Methods and 

Examination 

3.10 0.68 2.97 0.67 3.435 0.001 

4. Curriculum Development 

Process 

2.70 0.83 2.64 0.78 1.490 0.137 

      Total 2.96 0.64 2.82 0.61 3.870 0.000 

  

 Table 4.11 shows the difference between the male and female teachers' opinion about 

their involvement in curriculum development process. Independent samples t-test was 

conducted to find the difference between the male and female teachers' opinion regarding 

their involvement in curriculum development process, contents, subject matter and textbook, 

teaching methods and examination, and curriculum development process. 



 

 145 

 The calculated t-value = 4.38 and p-value = 0.00 in the factor teachers' involvement 

in curriculum development process is smaller than alpha (α = 0.05). Hence, it can be 

concluded that there is a significant difference between the opinion of male and female 

teachers regarding teachers' involvement in curriculum development process. 

 The calculated t-value = 2.99 and p-value = 0. 003 in the factor contents, subject 

matter and textbook is smaller than alpha (α = 0.05). So, the difference between the opinion 

of male and female teachers is significant with reference to contents, subject matter and 

textbooks. 

           The calculated t-value = 3.43 and p-value = 0.001 in the factor teaching methods and 

examination is smaller than alpha (α = 0.05). Therefore, the conclusion can be drawn that 

the difference between the opinion of male and female teachers is significant in the context 

of teaching methods and examination. 

 The calculated t-value = 1.49 and p-value = 0.137 in the factor curriculum 

development process is greater than alpha (α = 0.05). Hence, it can be concluded that there 

is insignificant difference of opinion between the male and female teachers regarding 

curriculum development process. 

           The collective calculated t-value = 3.87 and p-value = 0.000 of the whole 

questionnaire is smaller than alpha (α = 0.05). Therefore, the conclusion can be drawn that 

the differences between the opinion of male and female teachers as a whole are significant. 
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Table 4.12  Difference between Teachers' Opinion on the Basis of Residential Area 

Difference between Teachers' Opinion on the Basis of Residential Area 

 Rural Urban   

 Mean SD Mean SD t-value p-value 

1. Teachers' Involvement in 

Curriculum Development 

Process 

2.64 0.74 2.78 0.84 -2.74 .006 

2. Contents, Subject Matter 

and Textbook 

2.92 0.75 3.05 0.77 -2.60 .009 

3. Teaching Methods and 

Examination 

2.95 0.67 3.07 0.67 -2.85 .004 

4. Curriculum Development 

Process 

2.57 0.79 2.70 0.81 -2.65 .008 

            Total 2.79 0.61 2.93 0.63 -3.44 .001 

  

 Table 4.12 shows the difference between teachers' opinion on the basis of their 

residential area. Independent samples t-test was conducted to find the difference between 

teachers' opinion regarding their involvement in curriculum development process, contents, 

subject matter and textbook, teaching methods and examination, and curriculum 

development process. 

 The calculated t-value = -2.74 and p-value = 0.006 in the factor teachers' 

involvement in curriculum development process is smaller than alpha (α = 0.05). Hence, it 

can be concluded that there is a significant difference between the teachers of rural and 

urban areas regarding teachers' involvement in curriculum development process. 

 The calculated t-value = -2.60 and p-value = 0.009 in the factor contents, subject 

matter and textbook is smaller than alpha (α = 0.05). So, the difference between the teachers 

of rural and urban areas is significant with reference to contents, subject matter and 

textbooks. 
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           The calculated t-value = -2.85 and p-value = 0.004 of the factor teaching methods and 

examination is smaller than alpha (α = 0.05). Then, the conclusion can be drawn that the 

difference between the teachers of rural and urban areas is significant in the context of 

teaching methods and examination. 

 The calculated t-value = -2.65 and p-value = 0.008 in the factor curriculum 

development process is smaller than alpha (α = 0.05). For this reason, it can be concluded 

that there is a significant difference between the teachers of rural and urban areas regarding 

curriculum development process. 

           The collective calculated t-value = -3.44 and p-value = 0.001 of the whole 

questionnaire is smaller than alpha (α = 0.05). Therefore, the conclusion can be drawn that 

the differences between the teachers of rural and urban areas as a whole are significant. 

Table 4.13  Difference between Rural Male and Urban Male Teachers' Opinion 

Difference between Rural Male and Urban Male Teachers' Opinion 

 Sections Male   

  Rural Urban   

  Mean SD Mean SD t-

value 

p-

value 

1. Teachers' Involvement in 

Curriculum Development 

Process 

2.82 0.73 2.85 0.87 -0.40 0.693 

2. Contents, Subject Matter and 

Textbook 

2.98 0.70 3.12 0.78 -2.03 0.042 

3. Teaching Methods and 

Examination 

2.99 0.61 3.14 0.70 -2.47 0.014 

4. Curriculum Development 

Process 

2.67 0.81 2.72 0.84 -0.70 0.482 

       Total 2.89 0.57 2.98 0.66 -1.69 0.092 

 

 Table 4.13 shows the difference between rural male and urban male teachers' opinion 

about their involvement in curriculum development process. Independent samples t-test was 
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conducted to find the difference between rural male and urban male teachers' opinion 

regarding their involvement in curriculum development process, contents, subject matter and 

textbook, teaching methods and examination, and curriculum development process. 

 The calculated t-value = -0.40 and p-value = 0.693 in the factor teachers' 

involvement in curriculum development process is greater than alpha (α = 0.05). Hence, it 

can be concluded that there is no significant difference between the opinion of rural male 

and urban male teachers regarding teachers' involvement in curriculum development 

process. 

 The calculated t-value = -2.03 and p-value = 0. 042 in the factor contents, subject 

matter and textbook is smaller than alpha (α = 0.05). So, the difference between the opinion 

of rural male and urban male teachers is significant with reference to contents, subject 

matter and textbooks. 

           The calculated t-value = -2.47 and p-value = 0.014 in the factor teaching methods and 

examination is smaller than alpha (α = 0.05). Therefore, the conclusion can be drawn that 

the difference between the opinion of rural male and urban male teachers is significant in the 

context of teaching methods and examination. 

 The calculated t-value = -0.70 and p-value = 0.482 in the factor curriculum 

development process is greater than alpha (α = 0.05). Hence, it can be concluded that there 

is no significant difference of opinion between the rural male and urban male teachers 

regarding curriculum development process. 

           The collective calculated t-value = -1.69 and p-value = 0.092 of the whole 

questionnaire is greater than alpha (α = 0.05). Therefore, the conclusion can be drawn that 
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the differences between the opinion of urban male and rural male teachers as a whole are 

insignificant. 

Table 4.14  Difference between Rural Female and Urban Female Teachers' Opinion 

Difference between Rural Female and Urban Female Teachers' Opinion 

 Sections Female   

  Rural Urban   

  Mean SD Mean SD t-value p-value 

1

. 

Teachers' Involvement in 

Curriculum Development Process 

2.44 0.71 2.71 0.80 -3.72 0.000 

2

. 

Contents, Subject Matter and 

Textbook 

2.87 0.82 2.99 0.76 -1.64 0.102 

3

. 

Teaching Methods and 

Examination 

2.90 0.75 3.00 0.65 -1.55 0.121 

4

. 

Curriculum Development Process 2.46 0.77 2.70 0.79 -3.22 0.001 

       Total 2.68 0.65 2.87 0.60 -3.28 0.001 

 

 Table 4.14 shows the difference between the rural female and urban female teachers' 

opinion about their involvement in curriculum development process. Independent samples t-

test was conducted to find the difference between the urban female and rural female 

teachers' opinion regarding their involvement in curriculum development process, contents, 

subject matter and textbook, teaching methods and examination, and curriculum 

development process. 

 The calculated t-value = -3.72 and p-value = 0.00 in the factor teachers' involvement 

in curriculum development process is smaller than alpha (α = 0.05). Hence, it can be 

concluded that there is a significant difference between the opinion of rural female and 

urban female teachers regarding teachers' involvement in curriculum development process. 

 The calculated t-value = -1.64 and p-value = 0. 102 in the factor contents, subject 

matter and textbook is greater than alpha (α = 0.05). So, the difference between the opinion 
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of rural female and urban female teachers is insignificant with reference to contents, subject 

matter and textbooks. 

           The calculated t-value = -1.55 and p-value = 0.121 in the factor teaching methods and 

examination is greater than alpha (α = 0.05). Therefore, the conclusion can be drawn that the 

difference between the opinion of rural female and urban female teachers is insignificant in 

the context of teaching methods and examination. 

 The calculated t-value = -3.22 and p-value = 0.001 in the factor curriculum 

development process is smaller than alpha (α = 0.05). Hence, it can be concluded that there 

is a significant difference of opinion between the rural female and urban female teachers 

regarding curriculum development process. 

           The collective calculated t-value = -3.28 and p-value = 0.001 of the whole 

questionnaire is smaller than alpha (α = 0.05). Therefore, the conclusion can be drawn that 

the differences between the opinion of rural female and urban female teachers as a whole are 

significant. 
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Table 4.15  Difference between Rural Male and Rural Female Teachers' Opinion 

Difference between Rural Male and Rural Female Teachers' Opinion 

 Section Rural   

  Male Female   

  Mean SD Mean SD t-value p-value 

1. Teachers' Involvement in 

Curriculum Development Process 

2.82 0.73 2.44 0.71 4.70 0.000 

2. Contents, Subject Matter and 

Textbook 

2.98 0.70 2.87 0.82 1.33 0.184 

3. Teaching Methods and 

Examination 

2.99 0.61 2.90 0.75 1.18 0.238 

4. Curriculum Development Process 2.67 0.81 2.46 0.77 2.33 0.020 

       Total 2.89 0.57 2.68 0.65 2.97 0.003 

 

 Table 4.15 shows the difference between the rural male and rural female teachers' 

opinion about their involvement in curriculum development process. Independent samples t-

test was conducted to find the difference between the rural male and rural female teachers' 

opinion regarding their involvement in curriculum development process, contents, subject 

matter and textbook, teaching methods and examination, and curriculum development 

process. 

 The calculated t-value = 4.70 and p-value = 0.00 in the factor teachers' involvement 

in curriculum development process is smaller than alpha (α = 0.05). Hence, it can be 

concluded that there is a significant difference between the opinion of rural male and rural 

female teachers regarding teachers' involvement in curriculum development process. 

 The calculated t-value = 1.33 and p-value = 0.184 in the factor contents, subject 

matter and textbook is greater than alpha (α = 0.05). So, the difference between the opinion 

of rural male and rural female teachers is insignificant with reference to contents, subject 

matter and textbooks. 
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           The calculated t-value = 1.18 and p-value = 0.238 in the factor teaching methods and 

examination is greater than alpha (α = 0.05). Therefore, the conclusion can be drawn that the 

difference between the opinion of rural male and rural female teachers is insignificant in the 

context of teaching methods and examination. 

 The calculated t-value = 2.33 and p-value = 0.020 in the factor curriculum 

development process is smaller than alpha (α = 0.05). Hence, it can be concluded that there 

is a significant difference of opinion between the rural male and rural female teachers 

regarding curriculum development process. 

           The collective calculated t-value = 2.97 and p-value = 0.003 of the whole 

questionnaire is smaller than alpha (α = 0.05). Therefore, the conclusion can be drawn that 

the differences between the opinion of rural male and rural female teachers as a whole are 

significant. 
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Table 4.16  Difference between Urban Male and Urban Female Teachers' Opinion 

Difference between Urban Male and Urban Female Teachers' Opinion 

 Section Urban   

  Male Female   

  Mean SD Mean SD t-value p-value 

1. Teachers' Involvement in Curriculum 

Development Process 

2.85 0.87 2.71 0.80 2.62 0.009 

2. Contents, Subject Matter and 

Textbook 

3.12 0.78 2.99 0.76 2.69 0.007 

3. Teaching Methods and Examination 3.14 0.70 3.00 0.65 3.28 0.001 

4. Curriculum Development Process 2.72 0.84 2.70 0.79 0.43 0.669 

       Total 2.98 0.66 2.87 0.60 2.79 0.005 

 

 Table 4.16 shows the difference between the urban male and urban female teachers' 

opinion about their involvement in curriculum development process. Independent samples t-

test was conducted to find the difference between the urban male and urban female teachers' 

opinion regarding their involvement in curriculum development process, contents, subject 

matter and textbook, teaching methods and examination, and curriculum development 

process. 

 The calculated t-value = 2.62 and p-value = 0.009 in the factor teachers' involvement 

in curriculum development process is smaller than alpha (α = 0.05). Hence, it can be 

concluded that there is a significant difference between the opinion of urban male and urban 

female teachers regarding teachers' involvement in curriculum development process. 

 The calculated t-value = 2.69 and p-value = 0.007 in the factor contents, subject 

matter and textbook is smaller than alpha (α = 0.05). So, the difference between the opinion 

of urban male and urban female teachers is significant with reference to contents, subject 

matter and textbooks. 
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           The calculated t-value = 3.28 and p-value = 0.001 in the factor teaching methods and 

examination is smaller than alpha (α = 0.05). Therefore, the conclusion can be drawn that 

the difference between the opinion of urban male and urban female teachers is significant in 

the context of teaching methods and examination. 

 The calculated t-value = 0.43 and p-value = 0.669 in the factor curriculum 

development process is greater than alpha (α = 0.05). Hence, it can be concluded that there 

is insignificant difference of opinion between the urban male and urban female teachers 

regarding curriculum development process. 

           The collective calculated t-value = 2.79 and p-value = 0.005 of the whole 

questionnaire is smaller than alpha (α = 0.05). Therefore, the conclusion can be drawn that 

the differences between the opinion of urban male and urban female teachers as a whole are 

significant. 
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Table 4.17  Difference between Teachers' Opinion on the Basis of Districts 

Difference between Teachers' Opinion on the Basis of Districts 

S.  Upper Central Southern   

No. Mean SD Mean SD Mean SD F P 

1. Teachers' 

Involvement in 

Curriculum 

Development Process 

2.69 0.80 2.72 0.85 2.80 0.81 2.13 0.11 

2. Contents, Subject 

Matter and Textbook 

3.13 0.75 3.09 0.72 2.91 0.79 12.0 0.000*** 

3. Teaching Methods 

and Examination 

3.07 0.66 3.11 0.68 2.98 0.68 4.30 0.01* 

4. Curriculum 

Development Process 

2.68 0.78 2.80 0.85 2.59 0.79 7.69 0.000*** 

 Total 2.93 0.60 2.95 0.62 2.84 0.65 4.25 0.01* 

*p<.05, ***p<0.001 

 Table 4.17 shows the difference between teachers' opinion about their involvement 

in curriculum development process belonging to different regions.  ANOVA technique was 

applied to find the difference between teachers' opinion regarding their involvement in 

curriculum development process, contents, subject matter and textbook, teaching methods 

and examination, and curriculum development process. 

 The calculated F-value (F = 2.13, p = 0.11, α = 0.05) indicates that there is no 

significant difference (p > α) between the teachers of upper, central and southern regions 

regarding teachers' involvement in curriculum development process. 

 The calculated F-value (F = 12.0, p-value = 0.00 and α = 0.05) indicates the 

significant difference (p < α) of opinion between the teachers of various regions of Punjab. 

Tukey test (post hoc test, table 4.18) was applied in order to study pair wise comparison for 
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the regions of Punjab. On the basis of tukey test, the difference of opinion between the 

teachers of southern and upper and the teachers of southern and central Punjab is significant 

with reference to contents, subject matter and textbooks. Hence, it can be concluded that the 

teachers of southern Punjab show more discontent when compared to the teachers of upper 

and central Punjab regarding the factor of contents, subject matter and textbooks. 

           The calculated F-value (F = 4.30, p-value = 0.01 and α = 0.05) directs to the 

conclusion that the difference between the teachers of southern and central regions of Punjab 

is significant (p < α) in the context of teaching methods and examination. Tukey test (post 

hoc test, table 4.18) was applied for pair wise comparison for the regions of Punjab. The 

results of tukey test indicated that the teachers of southern region show more dissatisfaction 

when compared to the teachers of central Punjab concerning the factor of teaching methods 

and examination. 

 The calculated F-value (F = 7.69, p-value = 0.00 and α = 0.05) directs that there is a 

considerable difference (p < α) between the teachers of different regions of Punjab. Tukey 

test (post hoc test, table 4.18) was applied to highlight the pair wise comparison for the 

regions of Punjab. The results of Tukey test indicated a difference of opinion between the 

teachers of southern and central regions regarding curriculum development process. For this 

reason, it can be concluded that the teachers of southern region show more dissatisfaction 

when compared to the teachers of central region regarding the factor of curriculum 

development process. 

           The collective calculated F-value (F = 4.25, p-value = 0.01 and α = 0.05) shows 

differences ( p < α)  between the teachers of various regions of Punjab. Tukey test (post hoc 

test, table 4.18) was applied for pair wise comparison for the regions of Punjab. The results 
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of Tukey test indicated that differences between the southern and central regions as a whole 

are significant which lead to the conclusion that the teachers of southern region show more 

discontent when compared to the teachers of central region regarding the whole 

questionnaire. 
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Table 4.18 

Tukey HSD to Differentiate between Teachers' Opinion on the Basis of Districts 

Multiple Comparisons 

Tukey HSD     

Dependent Variable (I) Region (J) Region diff (I-J) SE P 

Teachers' Involvement in 

Curriculum Development 

Process 

 

UPPER Central -.02996 .06022 .872 

Southern -.10369 .05323 .126 

Central Southern -.07373 .05414 .361 

Contents, Subject Matter 

and Textbook 

 

UPPER Central .03897 .05628 .768 

Southern .22042* .04968 .000 

Central Southern .18145* .05058 .001 

Teaching Methods and 

Examination 

 

UPPER Central -.03787 .05001 .729 

Southern .08610 .04420 .126 

Central Southern .12397* .04493 .016 

Curriculum Development 

Process 

UPPER Central -.12449 .05976 .094 

Southern .08621 .05267 .231 

Central Southern .21070* .05377 .000 

Total UPPER Central -.02773 .04645 .822 

Southern .08440 .04106 .100 

Central Southern .11212* .04176 .020 

*. The mean difference is significant at the 0.05 level.  
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4.1.2 Open-ended Questions 

 What are main deficiencies in the existing higher secondary school English 

curriculum? 

Table 4.19  Deficiencies in the Existing Higher Secondary School English Curriculum 

Deficiencies in the Existing Higher Secondary School English Curriculum 

S. No. Statements Percentage 

1. Curriculum is not up to the date. 86 

2. Examination system promotes cramming and rote learning. 83 

3. Teachers are less trained. 81 

4. Lack of resources and coordination for implementing curriculum. 80 

5. Teaching methods are inappropriate. 78 

6. Practice of language skills is ignored. 77 

7. Native literature is given less importance. 74 

8. Literature is focused whereas linguistic aspect is ignored. 73 

9. Communicative skills are not developed. 72 

10. Contents do not match objectives. 61 

11. Curriculum development process is slow in Pakistan. 32 

N = 1303 
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Give suggestions for improving the higher secondary school English curriculum. 

Table 4.20  Suggestions for Improving the Existing Higher Secondary School English 

Curriculum 

Suggestions for Improving the Existing Higher Secondary School English Curriculum 

S. No. Statements Percentage 

1. Curriculum needs to be revised. 84 

2. Teachers' training are required. 82 

3. Examination system should be revised. 80 

4. Resources and coordination for implementation should be increased. 78 

5. Native literature should be increased. 77 

6. Language labs are required. 76 

7. Communicative skills should be focused. 76 

8. Curriculum should be activity based. 75 

9. A variety of teaching methods should be used. 75 

10. Linguistic portion should be given due consideration. 62 

11. Language skills should be focused. 61 

12. Direct methods should be used. 52 

13. Selection of curriculum committee members should be on merit. 34 

N=1303 
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4.2 Analysis of Opinions of the Members of the Curriculum Committee 

4.2.1 Close-ended Questions 

Table 4.21  Members' Involvement in Curriculum Development Process (N=11) 

Members' Involvement in Curriculum Development Process (N=11) 

 

 Results of Table 4.21 reflect responses of members of curriculum committee about 

their involvement in curriculum development process. Ninety one percent members opined 

that they are unsatisfied. Whereas 9% of the members expressed the opposite view. There is 

a noticeable difference between the agreed and disagreed respondents. So, it can be 

concluded that majority of the members of the curriculum development committee are not 

satisfied with the existing curriculum development process of English at higher secondary 

level in Pakistan. 

Sr. 

# 

Items SDA 

f(%) 

DA 

f(%) 

UD 

f(%) 

A 

f(%) 

SA 

f(%) 

M SD 

1. Experts are satisfied with the 

existing curriculum development 

process of English at higher 

secondary level in Pakistan. 

2(18.2) 8(72.7) 0 1(9.1) 0 2.00 0.77 

2. Experts get special training for 

curriculum development. 

4(36.4) 7(63.6) 0 0 0 1.63 0.50 

3. Merit is the only criteria for the 

selection of members of 

curriculum committees. 

1(9.1) 2(18.2) 0 7(63.6) 1(9.1) 3.45 1.21 

4. Subject specialists are given due 

representation in the curriculum 

committees. 

0 0 1(9.1) 6(54.5) 4(36.4) 4.27 0.64 

5. Experts are involved in the 

preparation of text book. 

0 0 0 9(81.8) 2(18.2) 4.18 0.40 

6. Experts are involved in the 

preparation of teacher’s guide. 

0 0 0 8(72.7) 3(27.3) 4.27 0.46 

7. Curriculum planners are able 

enough to analyse the future 

needs of the society. 

0 9(81.8) 0 2(18.2) 0 2.36 0.80 
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 Hundred percent members of the curriculum committee responded that experts do 

not get special training for curriculum development. So, it can be concluded that experts do 

not get special training for curriculum development. 

 Seventy two percent members of the curriculum committee responded that merit is 

the criteria for the selection for the members of curriculum development committee. In 

contrast to their opinion, 28% of the members expressed that merit is not the criteria. Since, 

the difference between the agreed and disagreed is considerable then, it can be concluded 

that members of the curriculum committee believe that merit is the only criteria for the 

selection of curriculum committee. 

 Ninety one percent of the members of the curriculum committee believed that 

subject specialists are given due representation in the curriculum development committee. 

Nine percent members of the curriculum committee remained undecided. So, it can be 

suggested that subject specialists are given due representation in the curriculum committee. 

 Hundred percent members of the curriculum committee opined that they are involved 

in the preparation of text book. 

 Hundred percent of the members of the curriculum committee responded that they 

are involved in the preparation of teacher’s guide.  

 Eighty two percent of members of the curriculum committee declared that 

curriculum planners are not able enough to analyze the future needs of the society. Whereas 

18% of the members expressed the opposite view. So, it can be concluded that curriculum 

planners are not able enough to analyze the future needs of the society. 
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Table 4.22  Responses of members of curriculum committee about content, subject matter 

and textbook  

Responses of members of curriculum committee about content, subject matter and textbook 

Sr. 

No. 

 SDA 

f(%) 

DA 

f(%) 

UD 

f(%) 

A 

f(%) 

SA 

f(%) 

M SD 

8. The title page of the prescribed 

English book is attractive. 

4(36.4) 6(54.5) 0 1(9.1) 0 1.81 0.87 

9. The quality of paper of the textbook 

is good. 

6(54.5) 4(36.4) 0 1(9.1) 0 1.63 0.92 

10. The script of textbook is free of 

errors. 

2(18.2) 8(72.7) 0 1(9.1) 0 2.00 0.77 

11. The language of the text book is easy 

to comprehend. 

1(9.1) 2(18.2) 0 7(63.6) 1(9.1) 1.90 0.30 

12. The subject matter of textbook creates 

interest for learning. 

1(9.1) 6(54.5) 1(9.1) 1(9.1) 2(18.2) 2.72 1.34 

13. The content is selected in the light of 

the objectives. 

0 3(27.3) 0 5(45.5) 3(27.3) 3.72 1.19 

14. The organization of contents for 

higher secondary English is from 

simple to complex. 

0 1(9.1) 0 8(72.7) 2(18.2) 4.00 0.77 

15. Content being taught at higher 

secondary level is helpful in 

achieving the curriculum objectives. 

3(27.3) 5(45.5) 1(9.1) 2(18.2) 0 2.18 1.07 

16. Content given in the book helps in 

developing the four basic language 

skills. 

6(54.5) 5(45.5) 0 0 0 1.45 0.52 

17. The introduction of each chapter 

highlights the aims of learning that 

chapter. 

0 11(100) 0 0 0 2.00 0.00 

18. Exercises at the end of the chapter 

cover the objectives of the entire 

chapter. 

8(72.7) 2(18.2) 0 1(9.1) 0 1.45 0.93 

19. Number of solved examples is 

sufficient in the textbook. 

6(54.5) 3(27.3) 0 2(18.2) 0 1.81 1.16 

20. Difficult concepts are clearly 

explained in the textbook where 

necessary. 

2(18.2) 8(72.7) 1(9.1) 0 0 1.90 0.53 

21. A list of the key terms is provided at 

the end of the book. 

0 3(27.3) 2(18.2) 6(54.5) 0 3.27 0.90 

22. Proper weightage is given to the 

theory and practical components of 

the content. 

3(27.3) 8(72.7) 0 0 0 1.72 0.46 

23. The criteria for the selection of 

practical activities for higher 

secondary school English curriculum 

are based upon the understanding of 

the concepts. 

5(45.5) 6(54.5) 0 0 0 1.54 0.52 
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 Table 4.22 reveals responses of members of curriculum committee about content, 

subject matter and textbook. Ninety one percent members of curriculum committee opined 

that the title page of the prescribed English book is not attractive. Whereas 9% expressed 

the opposite view. So, it can be concluded that the members of curriculum committee 

opined that the title page of the prescribed English book is not attractive. 

 Ninety one percent members of curriculum committee responded that the quality of 

paper of the textbook is not good. Whereas 9% expressed the opposite view. So, the 

members of curriculum committee opined that the quality of paper of the textbook is not 

good. 

 Ninety one percent of the members of curriculum committee believed that the script 

of textbook is not free of errors. In contrast to their opinion, 9% of the members expressed 

the opposite view. On the basis of comparison between the agreed and disagreed 

respondents it can be suggested that the script of textbook is not free of errors. 

 Twenty seven percent members of curriculum committee opined that the language of 

the text book is easy to comprehend. In contrast to their opinion, 73% of the members 

expressed the opposite view. So, it can be concluded that the language of the text book is not 

easy to comprehend. 

 Sixty four percent members of curriculum committee opined that the subject matter 

of textbook does not create interest for learning. In contrast to their opinion, 27% of the 

members expressed that the subject matter of textbook creates interest for learning, along 

this 9% of the respondents remained undecided about the investigation. So, it can be 

concluded that the subject matter of textbook does not create interest for learning. 
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 Seventy three percent of the members of curriculum committee agreed that the 

content is selected in the light of the objectives. Whereas, 27% of the members expressed 

the opposite opinion that the content is not selected in the light of the objectives. On the 

basis of comparison between the agreed and disagreed respondents it can be suggested that 

the content is selected in the light of the objectives. 

 Ninety one percent of the members of curriculum committee declared that the 

organization of contents for higher secondary English is from simple to complex. Whereas 

9% of the teachers expressed the opposite view. So, it can be concluded that the organization 

of contents for higher secondary English is from simple to complex. 

 Seventy three percent of the members of curriculum committee did not agree that 

content being taught at higher secondary level is helpful in achieving the curriculum 

objectives. Nine percent of the members remained undecided about the question. Whereas, 

18% of the members expressed the positive opinion. On the basis of comparison between the 

agreed and disagreed respondents it can be suggested that content being taught at higher 

secondary level is not helpful in achieving the curriculum objectives.  

 Hundred percent members of curriculum committee responded that the content given 

in the book does not help in developing the four basic language skills.  

 Hundred percent members of curriculum committee responded that the introduction 

of each chapter does not highlight the aims of learning that chapter. 

 Ninety one percent members of curriculum committee opined that exercises at the 

end of the chapter do not cover the topics of the entire chapter. In contrast to their opinion, 

9% of the members expressed that exercises at the end of the chapter cover the topics of the 
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entire chapter. So, it can be concluded that exercises at the end of the chapter do not cover 

the topics of the entire chapter. 

 Eighty two percent of the members of curriculum committee responded that number 

of solved examples is insufficient in the textbook. Whereas, 18% of the members agreed that 

number of solved examples is sufficient in the textbook. On the basis of comparison 

between the agreed and disagreed respondents it can be suggested that number of solved 

examples is insufficient in the textbook.  

 Ninety one percent of members of curriculum committee declared that difficult 

concepts are not clearly explained in the textbook where necessary. Whereas 9% of the total 

respondents remained undecided. So, it can be concluded that difficult concepts are not 

clearly explained in the textbook where necessary. 

 Twenty seven percent of the members of curriculum committee did not agree that a 

list of the key terms is provided at the end of the book. Eighteen percent of the members 

remained undecided about the question. Whereas, 55% of the teachers expressed the positive 

opinion. On the basis of comparison between the agreed and disagreed respondents it can be 

suggested that a list of the key terms is provided at the end of the book. 

 Hundred percent of the members of curriculum committee opposed that proper 

weightage is given to the theory and practical components of the content.  

 Hundred percent of the members of curriculum committee declared that the criteria 

for the selection of practical activities for higher secondary school English curriculum are 

not based upon the understanding of the concepts. 
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Table 4.23  Responses of Members of Curriculum Committee about Teaching Method and 

Examination 

Responses of Members of Curriculum Committee about Teaching Method and Examination 

Sr. 

No. 

 SDA 

f(%) 

DA 

f(%) 

UD 

f(%) 

A 

f(%) 

SA 

f(%) 

M SD 

24. Teaching methods are 

appropriate to the content. 

5(45.5) 6(54.5) 0 0 0 1.54 0.52 

25. Teaching methods are 

helpful in achieving the 

objectives. 

4(36.4) 5(45.5) 0 2(18.2) 0 2.00 1.09 

26. Teaching methods are 

appropriate to the students’ 

level of understanding. 

5(45.5) 5(45.5) 0 1(9.1) 0 1.72 0.90 

27. Examination is the main 

instrument to assess 

students’ learning. 

0 2(18.2) 1(9.1) 3(27.3) 5(45.5) 4.00 1.18 

28. There is consistency among 

curriculum based text books 

and examinations. 

3(27.3) 7(63.6) 0 1(9.1) 0 1.90 0.83 

  

 Table 4.23 discloses the responses of members of curriculum committee about 

teaching method and examination. Hundred percent members of curriculum committee 

opined that teaching methods are not appropriate to the content at higher secondary level in 

Pakistan. 

 Eighty two percent of members of curriculum committee believed that teaching 

methods are not helpful in achieving the objectives. Whereas, 18% of the members 

expressed the opposite opinion. On the basis of comparison between the agreed and 

disagreed respondents it can be concluded that teaching methods are not helpful in achieving 

the objectives. 

 Ninety one percent members of curriculum committee opined that teaching methods 

are not appropriate to the students’ level of understanding. In contrast to their opinion, 9% of 

the members expressed that teaching methods are appropriate. On the basis of difference 
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between the agreed and disagreed members, it can be concluded that teaching methods are 

not appropriate to the students’ level of understanding. 

 Eighteen percent of members of English curriculum committee believed that 

examination is not the main instrument to assess students’ learning. Whereas, 73% of the 

members expressed the opposite opinion. Nine percent members of the committee remained 

undecided about the query. On the basis of comparison between the agreed and disagreed 

respondents it can be concluded that examination is the main instrument to assess students’ 

learning. 

 Ninety one percent members of curriculum committee responded that there is no 

consistency among curriculum based text books and examinations. In contrast to their 

opinion, 9% of the teachers expressed that there is consistency. The difference between the 

agreed and disagreed respondents is considerable. So, it can be concluded that there is no 

consistency among curriculum based text books and examinations. 
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Table 4.24  Responses of Members of Curriculum Committee about Curriculum 

Development Process 

Responses of Members of Curriculum Committee about Curriculum Development Process 

Sr. 

No. 

 SDA 

f(%) 

DA 

f(%) 

UD 

f(%) 

A 

f(%) 

SA 

f(%) 

M SD 

29. Curriculum development is based on 

need assessment. 

1 

(9.1) 

7 

(63.6) 

0 3 

(27.3) 

0 2.45 1.03 

30. Curriculum development is based on 

tryout experimentation. 

1 

(9.1) 

7 

(63.6) 

1 

(9.1) 

2 

(18.2) 

0 2.36 0.92 

31. Curriculum wing has well-organized 

research work on curriculum. 

6 

(54.5) 

5 

(45.5) 

0 0 0 1.45 0.52 

32. The national committee of curriculum 

scrutinizes the draft in the light of 

comments offered by the experts. 

0 1 

(9.1) 

0 10 

(90.9) 

0 3.81 0.60 

33. Budget fixed for implementation of 

curriculum is sufficient. 

5 

(45.5) 

5 

(45.5) 

1 

(9.1) 

0 0 1.63 0.67 

34. Supervisory staff is fully aware of 

their duties in the implementation of 

curriculum. 

1 

(9.1) 

9 

(81.8) 

0 1 

(9.1) 

0 2.09 0.70 

35. There is proper coordination and 

monitoring of the implementation of 

the curriculum. 

3 

(27.3) 

8 

(72.7) 

0 0 0 1.72 0.46 

36. There is coordination among 

curriculum bureau, examination 

bodies, teachers’ training institutions 

and textbook boards. 

5 

(45.5) 

6 

(54.5) 

0 0 0 1.54 0.52 

37. Teachers' participation is ensured in 

the curriculum development 

committee. 

1 

(9.1) 

8 

(72.7) 

0 2 

(18.2) 

0 2.27 0.90 

38. Teachers' opinions are given due 

weightage during the formulation of 

curriculum. 

0 10 

(90.9) 

0 1 

(9.1) 

0 2.18 0.60 

39. Teachers are properly trained before 

implementation of curriculum 

4 

(36.4) 

7 

(63.6) 

0 0 0 1.63 0.50 

40. Arrangements for in-service training 

of the teachers are made before 

implementation of the new 

curriculum. 

3 

(27.3) 

8 

(72.7) 

0 0 0 1.72 0.46 

 

 Table 4.24 reflects the responses of members of curriculum committee about 

curriculum development process. Seventy three percent members of curriculum committee 

opined that curriculum development is not based on need assessment. Whereas, 27% of the 

members expressed the opposite view. On the basis of difference between the above 
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mentioned categories. It can be concluded that curriculum development is not based on need 

assessment at higher secondary level in Pakistan. 

 Seventy three percent members of curriculum committee responded that curriculum 

development is not based on tryout experimentation. In contrast to their opinion, 18% of the 

members expressed that it is based on tryout experimentation, along this 9% of the 

respondents remained undecided about the inquiry. But, the difference between the agreed 

and disagreed is considerable. So, it can be concluded that curriculum development is not 

based on tryout experimentation. 

 Hundred percent of members of curriculum committee responded that curriculum 

wing  does not have well-organized research work on curriculum. 

 Nine percent of members of curriculum committee believed the national committee 

of curriculum does not scrutinize the draft in the light of comments offered by the experts. 

Whereas, 91% of the members expressed the opposite opinion. On the basis of comparison 

between the agreed and disagreed respondents it can be suggested that the national 

committee of curriculum scrutinizes the draft in the light of comments offered by the 

experts. 

 Ninety one percent members of curriculum committee opined that budget fixed for 

implementation of curriculum is not sufficient. Whereas, 9% of the respondents remained 

undecided about the inquisition. So, it can be concluded that budget fixed for 

implementation of curriculum is insufficient. 

 Ninety one percent of members of curriculum committee believed that supervisory 

staff is not fully aware of their duties in the implementation of curriculum. Whereas, 9% of 

the teachers expressed the opposite opinion. On the basis of comparison between the agreed 
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and disagreed respondents it can be suggested that supervisory staff is not fully aware of 

their duties in the implementation of curriculum.  

 Hundred percent of members of curriculum committee declared that there is no 

proper coordination and monitoring of the implementation of the curriculum.  

 Hundred percent of members of curriculum committee did not agree that there is 

coordination among curriculum bureau, examination bodies, teachers’ training institutions 

and textbook boards. 

 Eighty two percent of members of curriculum committee believed that teachers' 

participation is not ensured in the curriculum development committee. Whereas, 18% of the 

members expressed the opposite opinion. On the basis of comparison between the agreed 

and disagreed respondents it can be suggested that teachers' participation is not ensured in 

the curriculum development committee.  

 Ninety one percent of members of curriculum committee declared that teachers' 

opinions are not given due weightage during the formulation of curriculum. Whereas 9% of 

the teachers expressed the opposite view. So, it can be concluded that teachers' opinions are 

not given due weightage during the formulation of curriculum. 

 Hundred percent of members of curriculum committee did not agree that teachers are 

properly trained before implementation of curriculum 

 Hundred percent members of curriculum committee opined that arrangements for in-

service training of the teachers are not made before implementation of the new curriculum. 
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4.2.2 Open-ended Questions 

 What are main deficiencies in the existing higher secondary school English 

curriculum? 

Table 4.25  Deficiencies in the Existing Higher Secondary School English Curriculum 

Deficiencies in the Existing Higher Secondary School English Curriculum 

S. No. Statements Percentage 

1. No proper research work is done before designing a new curriculum. 82 

2. Curriculum is not revised at regular intervals. 82 

3. Learners' needs are ignored. 82 

4. There is a lack of coordination among monitoring bodies. 73 

5. Concerned teachers are not given proper weightage. 73 

6. Budget allocation is insufficient. 63 

7. Teaching methods are inappropriate. 63 

N=11 

 

Figure 4.8 Deficiencies in the Existing Higher Secondary School English Curriculum 
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Give suggestions for improving the higher secondary school English curriculum. 

Table 4.26  Suggestions for Improving the Higher Secondary School English Curriculum 

Suggestions for Improving the Higher Secondary School English Curriculum 

S. No. Statements Percentage 

1. A well organized research work should be done. 82 

2. Curriculum should be revised at regular intervals. 82 

3. Learners' needs should be the main focus. 82 

4. Coordination among monitoring bodies should be improved. 73 

5. Proper weightage should be given to concerned teachers. 73 

6. Budget should be increased. 63 

7. Teachers training are required. 63 

N=11 

 

Figure 4.9 Suggestions for Improving the Higher Secondary School English Curriculum 
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4.3  Comparison Between the Opinion of Teachers and the Members of Curriculum 

 Committee Regarding Similar Questions 

 Comparison are drawn between the opinion of teachers and the members of 

curriculum committee on the basis of responses of the similar questions of both the 

questionnaires. These comparisons are graphically represented under four categories of 

teachers' involvement in curriculum development process, text book, subject matter and 

contents, teaching methods and examination, and curriculum development process.  

 

Figure 4.10 Teachers and Members of Curriculum Committee's Involvement in Curriculum 

Development Process 

 Figure 4.10 shows that members of the curriculum committee (M = 3.45, SD = 1.21) 

are more satisfied than the teachers (M = 2.74, SD = 1.32) regarding the issue of merit as 

criterion for the selection of members of the committee. Once more members of the 

curriculum committee (M = 4.27, SD = 0.64) are more contented if compared to the teachers 

(M = 2.77, SD = 1.30), in the context of due representation of subject specialists in the 

curriculum committees. 
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Figure 4.11 Teachers and Members of Curriculum Committee's Involvement in Text Book, 

Subject Matter and Contents 

 Figure 4.11 depicts that teachers (M = 3.21, SD = 1.28) are more satisfied than 

members of the curriculum committee (M = 1.81, SD = 0.87) regarding the attractiveness of 

the title page of the prescribed English book. Once again teachers (M = 3.12, SD = 1.19) are 

more contented if compared to the responses of the members of the curriculum committee 

(M = 1.63, SD = 0.92) in the perspective of the quality of paper of the textbook. Regarding 

the query of errors in the script of textbook, teachers (M = 3.04, SD = 1.19) showed 

discontent in the comparison of the members of the curriculum committee (M = 2.00, SD = 

0.77). Teachers (M = 2.87, SD= 1.29) are more satisfied regarding the question of interest of 

subject matter for learning than the members of the curriculum committee (M = 2.72, SD = 

1.34). The members of the curriculum committee (M = 3.72, SD = 1.19) are more satisfied 

than the teachers (M = 3.03, SD = 1.24) in the perspective of selection of content in the light 

of the objectives. Again, the members of the curriculum committee (M = 4.00, SD = 0.77) 
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are contented than the teachers (M = 3.29, SD = 1.21) concerning the issue of the 

organization of contents for higher secondary school English from simple to complex. 

Teachers (M = 3.02, SD = 1.22) are more contented if compared to the responses of the 

members of the curriculum committee (M = 2.18, SD = 1.07) in the perspective of content 

being taught at higher secondary level. The members of the curriculum committee (M = 

2.00, SD = 0.00) are discontented than the teachers (M = 2.98, SD = 1.30) in the perspective 

of the introduction of each chapter highlighting the aims of learning that chapter. 

Furthermore, the members of the curriculum committee (M = 1.45, SD = 0.52) are less 

satisfied than the teachers (M = 2.94, SD = 1.32) concerning the issue of exercises at the end 

of the chapter covering the topics of the entire chapter. Teachers (M = 2.79, SD = 1.29) are 

more contented if compared to the responses of the members of the curriculum committee 

(M = 1.81, SD = 1.16) regarding the number of solved examples in the textbook. The 

members of the curriculum committee (M = 1.90, SD = 0.53) are discontented than the 

teachers (M = 2.83, SD = 1.27) about the clarification of difficult concepts in the textbook 

where necessary. The members of the curriculum committee (M = 3.27, SD = 0.90) are more 

satisfied than the teachers (M = 3.18, SD = 1.27) regarding the availability of list  of the key 

terms at the end of the book. 
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Figure 4.12 Teachers and Members of Curriculum Committee's Responses Regarding 

Teaching Methods and Examination 

 Figure 4.12 illustrates that members of the curriculum committee (M = 1.54, SD = 

0.52) are dissatisfied than the teachers (M = 2.89, SD = 1.24) regarding the appropriateness 

of teaching methods in the perspective of content. Once more members of the curriculum 

committee (M = 1.72, SD = 0.90) are discontented if compared to the teachers (M = 2.95, SD 

= 1.32), for the query of appropriation of teaching methods to the students’ level of 

understanding. Regarding the issue of examination system as a main instrument to assess 

students’ learning, the members of the curriculum committee (M = 4.00, SD = 1.18) showed 

discontent in the comparison of teachers (M = 3.42, SD = 1.32). Teachers (M = 3.17, SD = 

1.26) are more satisfied regarding the question of consistency among curriculum based text 

books and examinations than the members of the curriculum committee (M = 1.90, SD = 

0.83). 
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Figure 4.13 Teachers and Members of Curriculum Committee's Responses Regarding the 

Curriculum Development Process 

 Figure 4.13 demonstrates that teachers (M = 3.00, SD = 1.23) are more satisfied than 

members of the curriculum committee (M = 2.45, SD = 1.03) regarding needs assessment as 

the base of curriculum. Once again teachers (M = 2.95, SD = 1.21) are more contented if 

compared to the responses of the members of the curriculum committee (M = 2.36, SD = 

0.92) in the perspective of curriculum development based on tryout experimentation. 

Regarding the query of scrutinizing of the draft in the light of comments offered by the 

experts, teachers (M = 2.76, SD = 1.20) showed discontent in the comparison of the 

members of the curriculum committee (M = 3.81, SD = 0.60). Teachers (M = 2.40, SD = 

1.24) are more satisfied regarding the question of budget allocation for implementation of 

curriculum than the members of the curriculum committee (M = 1.63, SD = 0.67). The 

members of the curriculum committee (M = 2.09, SD = 0.70) are discontented than the 

teachers (M = 2.60, SD = 1.21) in the perspective of awareness of supervisory staff of their 

duties. Again, the members of the curriculum committee (M=1.72, SD=0.46) are less 
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satisfied than the teachers (M = 2.56, SD = 1.15) concerning the issue of monitoring of the 

implementation of the curriculum. Teachers (M = 2.47, SD = 1.23) are more contented if 

compared to the responses of the members of the curriculum committee (M = 1.54, SD = 

0.52) on the subject of coordination among curriculum bureau, examination bodies, 

teachers’ training institutions and textbook boards. 

4.4 Comparison between the Opinion of Teachers and the Members of Curriculum 

Committee Regarding Contrastive Questions 

 

Figure 4.14 Teachers and Members of Curriculum Committee's Responses Regarding 

Contrastive Questions 

 Figure 4.14 demonstrates that teachers (M=2.54, S =1.12)  are more satisfied than the 

members of curriculum development committee (M=2.00, SD=0.77) against the question of 

their satisfaction with the existing curriculum development process of English at higher 

secondary level in Pakistan. Regarding the query of teachers and members' involvement in 

the preparation of text book, the members of curriculum development committee (M=4.18, 
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SD=0.40) are more contended than the teachers (M=2.58, SD=1.26). Same is the response, 

against the question of teachers and members' involvement in the preparation of teacher's 

guide that the members of curriculum development committee (M=4.27, SD=0.46) are more 

satisfied than the teachers (M=2.72, SD=1.25). 

4.5 Reliability of the Research Instruments 

Table 4.27  Reliability of Questionnaires 

Reliability of Questionnaires 

Sr. No. Questionnaire Reliability 

Co-efficient 

1. Questionnaire for the government higher secondary English 

teachers 

0.91 

2. Questionnaire for members of English Curriculum 

Committee at higher secondary level 

0.81 

 

 Table 4.27 shows the reliability of the both the questionnaires that was obtained 

through Cronbach alpha. The reliability of the questionnaire for the government higher 

secondary English teachers is 0.91. Whereas the reliability of the questionnaire for the 

embers of English Curriculum Committee at higher secondary level is 0.81. 

4.6  Validity of the Research Instrument 

 Regarding face validity of the questionnaires the experts reported that the questions 

were clear and easy to understand, further more they stated that the questions were in a 

logical order and were totally representative of demands that were required in the curriculum 

development process. 
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Table 4.28  Face Validity of the Questionnaire for the Government Higher Secondary 

English Teachers 

Face Validity of the Questionnaire for the Government Higher Secondary English Teachers 

S. 

No. 
Statement SA A U DA SD Calculations 

1 The look of questionnaire is attractive. 11 2 0 1 0 4.78 

2 Instructions are clear. 10 3 0 1 0 4.57 

3 The start of the questionnaire is suitable. 10 4 0 0 0 4.71 

4 The structure of sentences is appropriate. 14 0 0 0 0 5.00 

5 
The content is clear and easy to 

comprehend. 
10 4 0 0 0 4.71 

6 Questions are logical and suitable. 11 3 0 0 0 4.78 

7 
The division of questions under the four 

categories is appropriate. 
12 2 0 0 0 4.85 

8 
All the questions are under their relevant 

categories. 
13 1 0 0 0 4.92 

9 
The length of the questionnaire is neither 

long nor too short. 
9 5 0 0 0 4.64 

10 

The questionnaire has suitable range of 

questions to address the problems of 

curriculum development at higher 

secondary level. 

13 1 0 0 0 4.92 

 Total 113 25 0 2 0 4.77 

 

Percentage value of face validity: 4.77/5100 = 95%   

Table 4.28 shows the face validity of the questionnaire for the government higher 

secondary  English teachers is 95%. 
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Table 4.29  Face Validity of the Questionnaire for Members of English Curriculum 

Committee at Higher Secondary Level 

Face Validity of the Questionnaire for Members of English Curriculum Committee at 

Higher Secondary Level 

S. 

No. 
Statement SA A U DA SD Calculations 

1 
The appearance of questionnaire is 

attractive. 
11 3 0 0 0 4.78 

2 Instructions are intelligible. 10 4 0 0 0 4.71 

3 The start of the questionnaire is proper. 10 3 0 1 0 4.57 

4 The structure of sentences is appropriate. 14 0 0 0 0 5.00 

5 The content is clear and easy to respond. 10 4 0 0 0 4.71 

6 Questions are rational and suitable. 12 2 0 0 0 4.85 

7 
The division of questions under the four 

categories is appropriate. 
11 2 0 1 0 4.6 

8 
All the questions are under their associated 

categories. 
12 2 0 0 0 4.85 

9 
The length of the questionnaire is neither 

long nor too short. 
8 5 0 1 0 4.42 

10 

The questionnaire has significant variety of 

questions to address the problems of 

curriculum development at higher 

secondary level. 

11 3 0 0 0 4.78 

 Total 113 28 0 3 0 4.73 

  

Percentage value of face validity: 4.73/5100 = 94%   

 Table 4.29 shows the face validity of the questionnaire for members of English 

Curriculum Committee at higher secondary level is 94%. 
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CHAPTER 5 

5 SUMMARY, FINDINGS, CONCLUSIONS                                                                  

AND RECOMMENDATIONS 

5.1  Summary 

 The present study aimed to propose a model for English curriculum development at 

higher secondary level in Pakistan. Two questionnaires were adapted from Akhtar (2004) for 

the present study. One questionnaire was developed for English teachers of higher secondary 

government schools and colleges in the province of Punjab, Pakistan. The other 

questionnaire was developed for the members of the national curriculum committee. The 

study was delimited to English teachers of each sex, teaching English to higher secondary 

classes at the higher secondary schools, intermediate colleges and degree colleges in 23 

districts of the province of Punjab. Analysis of existing English curriculum development 

process was done through the policy documents and questionnaires. All English teachers of 

higher secondary government schools and colleges either male or female in the province of 

Punjab, Pakistan served as a population of the present study. Higher secondary government 

schools and colleges of each sex were selected through stratified cluster sampling, after that 

1379 English teachers (Males = 746, Females = 633, Urban = 1056, Rural = 323, Urban 

Males =574, Rural Males = 172, Urban Females = 482, Rural Females = 151) of higher 

secondary government schools and colleges were considered as sample of the study. The 

sample was selected from the 23 out of 36 districts of Punjab. Furthermore, Punjab was 

divided into three regions upper, central and southern Punjab. Frequency (f), percentage (%), 

mean (M) and standard deviation (SD) were calculated. Frequency, percentage, mean and 

standard deviation for total sample were f = 1379, % = 100, M = 2.89, SD = 0.63, for male 
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sample were f = 746, % = 54, M = 2.96, SD = 0.64, for female sample were f = 633, % = 46, 

M = 2.82, SD = 0.61, for urban sample were f = 1056, % = 76, M = 2.93, SD = 0.63, for rural 

sample were f = 323, % = 24, M = 2.79, SD = 0.61, for urban males were f = 574, % = 41, M 

= 2.98, SD = 0.66, for rural males were f = 172, % = 12, M = 2.89, SD = 0.57, for urban 

females were f = 482, % = 35, M = 2.87, SD = 0.60, for rural females were f = 151, % = 11, 

M = 2.68, SD = 0.65,respectively. t-test and ANOVA were used to find differences of 

opinion among gender, region and residential areas. t-test was applied to find out the 

differences of opinion on the basis of gender and residential areas. The t-value for male-

female was t-value = 3.87 and p-value = 0.000, urban-rural respondents was t-value = 3.44 

and p-value = 0.001, rural males-urban males was t-value = 1.69 and p-value = 0.009, rural 

females-urban females was t-value = 3.28 and p-value = 0.001, urban males-urban females 

was t-value = 2.79 and p-value = 0.005, rural males-rural females was t-value = 2.97 and p-

value = 0.003. ANOVA was applied to uncover the differences of opinion among the 

teachers of various districts of upper, central and southern Punjab. Reliability of the 

questionnaire for higher secondary English teachers was 0.91. Validity of the questionnaire 

for higher secondary English teachers was 95%. 

 The other questionnaire was developed for the members of national curriculum 

committee. All members (21) of the national curriculum committee were taken as population 

of the present study. Eleven members (Males = 3, Females = 8) were considered as sample 

of the study. Frequency, percentage, mean and standard deviation were calculated. 

Comparison between the opinion of teachers and the members of curriculum committee on 

the basis of responses of the same questions of the questionnaires were drawn through 

graphical representation. Along this, Comparison between the opinion of teachers and the 
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members of curriculum committee regarding contrastive questions were also drawn through 

graphs. Reliability of the questionnaire for higher secondary English teachers was 0.81. 

Validity of the questionnaire for higher secondary English teachers was 94%. 

 Education policies were also studied to uncover the place and importance of higher 

secondary education in general and English in particular.  

5.2  Findings 

 Findings are presented on the basis of results keeping in view the objectives 

formulated for this study and hypotheses framed subsequently.  

 Teachers are not satisfied about their share of involvement in curriculum 

development process of English at higher secondary level. (H 1 rejected) 

 Teachers are not satisfied with the existing textbook, subject matter and contents of 

English at higher secondary level. (H 2 rejected) 

 Teachers are not satisfied with their teaching methods and examination system for 

the existing curriculum of English at higher secondary level. (H 3 rejected) 

 Teachers are not satisfied with the existing curriculum development, implementation 

and monitoring process of English at higher secondary level. (H 4 rejected) 

 There is a significant difference between the opinion of male and female teachers 

regarding teachers' involvement in curriculum development process. (H 5 accepted) 

 There is a significant difference between the opinion of male and female teachers 

with reference to contents, subject matter and textbooks. (H 6 accepted) 

 There is a a significant difference between the opinion of male and female teachers 

in the context of teaching methods and examination. (H 7 accepted) 
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 There is no significant difference between the opinion of male and female teachers 

regarding curriculum development process. (H 8 rejected) 

 There is a significant difference between the opinion of teachers of rural and urban 

areas regarding teachers' involvement in curriculum development process. (H 9 

accepted) 

 There is a significant difference between the opinion of teachers of rural and urban 

areas regarding contents, subject matter and textbooks. (H 10 accepted) 

 There is a significant difference between the opinion of teachers of rural and urban 

areas in the context of teaching methods and examination. (H 11 accepted) 

 There is a significant difference between the opinion of teachers of rural and urban 

areas regarding curriculum development process. (H 12 accepted) 

 There is no significant difference between the opinion of teachers of upper, central 

and southern regions regarding teachers' involvement in curriculum development 

process. (H 13 rejected) 

 There is a significant difference between the opinion of teachers of upper, central 

and southern regions with reference to contents, subject matter and textbooks. (H 14 

accepted) 

 There is a significant difference between the opinion of teachers of upper, central 

and southern regions in the context of teaching methods and examination. (H 15 

accepted) 

 There is a significant difference between the opinion of teachers of upper, central 

and southern regions regarding curriculum development process. (H 16 accepted) 
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 Findings of the present study of the questionnaire for the members of curriculum 

committee can be described under the following categories: 

 The members of curriculum committee are satisfied about their involvement in 

curriculum development process. (H 17 accepted) 

 The members of curriculum committee are not satisfied with the content, subject 

matter and textbook of English curriculum at higher secondary level. (H 18 rejected) 

 The members of curriculum committee are not satisfied with teaching methods and 

examination of English curriculum at higher secondary level. (H 19 rejected) 

 The members of curriculum committee are not satisfied with curriculum 

development process of English curriculum at higher secondary level. (H 20 

rejected) 

5.3  Conclusions and Discussion 

 Conclusions of the present study are: 

 Teachers were not satisfied about their share of involvement in curriculum 

development process of English at higher secondary level. The finding is consistent 

with Akhtar (2004), who stated that a little number of teachers is involved in the 

curriculum development process. Teachers who teach at higher secondary level are 

labelled as subject specialists, and they are required to have special trainings about 

their subjects. The finding further supports Memon's (2007) view that in system of 

education, teachers are the most decisive factor. The quality of education can be 

improved by the increased involvement of teachers in the preparation of text book. 



 

 188 

Memon (2007) added that there are number of teachers who have never gone through 

a training programme.  

 Teachers were not satisfied with the existing textbook, subject matter and contents of 

English at higher secondary level. The finding is consistent with many studies 

(Clemente, Ramirez & Dominguez, 2000; Craig, 2001; Kirk & MacDonald, 2001; 

Lee, 2000; Lee, 1995; Remillard, 1999; Spillane, 1999; Woods, 1991) that text books 

need to be error free because teachers are greatly dependant on text book. The 

finding is also consistent with Saiyid (2000), and Rehmani (2000 b) who found that 

text books are not up to date. Moreover these books are boring and dull, having 

factual errors. The finding is also confirmed by Hussain (2005) who claimed that text 

books fail to achieve the objective because of the teaching methods acquired by the 

teachers. Teachers mostly use indirect method for teaching English whereas books 

are made to teach via direct methods.  

 Teachers were not satisfied with their teaching methods and examination system for 

the existing curriculum of English at higher secondary level. This finding is 

consistent with Hassan, 2000 (Cited in Memon, 2007) who opined that instead of 

adopting foreign teaching methods, local teaching methods should be devised 

considering the local demands of the learners and teachers. The finding supports 

Economic survey of Pakistan, 2002 (Cited in Memon, 2007) which outlined that the 

examination system is the cause of poor quality in education.  

 Teachers were not satisfied with the existing curriculum development, 

implementation and monitoring process of English at higher secondary level. Memon 

(2007) announced that insufficient budget, poor implementation of curriculum, 
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improper management, monitoring, and supervision of programme are the main 

causes of plight of education in Pakistan. 

 On the basis of gender (male & female), findings led to the conclusion that male 

teachers showed more satisfaction than female teachers in the perspective of their 

involvement in curriculum development process, contents, subject matter and 

textbooks, and teaching methods and examinations. Whereas, in the context of 

curriculum development process as a whole, male and female teachers were equally 

unsatisfied. 

 On the basis of residential area (rural & urban), findings led to the conclusion that 

urban teachers showed more satisfaction than rural teachers in the perspective of 

their involvement in curriculum development process, contents, subject matter and 

textbooks, teaching methods and examinations, and curriculum development process 

as a whole. 

 On the basis of the division of districts into upper, central and southern Punjab, the 

findings led to the conclusion that the teachers of upper, central and southern Punjab 

expressed the same views in the context of their involvement in curriculum 

development process. The teachers of the entire region were equally unsatisfied. 

Whereas in the perspective of contents, subject matter and textbooks, the teachers of 

upper Punjab were the most satisfied and the teachers of southern Punjab were least 

satisfied. Additionally, the teachers of central Punjab were the most contented in the 

context of teaching methods and examination, and curriculum development process, 

whereas the teachers of southern Punjab were the least contented. 
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 Conclusion of the present study regarding the questionnaire for the members of 

curriculum committee is that the members of curriculum committee are satisfied 

about their involvement in curriculum development process. Whereas the members 

of curriculum committee are not satisfied in the context of content, subject matter 

and textbook, teaching methods and examination, and  curriculum development 

process of English curriculum at higher secondary level. 

5.4  Recommendations 

 Recommendations are forwarded on the basis of findings and conclusions drawn 

from the present study. These recommendations are composed of two segments:  

 general recommendations 

 a proposed model of English curriculum development at higher secondary level in 

Pakistan. 

5.4.1 General Recommendations 

 More teachers should be involved in the curriculum development process at the 

higher secondary level. 

 Teachers should be well trained for the implementation and better output of the 

curriculum. 

 Text books should be revised to make contents relevant and interesting to the 

students of higher secondary level. 

 Examination system needs revision to evaluate the four basic skills of listening, 

speaking, reading and writing. 
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 Ongoing and continuous research is recommended to remove deficiencies of the 

current curricula. 

 Curriculum should be developed considering the local demands of the learners and 

the teachers. 

 Curriculum planners should be well trained, competent and qualified for curriculum 

development. 

 Curriculum development should be based on need assessment. 

 Budget should be increased for implementation of curriculum. 

 There should be coordination among the curriculum bureaus, examination bodies, 

teachers’ training institutions and textbook boards. 

5.4.2 A Proposed Model of English Curriculum Development at Higher Secondary 

Level in Pakistan 

 At present, curriculum development in Pakistan is a complete responsibility of 

provincial governments. So, the proposed model Learner-Teacher-Socio Oriented English 

Curriculum Development Model at Higher Secondary Level starts with the 

recommendations that the steps for curriculum development model should be initiated by the 

provincial bureau of curriculum development. 

 The proposed model is termed as Learner-Teacher-Socio Oriented English 

Curriculum Development Model at Higher Secondary Level. The model is developed on top 

to bottom approach. The proposed model is three dimensional. Following are the three 

dimensions of the Learner-Teacher-Socio Oriented English Curriculum Development Model 

at Higher Secondary Level. 
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 Learner oriented dimension 

 Teacher oriented dimension 

 Socio oriented dimension 

 The Learner-Teacher-Socio Oriented English Curriculum Development Model at 

Higher Secondary Level is shown in the following figure: 
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Figure 5.1 Learner-Teacher-Socio Oriented English Curriculum Development Model at 

Higher Secondary Level 
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5.4.2.1 Details of Learner-Teacher-Socio Oriented English Curriculum Development 

Model at Higher Secondary Level 

 The details of all the components of Learner-Teacher-Socio Oriented English 

Curriculum Development Model at Higher Secondary Level are given below: 

Step 1: Needs Analysis 

 Needs analysis basically addresses the needs of learners, teachers and society. This is 

the initial and essential step presented at the top of the "Learner-Teacher-Socio Oriented 

English Curriculum Development Model at Higher Secondary Level", providing the basis 

from where all the components of English curriculum development model should sprout. 

Learners' needs and teachers' demands are concentrated at the beginning. Moreover, societal 

needs are included in the needs analysis step. Societal needs indicate the growth and 

development of society and nation as a composite whole. 

Step 2: Selecting Theory of Curriculum 

 There are two basic theories of curriculum development; the product oriented and 

process oriented curriculum. After identifying the needs of learners, teachers and society, the 

selection of curriculum theory is inevitable. The curriculum theory should be selected while 

considering the demands and requirements of learners, teachers and society. Acquired theory 

of curriculum should lead towards the subject matter of English curricula. The selection of 

curriculum theory should provide a rationale and foundation for curriculum development 

model. 

  



 

 195 

Step 3: Defining Learning Objectives 

 Once the theory of curriculum is selected, then the next component of English 

curriculum development should be planned that is the aims, goals and objectives. Aims, 

goals and objectives should be designed, modified and updated according to learners, 

teachers and societal demands. The selection of objectives must serve as a bridge among all 

the three stake holders. To conclude, learning aims, goals and objectives must be in 

accordance with the societal, teacher and learners' needs. The selection of aims, goals and 

objectives should lead towards the desired learning outcomes which are achieved through 

the scope and sequence of English curriculum development model. 

Step 4: Syllabus Organization 

 Determination of learning objectives should pave the way for syllabus organization. 

The organization of content should be logical and from simple to complex. 

Step 5: Preparation of Teaching Material 

 At this stage teaching material should be prepared while considering the contents 

discussed in the previous step. Preparation of text books is the most important component of 

teaching material. Teaching material should be prepared to cope with the requirements of 

learners' level of understanding, teachers' teaching capabilities and societal norms and 

culture. The society in which teachers teach English curricula to the learners undoubtedly 

cover all the three dimensions of proposed Learner-Teacher-Socio Oriented English 

Curriculum Development Model at Higher Secondary Level.  
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Step 6: Pilot Testing 

 Burgess (2001), stated that pilot testing helps to make amendments, to maximize the 

advantages and to minimize disadvantages of a project. So, the prepared teaching material 

should be tested at small scale. Feedback should be gathered from teachers, learners, 

curriculum experts and the learned and intellectual strata of society. 

Step 7: Final Teaching Material 

 In the light of suggestions and recommendations by teachers, learners, curriculum 

experts and the learned and intellectual strata of society, final teaching material should be 

proposed. Since the knowledge acquired by the learners through the teaching material of 

English will be practiced in the society, then the teaching material should be up to the mark 

and in alliance with the society while fulfilling the demands of the modern world.  

Step 8: Implementation Strategies 

 Implementation Strategies influence the success or failure of any English curriculum 

development model. So, the government should prepare a comprehensive plan to implement 

any new curriculum. In this regard, the foremost step is the allocation of sufficient budget. If 

the budget is sufficient then the government can organize promotional and awareness 

programmes among the learners, teachers and society. In addition to advertisement, well 

planned teachers' training programmes should be offered with innovative teaching aids. 

Furthermore, seminars and discussion groups should be planned to make learners, teachers 

and society aware of  the new curriculum regarding its overt and covert benefits. 
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Step 9: Evaluation 

 Evaluation is the last but not the least component of "Learner-Teacher-Socio 

Oriented English Curriculum Development Model at Higher Secondary Level". Students' 

evaluations should be done through formative and summative evaluation. Teachers' 

evaluation is also recommended at this stage. Likewise, the evaluation of course is also 

required at this stage. The evaluation of learners, teachers and course should lead to the 

revision of English curriculum at regular intervals. 

 All the above discussed steps of the Learner-Teacher-Socio Oriented English 

Curriculum Development Model at Higher Secondary Level are interlinked and 

interdependent. One step of the model leads towards the next step in a logical and sequential 

manner. The purpose of Learner-Teacher-Socio Oriented English Curriculum Development 

Model at Higher Secondary Level is to prepare learners enter the demanding and ever 

changing world after completing the higher secondary education. The top to bottom 

approach of the proposed model helps and trains learners gradually to be the conscientious 

and responsible members of the society and the world. 

5.4.2.2 Validation of the Proposed Model 

 The proposed model Learner-Teacher-Socio Oriented English Curriculum 

Development Model at Higher Secondary Level was validated by a panel of experts. The 

panel was composed of reputed curriculum experts, members of curriculum development 

committee, Officers of curriculum development authority, educationists and English 

teachers. The list of the members of panel is given in appendix (E). The ideas, suggestions 

and recommendations offered by the members of penal were included in the proposed 
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model. Moreover, a few issues raised by the members of penal are presented in the 

recommendations sections as those issues were beyond the scope of present study. 

5.5  Recommendations for Future Studies 

 Regarding the Learner-Teacher-Socio Oriented English Curriculum Development 

Model at Higher Secondary Level, following are the recommendations for further research: 

 Aims, goals and objectives of English curriculum at higher secondary level in 

particular and the other levels like primary and secondary in general can be 

restructured in the perspective of the proposed model. 

 Contents can be revised and developed in accordance with the Learner-Teacher-

Socio Oriented English Curriculum Development Model at Higher Secondary Level. 

 Text books and teacher's guides can be designed around the proposed model. 

 New teaching methods and models can be explored to implement the Learner-

Teacher-Socio Oriented English Curriculum Development Model at Higher 

Secondary Level. 

 New teachers' training programmes can be designed to facilitate the execution of 

Learner-Teacher-Socio Oriented English Curriculum Development Model at Higher 

Secondary Level. 

 Evaluation plans which are appropriate to the proposed model can be developed. 

 The inclusion of national and local literature into English curriculum at higher 

secondary level can be examined through the proposed model. 

 A contrastive study can be executed, exploring the results of proposed model based 

learning and the traditional learning methods on learners. 
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 A study can be conducted to measure the impact of implementation of the proposed 

model on society, teacher and learner. 

 A study can be done to measure the feedback of the personnel's of BISE's, IER's, 

PTBB, and CDA about the implementation of the proposed model. 

 Curriculum models for various subjects can be proposed by following the guidelines 

of the present study in the other subjects. 

 Following the pattern of the present study a curriculum model for English for higher 

classes can be presented. 

 Having high reliability and validity, the questionnaires of the present research can be 

applied in the field of curriculum studies. 
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APPENDICES 

Appendix A: Questionnaire for Higher Secondary English Teachers 

Part 1: Personal Information 

1. Name: ___________________________________________________ 

2. Gender: Male / Female  Residential Area: Rural / Urban 

3. District: _________________________________________________ 

4. Qualification:               (a) Academic:___________________________ 

                                           (b) Professional: _________________________ 

5.   Experience (In Years)  (a) Total: _______________________________ 

                                           (b) Teaching: ____________________________ 

                                           (c)  Curriculum Planning and Development: ____ 

6.   Name of the school/college: ____________________________________ 

______________________________________________________________        

Please read carefully and give your response to the following items. Mark the column as the 

most suitable with tick ( ). 

SA= Strongly Agree A= Agree UD= Un Decided  DA= Disagree  

SD= Strongly Disagree 

Teachers' Involvement in Curriculum Development Process 

Sr. 

# 

Items SA A UD D SD 

1. Teachers are satisfied with the existing curriculum 

development process of English at higher secondary 

level in Pakistan. 

     

2. Merit is  the only criterian for the selection of members 

of curriculum committees. 

     

3. Subject  specialists are given due representation in the 

curriculum committees. 

     

4. Teachers  are involved in the preparation of text book.      
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5. Teachers are involved in the preparation of teacher’s 

guide. 

     

6. Teachers are  properly trained before implementation of 

new curriculum. 

     

7. Trainings are required for teaching the current 

curriculum of English at higher secondary level. 

     

8. Your  institution has language laboratory.      

Textbook, Subject Matter and Contents 

Sr. 

# 

Items SA A UD D SD 

9. The  title page of the prescribed English book is 

attractive. 

     

10. The  quality of paper of the textbook is good.      

11. The script of textbook is free of errors.      

12. The  subject matter of textbook creates interest for 

learning. 

     

13. The content  is selected in the light of the objectives.      

14. The organization of contents for higher secondary school 

English is from simple to complex. 

     

15. Content  being taught at higher secondary level is helpful 

in achieving the curriculum objectives. 

     

16. The  introduction of each chapter highlights the aims of 

learning that chapter. 

     

17. Exercises at  the end of the chapter cover the topics of 

the entire chapter. 

     

18. Number of solved examples is sufficient in the textbook.      

19. Difficult  concepts are clearly explained in the textbook 

where necessary. 

     

20. A list  of the key terms is provided at the end of the 

book. 

     

Teaching Methods and Examination 

Sr. 

# 

Items SA A UD D SD 

21. Teaching methods are appropriate to the content.      

22. A variety of teaching methods is used for the 

achievement of objectives. 

     

23. Teaching methods are evaluated by the concerned 

authorities. 
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24. Teaching methods are appropriate to the students’ level 

of understanding. 

     

25. Examination is the main instrument to assess students’ 

learning. 

     

26. Teachers are provided with the model papers of English 

by the institution. 

     

27. The pattern of English paper to assess students’ 

achievements is appropriate. 

     

28. Selective study is encouraged to pass the exams.      

29. There is consistency between curriculum based text 

books and examinations. 

     

Curriculum development process 

Sr. 

# 

Items SA A UD D SD 

30. Curriculum development is based on need assessment 

and evaluation. 

     

31. Curriculum development is based on try out 

experimentation. 

     

32. The national committee of curriculum scrutinizes the 

draft in the light of comments offered by the experts. 

     

33. Budget fixed for implementation of curriculum is 

sufficient. 

     

34. Supervisory staff is fully aware of their duties in the 

implementation of curriculum. 

     

35. There is proper coordination and monitoring of the 

implementation of the curriculum. 

     

36. There is coordination among curriculum bureau, 

examination bodies, teachers’ training institutions and 

textbook boards. 
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Open Ended Questions 

37) What are the main deficiencies in the existing higher secondary school English 

curriculum? 

____________________________________________________________ 

____________________________________________________________ 

____________________________________________________________ 

____________________________________________________________ 

 

 

38) Give your suggestions for improving the higher secondary school English curriculum. 

____________________________________________________________ 

____________________________________________________________ 

____________________________________________________________ 

____________________________________________________________ 

Thank You 
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Appendix B: Questionnaire for Members of English Curriculum Committee 

Part 1: Personal Information 

1. Name: ___________________________________________________ 

2. Gender: Male / Female  Residential Area: Rural / Urban 

3. District:___________________________________________________ 

4. Qualification:               (a) Academic:___________________________ 

                                           (b) Professional: _________________________ 

3.   Experience (In Years)  (a) Total: _______________________________ 

                                           (b) Teaching: ____________________________ 

                                           (c)  Curriculum Planning and Development 

4.   Name of the school/college: ____________________________________ 

______________________________________________________________        

Please read carefully and give your response to the following items. Mark the column as the 

most suitable with tick (     ). 

SA= Strongly Agree A= Agree UD= Un Decided  DA= Disagree  

SD= Strongly Disagree 

Closed Ended Questions 

Members and Teachers' Involvement in Curriculum  

Sr. 

# 

Items SA A UD D SD 

1. Experts are satisfied with the existing curriculum 

development process of English at higher secondary 

level in Pakistan. 

     

2. Experts  get special training for curriculum development.      

3. Merit is  the only criteria for the selection of members of      



 

 222 

curriculum committees. 

4. Subject  specialists are given due representation in the 

curriculum committees. 

     

5. Experts are involved in the preparation of text book.      

6. Experts are involved in the preparation of teacher’s 

guide. 

     

7. Curriculum  planners are able enough to analyse the 

future needs of the society. 

     

Contents, Subject Matter and Textbook 

Sr. 

# 

Items SA A UD D SD 

8. The  title page of the prescribed English book is 

attractive. 

     

9. The  quality of paper of the textbook is good.      

10. The script of textbook is free of errors.      

11. The language of the text book is easy to comprehend.      

12. The  subject matter of textbook creates interest for 

learning. 

     

13. The content  is selected in the light of the objectives.      

14. The organization of contents for higher secondary 

English is from simple to complex. 

     

15. Content  being taught at higher secondary level is helpful 

in achieving the curriculum objectives. 

     

16. Content given in the book helps in developing the four 

basic language skills. 

     

17. The  introduction of each chapter highlights the aims of 

learning that chapter. 

     

18. Exercises at  the end of the chapter cover the objectives 

of the entire chapter. 
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19. Number of solved examples is sufficient in the textbook.      

20. Difficult  concepts are clearly explained in the textbook 

where necessary. 

     

21. A list  of the key terms is provided at the end of the 

book. 

     

22. Proper weightage is given to the theory and practical 

components of the content. 

     

23. The criteria for the selection of practical activities for 

higher secondary school English curriculum are based 

upon the understanding of the concepts. 

     

 

Teaching Methods and Examination 

Sr. 

# 

Items SA A UD D SD 

24. Teaching methods are appropriate to the content.      

25. Teaching methods are helpful in achieving the 

objectives. 

     

26. Teaching methods are appropriate to the students’ level 

of understanding. 

     

27. Examination is the main instrument to assess students’ 

learning. 

     

28. There is consistency among curriculum based text books 

and examinations. 

     

Curriculum Development Process 

Sr. 

# 

Items SA A UD D SD 

29. Curriculum development is based on need assessment.      

30. Curriculum development is based on tryout      



 

 224 

experimentation. 

31. Curriculum wing has well-organized research work on 

curriculum 

     

32. The national committee of curriculum scrutinizes the 

draft in the light of comments offered by the experts. 

     

33. Budget fixed for implementation of curriculum is 

sufficient. 

     

34. Supervisory staff is fully aware of their duties in the 

implementation of curriculum. 

     

35. There is proper coordination and monitoring of the 

implementation of the curriculum. 

     

36. There is coordination among curriculum bureau, 

examination bodies, teachers’ training institutions and 

textbook boards. 

     

37. Teachers' participation is ensured in the curriculum 

development committee. 

     

38. Teachers' opinions are given due weightage during the 

formulation of curriculum. 

     

39. Teachers are properly trained before implementation of 

curriculum 

     

40. Arrangements for in-service training of the teachers are 

made before implementation of the new curriculum. 

     

 

Open Ended Questions 

41) What are the main deficiencies in the existing higher secondary school English 

curriculum? 

____________________________________________________________ 

____________________________________________________________ 
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____________________________________________________________ 

____________________________________________________________ 

42) Give your suggestions for improving the higher secondary school English curriculum. 

____________________________________________________________ 

____________________________________________________________ 

____________________________________________________________ 

____________________________________________________________ 

____________________________________________________________ 

 

Thank You 
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Appendix C: Face Validity of the Questionnaire for the Government Higher Secondary 

English Teachers 

S. 

No. 
Statement SA A U DA SD Calculations 

1 The look of questionnaire is attractive.       

2 Instructions are clear.       

3 The start of the questionnaire is suitable.       

4 The structure of sentences is appropriate.       

5 
The content is clear and easy to 

comprehend. 
      

6 Questions are logical and suitable.       

7 
The division of questions under the four 

categories is appropriate. 
      

8 
All the questions are under their relevant 

categories. 
      

9 
The length of the questionnaire is neither 

long nor too short. 
      

10 

The questionnaire has suitable range of 

questions to address the problems of  

curriculum development at higher 

secondary level. 

      

 Total       
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Appendix D: Face Validity of the Questionnaire for Members of English Curriculum 

Committee at Higher Secondary Level 

S. 

No. 
Statement SA A U DA SD Calculations 

1 
The appearance of questionnaire is 

attractive. 
      

2 Instructions are intelligible.       

3 The start of the questionnaire is proper.       

4 The structure of sentences is appropriate.       

5 The content is clear and easy to respond.       

6 Questions are rational and suitable.       

7 
The division of questions under the four 

categories is appropriate. 
      

8 
All the questions are under their associated 

categories. 
      

9 
The length of the questionnaire is neither 

long nor too short. 
      

10 

The questionnaire has significant variety of 

questions to address the problems of  

curriculum development at higher 

secondary level. 

      

 Total       
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Appendix E: List of Experts 

Dr. Saiqa Asif Imtiaz, Chairperson Bahaudin Zikriya University Multan 

Dr. Muhammd Aslam Adeeb, Former Chairman Education Department The Islamia 

University of Bahawalpur 

Dr. Suffyana Khatoon, Assisstant Professor, Department of Education NUML, Islamabad. 

Dr. Muhammad Abiodullah, Assistant Professor Punjab University Bahawalpur 

Mrs. Noor-ul-Sabah, Principal Elementary College for Women Bahawalpur. 

Dr. Shahid Siddiqui, Chairman, Department of English, Education University Lahore. 

Mrs. Parveen Siddique, Assistant Professor, Department of English Sadiq Women 

University Bahawalpur. 

Dr. Ashfaq Ahmad Shah, Assistant Professor, Department of Education, University of 

Sargodha. 

Dr. Shamim Hayder Tarmzi, Associate Professor, Department of Education, BZU Multan. 

Dr. Amjad Ali, Associate Professor, Sind Madrassa-tul-Islam University of Karachi. 

Dr. Rana Muhammad Dilshad, Associate Professor, Department of Education, The Islamia 

University of Bahwalpur. 

Dr. Riaz-ul-Hassan Tariq, Chairman Department of Education, Government. College 

University of Faisalabd. 

Mrs Noor Fatima, Assistant Professor, Department of English, Sadiq Women University 

Bahawalpur. 


