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ABSTRACT

This study aimed at evaluating the Christian religious
knowledge (CRK) curriculum for junior secondary schools in Plateau
State of Nigeria. The CRK curriculum is used all over Nigeria for
teaching Christian religious knowledge. Survey design was adopted
in the study. Eight research questions and six null hypotheses that
focused on the objectives of the study were formulated to guide the
study. The respondents for the study were a sample of 336 junior
secondary Il students from 35 junior secondary schools drawn from
the three educational zones of Plateau State using Proportionate
Stratified Random Sampling Technique. The major instruments for
data collection were a Christian Religious Knowledge Questionnaire
(CRKQ) for teachers and students, a Junior Secondary Students’
Attitude Questionnaire (JSSAQ), and a Students’ Hypothetical Socio-
moral Problem test (SHOMPT). The findings show that the content
of the JS CRK curriculum and the methods used in teaching the
subject were quite adequate for achieving the objectives of the
programme. The teachers perceived all the identified methods of
teaching, except the lecture method, all the assessment techniques
as relevant, while they agreed that the dearth of instructional
materials, lack of qualified CRK teachers etc militate against the
achievement of the objectives of the CRK curriculum. The reaction of
the students to the CRK attitude questionnaire and to the
hypothetically posed socio moral test was generally positive.
Furthermore, the findings show that while school location and the
type of school the students attend can affect performance in CRK
exams, the occupation of parents and the gender of students do not.

Furthermore it was confirmed that the reaction of students to
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hypothetically posed socio- moral questions can be predicted from
their achievement in CRK exams and that there is relationship
between attitude and the reaction of students to hypothetically posed
socio- moral test. Prominent among the recommendations of the
study were: that more qualified and experienced teachers who are
professionally trained in the art of teaching CRK be recruited; that
Government provides adequate instructional material in the form of
teaching aids to facilitate teaching and learning in the schools; and
that teachers in the field take advantage of in-service, sandwich and

workshop programmes to improve.



CHAPTER ONE

INTRODUCTION

1.1 BACKGROUND OF THE STUDY

The nineteenth century missionaries introduced western
education in Nigeria in 1842 (Fafunwa, 1977; llori, 1994). The major
curriculum content of this education was religion. In order to
implement this content fully, adequate attention was given to
understanding the meaning and place of God in the lives of the
people. In establishing their schools, the missionaries put God first
because they knew that man without religion is worse than a
dangerous animal and that a child who has no fear of God shall
equally have no respect for his elders (Obuna, 1993).

The major intention of the different missionary groups was to
produce people who would be of service to “colonial trinity” - the
Church, the Government and the firm. The body of knowledge in that
programme basically centred on the catechism, reading of passages
from the Bible and prayer books. The body of knowledge in the
missionary system which continued up to and beyond the time of
Nigerian independence in 1960, centred on the catechism, reading of

passages from the Bible and prayer books (Bray, 1981).



Ezeobata (1985) noted that ‘up to, and even after Nigeria’'s
independence, religion still enjoyed a considerable pride of place in
the curriculum’ of Nigerian schools. After gaining political
Independence in 1960, however, there was a general outcry against
the colonial system of education. This weight of public opinion after
independence led to a series of National Curriculum reforms to
redirect the course of Nigerian education in the face of the new needs
and aspirations of the people. The recognition and realisation of the
perceived ills of colonial educational policies in national development
have thus influenced the post independence educational
programmes.

The curriculum conference of 1969 is a landmark in this
regard. The conference spelt out in great details the national
philosophy, goals, purposes and objectives of Nigerian education,
and recommended a national curriculum reform (Adaralegbe, 1972).
A new set of goals like self-realisation, better human relationships
and national economic efficiency were identified (Taiwo, 1980), for
both the primary and the secondary school levels according to the
needs of the society. Taiwo (1980) also identified among these
goals: effective citizenship, national consciousness, national unity,

social and political progress and national reconstruction.



In recent times, however, fierce controversies have raged on
the issue of teaching and learning of Christian Religious Knowledge
as a school subject in Nigeria (Ezeobata, 1993). Some scholars have
argued that religion has no practical educational value and should not
be taught in schools as an academic subject (Njoku, 1987), while
others like Cox (1966) and Amana (1987) held that if it must be
taught, then it must be taught in the form of comparative religion. This
resistance has left its mark on the harmonised syllabus of Religious
Education in Nigeria which was meant to teach Bible Knowledge (BK)
with no moral content. Some social analysts (Nduka, 1983; Obuna,
1993; & Ojukwu, 1994) opined that this is one of the reasons for the
government take over of schools, the near collapse of Religious
Education and its attendant inadequacy in the schools. They argued
that this was not so in the past when the educational system in
Nigeria had a high degree of religious content.

The government take over of missionary schools in the
seventies, however, seems to have begun the genesis of the
dwindling impact of religious values among youths. Obuna (1993)

confirmed this view when he opined that:



Our children began to be trained into intellectual giants but
spiritual dwarfs. As these intelligent children grew older they
had to create their own gods to fill up the religious vacuum.
This is what has led to their setting up of secret societies,
occult worship and ritual sacrifices in our universities and
other third level institutions all over the country today (p.25).
Obuna continued that in most state-owned schools, the
children were rather “deformed instead of being formed and instead
of imbibing the spirit of hard work they imbibed the spirit of strikes at
the slightest provocation.” This deformative tendency in the schools
started some social ills such as bribery, corruption, intolerance etc,
which today threaten our individual and corporate existence.
However, in line with international trends, which were
characterised by innovations and transformations in Religious
Education, Nigeria undertook curriculum reforms to reassess her
religious education programme at both the junior and secondary
school levels. The Christian Religious Knowledge Curriculum, which
was implemented in April 1985, is a result of these reforms.
It is in recognition of the above and the search for a system
that will contribute to good nation building that gave the study of
Christian Religious Knowledge (CRK), top priority in the primary and

junior secondary schools today. By this system every pupil or student

Is expected to learn it for the 3-3 segments of the 6-3-3-4 system of



education, which is called “Christian Religious Knowledge” at both the
Junior and Senior secondary school levels.

When the Christian Religious Knowledge Curriculum was
implemented in 1985, it was assumed that it would instil in our young
people the required and desired knowledge, values, behaviours,
attitudes and skills that would ensure their effective adaptation in an
ever changing multi-faith and multi-ethnic society such as Nigeria. It
was expected to contain not only the content of the Bible but also
moral lessons or instructions for the youth (Adewale, 1975). It was
believed that teaching and learning the Bible would help the Nigerian
youth to prepare for useful living within the society and that the CRK
teacher could help the youths to improve their morals and attitudes to
God, to their fellow men, to their work and to the nation generally
(Gaiya, 1981). In keeping with this belief, the National Curriculum for
Junior Secondary Schools (FME, 1985) specified the following
objectives:

a) To provide opportunity for the students to learn more about
God and grow in their faith in God;

b) To enable students to accept Christ as the founder and
sustainers of the Christian Church;

C) To help students apply the teaching and examples of Christ
in their lives with the help of the Holy Spirit;



d) To develop and foster in the lives of the students Christian
attitudes and values such as respect for life, respect for all
men, selfless service to God and humanity (Vol. 5, p.276).

It should not be a strange venture that teachers and pupils
can, through evaluation, help us to judge the extent to which the
goals of educational programmes are being achieved or not.
According to Brolin (1976), programme evaluation is conducted to
provide data useful in making decisions about a programme value (in
terms of cost benefits or goal attainment), for programme
improvement, or all these purposes.

Through programme evaluation some information that is
needed on the weakness and strength of a programme can be
obtained. Oti (1991) expressed the point better when she stated that:

Information on the weakness and strengths of a
programme is needed because a curriculum may, through
the pattern of instruction systematically, under-emphasise
certain types of outcomes.... Apart from this, information
is needed to know whether the programme requires a
modification of specific learning aids and strategies, and
feasibility of the successful use of features (p.1).
Moreover, evaluation can provide information on particular areas of
instruction that students learn or fail to learn and on what level of
concepts and skills they can handle or fail to handle. As these
information help to determine how much and what learning aspects

need special attention, this research intends to address the issue of

learning outcomes from the point of view of the performance of pupils



In junior secondary school examinations and their attitudes to some
hypothetically posed socio-moral questions. This necessitates the
examination of certain variables like the gender of students, the
effects of family background and school factors on pupils’
achievements which are generally considered to affect the
achievements of pupils.

Ever since the implementation of the CRK curriculum,
reactions of parents, people in articles e.g Mkena (1981) and other
print media seem to indicate that the programme is encountering
some problems. They have criticised the fact that in many of the
schools, Christian Religious Knowledge amounts to an exercise in
sheer indoctrination where various denominations teach their different
doctrines (Njoku, 1987). The bugging problem in the minds of many
concerned Nigerians now is whether the junior secondary school
CRK programme is achieving the expected goals or not. This calls
for an appraisal of the programme which is the major task of this
study.

1.2 STATEMENT OF PROBLEM

Ever since the implementation of the CRK programme there

have been questions as to the efficacy of the programme in instilling

discipline and moulding and developing Christian attitudes in the



youth. Research studies show that a good number of students, who
offered the subject in public examinations, did poorly in them.
Atikinpan (1985), for example, registered that in Government
Secondary School Zagun, in Bassa Local Government Area of
Plateau State, out of 110, 160 and 200 students who enrolled for
CRK in 1991, 1992 and 1993, respectively, only 10, 25 and 20
students respectively passed the subject at credit level. Government
secondary school Binchi had a similar problem. Out of 96, 117 and
112 students that enrolled for the subject in 1991, 1992, 1993, only
12, 10 and 11 students passed the subject at credit level.

In addition to such poor performance in CRK in schools there
are indications of mounting social ills among students (Okafor, 1984;
Ukigwe, 1987; Imodibe, 1987). The socio-political scene of Nigeria
seems full of social ills, which give the impression that Christian
Religious Knowledge is taught without the required impact. Questions
have been raised about students’ performance generally in school
examinations and impressive researches have been carried out on
the teaching of religion (Hillard, 1963; Goldman, 1964; Akubue, 1985;
Amana, 1987). Unfortunately, none of these has addressed the
problem encountered in the implementation of the programme,

adequacy of its content and the effect of academic achievement in



Christian Religious Knowledge on attitudes as they relate to socio-
moral behaviour of the students. From this picture, the problem of this
study could be summarised as the evaluation of the implementation
of the Christian Religious Knowledge curriculum in the junior
secondary schools. In other words, the problem can be stated in the
following question: Is the Christian Religious Knowledge Curriculum
fulfilling its specially stated objectives at the Junior Secondary School
level?

1.3 PURPOSE OF STUDY

The purpose of this work is to carry out a summative
evaluation of the implemented CRK programme in the Junior

Secondary Schools in Plateau State. Specifically it set out to:

1. Obtain the views of the CRK teachers on the quality of the
content and objectives of CRK in order to determine the extent
to which the programme is actually meeting its expectations.

2. Find out the problems affecting the implementation of the CRK
programme.

3. Evaluate the way and the manner CRK is taught in the JSS in

the study area with the intention of identifying flaws and

strengths.



1.4

10

Determine the affective/behavioural outcomes of CRK from the
students.

Determine if there is an association between cognitive
acquisition of CRK and affective/behavioural life of the students.
Determine if the staffing of the CRK curriculum at the junior
secondary school level is adequate.

RESEARCH QUESTIONS

For proper treatment of the delineated problems, the following

research questions were raised to guide the study:

1.

To what extent does the content of the junior secondary
school (J.S.S) CRK curriculum achieve the objectives of the
CRK curriculum?

What problems are encountered by teachers and
students in the implementation of CRK programme in junior
secondary schools?

To what extent are the methods used in teaching CRK in the
junior secondary schools appropriate for achieving the
objectives of the programme?

To what extent are the available (JSS) CRK instructional
procedures adequate for the effective teaching and learning

of CRK in the junior secondary schools in the study state?



7.

11

What is the attitude of the students towards the study of
CRK in junior secondary schools?

To what extent are the methods of assessment used in the
junior secondary schools relevant for evaluating objectives
of the CRK programme?

What will the reaction/response pattern of junior secondary
students to hypothetically posed socio-moral problems be?
What is the performance profile of the junior secondary

students in CRK Certificate examinations?

1.5 HYPOTHESES

The following null hypotheses, which were tested at 0.5 level of

significance, were formulated to provide further guidance in this

study:

Ho;

Ho,

Ho;

The performance of junior secondary students in CRK
examination will not be dependent on their parental
occupation.

The junior secondary students’ reaction to hypothetically
posed socio-moral questions cannot be predicted from their
achievement in junior secondary CRK examinations.

Junior Secondary students’ performance in CRK Certificate

Examinations will not be dependent on school location.
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Ho, Junior Secondary CRK students’ performance in CRK
Certificate examinations will not be dependent on the type of
school they attend.

Hos Junior Secondary CRK students’ performance in CRK
Certificate Examinations will not be dependent on their
gender.

Hoe There is no significant relationship between attitude of JSS
students to C.R.K and their reaction to hypothetically posed
socio-moral problems.

1.6 THEORETICAL FRAMEWORK:

A number of evaluation models have been suggested for the
evaluation of educational programmes and processes. The study
adopted Stufflebeam’s (1971) framework to guide the study. The
CIPP evaluation model identifies four types of evaluations, which
correspond to four types of decisions namely, context, input, process
and product and hence CIPP. Context evaluation serves as planning
decision to determine objectives; input evaluation serves as
structuring decisions to determine project designs; process evaluation
serves as implementing decisions to control project operations, and
product evaluation serves as recycling decisions to judge and react to

project attainments. While each of the evaluation types proposed by
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Stufflebeam has its merits according to the purpose it serves, it is in
line with the present study, which takes the form of product evaluation
for rational interpretations of outcome using the record context, input
and process information.

Much as Stufflebeam’s framework has been earmarked to
guide the work, a number of frameworks and models have helped to
enrich the repertoire of methods available for programme evaluation.
These include Scriven’s “formative evaluation” (1967), Kourilsky’s
“adversary model” (1973), Stake’s “responsive evaluation” (1972),
Parlette’s  “illuminative  evaluation” (1973), Zais’ “summative
evaluation” (1976) and the like. Each of these frameworks has its
own emphasis and operational implications. Commenting on the
choice of models for evaluation Nworgu (1991) emphasized that a
single complex framework may not be selected and systematically
used but rather, may be extensively modified by the evaluator
choosing and implementing features of several frameworks. Bello
and Okafor (1999, p. 33) opined that “some of these models often
overlap and they are liable to faults, too goal-oriented, process-
conceived, restrictive, panoramic, unsystematic and lack predictive
validity.” They argued to this end that the CIPP model of evaluation

appears more appropriate in evaluating education programmes.
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If an evaluation model is regarded as a set of steps or a
system of thinking which if followed, or implemented, will result in the
generation of information which can be used by decision makers in
the improvement of education programme (Okoro, 1991), then the
CIPP model is adequate for this study which sets out to determine the
extent to which the objectives of the JSS CRK curriculum have been
achieved and the implications of these for CRK innovation. Although
the theory combines input, process and output models, this study did
not delve into the process of the programme. The input model is
used to provide information on requirements and strategies to be
employed to address the research questions generated in section 1.4
and the hypotheses postulated in section 1.5. Since implementation
of the programme has begun the output model was used to assess
the effectiveness of the methods and procedures applied.

1.7 SIGNIFICANCE OF STUDY

During the planning stage of the six-year secondary education
programme, all that needed to be done for its take-off and success
were laid out to both state and Federal Governments by the
implementation Committee.

In its diagnostic approach, this study will identify the source of

problems in the implementation of the CRK curriculum in the study
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area. This will keep the governments informed on who or what is
responsible for the persistent problems impeding short term as well
as long term success of the programme and also galvanise her into
actions aimed at evolving final solution to the problems.

Since the study has to do with learning outcomes, the results
are expected to be of benefit not only to the students but also to
school administrators, teachers handling the CRK programme and
the society at large.

For the students, it is hoped that the work will bring about the
awareness and the social change at both national and local levels. It
iIs also hoped that the results of the research will stimulate
competence in the acquisition of knowledge by students to cope with
life so that they can live good and useful life in the community.

For the school administration and teachers, it is possible that
some of the findings may require the teachers being made to sit up
through improvement of their teaching skills, through improvisation of
materials and aids where they are lacking or insufficient.

The principals may also, through the findings, be sensitised to
the need for providing relevant teaching equipment in the school and
the over-riding importance of supervising instructions and making

available post service and in-service training.
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Because the research is concerned with situational analysis of
the state of the art relating to the secondary schools’ CRK
programme within the Plateau State of Nigeria, it will generate in the
policy makers and implementers an awareness of what is, in
contradistinction to what ought to be. This is crucial in modifying
approaches to problem situations, decision-making and curriculum
innovation.

The results of the study, it is hoped, will act as preventive
measure against possible failures of similar planning and
implementation exercise in education in Nigeria in the future.

Finally, at a higher level, the study will certainly contribute to
the knowledge of the local and national communities on the problems
impeding the realisation of the educational objectives in developing
countries of the world with Nigerian case in focus.

1.8 DELIMITATION OF STUDY

For the purpose of the present study, the research undertaken
was limited to Plateau State of Nigeria. The study population was
limited to the junior secondary schools, which are Federal, State and
Mission controlled. The three - year Junior Secondary Education on
which the study is based is the first section of the two tier secondary

education of the 6-3-3-4 system. The first and fourth levels of the
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system were not covered in the study. Post primary institutions such
as Teacher Training colleges, and Commercial schools will not be
covered.

Besides, only the impressions or opinions of JSS CRK
students and their teachers were considered. The opinion of the
public who are strictly speaking outside the formal educational
system were beyond the scope of the research. The discussion of
the concepts of religion and morality as professed by various
philosophers of education and the philosophical disputations by the
different schools of thought also lie beyond the scope of this study. It
limits itself to the objectives of the junior secondary school CRK
curriculum as contained in the National Curriculum for Junior
Secondary Schools (1985). Specifically, the major thrust of the study
includes the input of the CRK programme, in terms of syllabus taught,
equipment and staffing and as output the results of the Junior
Secondary Certificate Examination (JSCE) in the selected schools in
Plateau state. The reaction of students to attitude questionnaire and
to some hypothetically posed socio-moral questions will also be

sought.
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1.9 OPERATIONAL DEFINITION OF TERMS
To avoid ambiguity, the following terms as used in the study
are defined as follows:

The National Curriculum for Religious Knowledge

This is the current Christian Religious Knowledge syllabus
approved by the Nigeria Educational Research and
Development Council (NERDC) and the Federal Ministry of
Education for use in all junior and senior secondary schools in
Nigeria.

Christian Religious Knowledge

This is a subject concerned with the upbringing, instructing,
informing students on Christian beliefs and practices as found
in the Holy Bible and Christian Traditions.

Programme Evaluation

The appraisal of the Junior Secondary School Christian
Religious Knowledge programme as contained in the National
Curriculum for the junior secondary schools.

Hypothetically Posed Socio-moral Questions/issues

These are aspects of societal realities posed to test the

individual’s ability to analyse problems and dilemmas and give
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verdict regarding which actions are right and which are wrong

based on existing Christian religious principles and standards.
Morality

This refers to that area of human behaviour, which is

concerned with how human beings relate to one another, the

consequences of their actions on the feelings and interests of

others.
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CHAPTER TWO

REVIEW OF RELATED LITERATURE

The review of literature related to this study will be carried out
and organised according to the following sub-units for clarity and

convenience of discussion:

1. Aims in Religious Education in Nigeria.
2. The concept of programme evaluation.
3. Types of evaluation,

4. The need for curriculum evaluation.

5. Curriculum designs.

6. Conceptual studies.

7. Empirical studies.

8. Summary of issues raised.

2.1 AIMS IN RELIGIOUS KNOWLEDGE IN NIGERIA
In the past, several aims were proposed for Christian Religious
Knowledge in Nigeria. Each of these aims is briefly discussed below:

2.1.1 To Teach the Bible

While the exact date as to when Christian Religious
Knowledge started in Nigerian public schools as a school subject is

unknown, the fact that its teaching began with the Christian
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missionaries is no longer a debatable question. Babalola (1976), for
example, noted that CRK started as an open-air evangelism but with
time the missionary teachers differentiated between catechism and
Bible knowledge as an academic subject. As academic subject, the
master textbook and, in fact, in most times, the title given to the
subject was Bible Knowledge (BK). While the use of other extra-
biblical materials was recognised, “the Bible was the master text book
and every subject, no matter how remote it was, had to be connected
in some way to the Holy Book” (llori, 1994,p. 9). According to the
syllabus the “aims and objectives” of the subject were:

) To test the candidates’ knowledge and
understanding of selected themes running through most of the books
of the Old and New Testaments as a necessary preparation for
higher studies.

(i)  To enable the candidates to accept Christianity as
relevant in their daily lives and actions as Christians and therefore
worthy ambassadors of God in the home, the nation and the world at
large. (Bray, 1981).

The second of these aims enunciated for Christian Religious
Knowledge is by far more suitable than the first one, which merely

reiterates the old idea of equating Religious Education with “Bible
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knowledge.” It broadens the aims of the subject even if the primary
objective still remained familiarity with the stories and events narrated
in the Bible. The Bible surely has acquired, over the centuries of
Christianity, an enormous cultural and literary value and its influence
Is felt in our ways of thinking, in our literature and civilisation. For this
reason and for its role as a major source of Christian beliefs and
morals, knowledge of the Bible should be part of the intellectual
heritage of an educated person. But for the Bible to be a source of
an adequate Christian Religious Knowledge much more is required
than mere knowledge of the events and stories recorded in it.

2.1.2 To Teach Morals

The teaching of morals has been a long-standing aim
recommended for teachers of Christian Religious Knowledge. Most
religions over the ages have traditionally linked morality with religious
beliefs and practices (Idowu, 1962; Tempels, 1969; Egudu, 1972). In
ancient Greece, for instance, moral education was imparted largely
through religious literature in the form of legends about the gods and
heroes of Greece. In the Judeo-Christian tradition the link between
morality and religion has also been so close that many people still

regard them as inseparable. In Nigeria, many secondary schools
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equate Bible studies or “Religious Education” lessons with moral
education.

Philosophers and educators (Bull, 1973; Nduka,1983; llori,
1988 and Adewole, 1989) have, however, challenged this traditional
linkage of religion and morality. To admit the logical distinction
between religion and morality does not, however, mean that they are
antagonistic realms of human experience or that their objectives are
mutually exclusive.

2. 1.3 To Teach Catechesis or Christian Nurture

This view that CRK aims at teaching catechesis or Christian
nurture underlies the frequent demand by the various Churches that
Christian Religious Knowledge in schools should be given to their
adherents by teachers who are members of their own religious
denominations. The view seeks to awaken, nourish and develop
one’s personal belief and to hand on the received tradition so as to
build up the ecclesial community.

This model of Religious Education can hardly be faulted as an
educational activity carried out within the context of the ministry of the
Church. Its focus on passing on inherited tradition is a welcome
reminder of the importance of knowing our past in order to

understand our present. Most religious educators today, however,
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insist that confessional teaching of religion is not appropriate in the
school context. Its parochial nature offers little scope for dealing with
the practical problems of religious diversity in modern pluralistic
societies.

2. 1.4 To Teach Christian Religious Knowledge

The title "Christian Religious Knowledge’ indicates a search for
a new model of Religious Education, which goes beyond the confines
of ecclesial enculturation. Christian Religious Knowledge takes, as
its point of departure, the intersection of religious tradition and
contemporary culture. It is an interdisciplinary activity informed by
both theology and modern educational theory. Theology and
education are seen as being in a reciprocal relationship informing and
transforming each other (llori, 2002).

Christian religious educators are committed to seeking an
understanding of their faith. Consequently, their educational process
involves the application of critical reason to the beliefs, symbols,
values and texts of the Christian tradition. Christian religious
educators seek to enable people to personally and critically
appropriate their religious heritage by uncovering its assumptions and
historical conditions. Some of the important aims and objectives of

Christian Religious Knowledge include reflective knowledge and
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understanding the tradition, the recreation of personal beliefs, values
and actions and the transformation of our social and public world.
(llori, 1994).

The Christian Religious Knowledge reminds teachers of
religion that there is a place for critical reasoning in Christian
Religious Knowledge. Religious traditions need the search light of
critical enquiry in order to serve an educational purpose. Criticism
provides an insurance against dogmatism, fanaticism and bigotry that
are found among some religious adherents. The critical attitude
exemplified in the Christian Religious Knowledge model makes
possible a reinterpretation and re-appropriation of the Christian story
and symbols. This process enriches the Christian tradition itself as it
encounters modernity.

2.2 THE CONCEPT OF PROGRAMME EVALUATION

Evaluation of curriculum programmes is a crucial stage in
curriculum planning and development. In the late 1950s and 1960s
an increase in Government spending on education, coupled with
increased investments in curriculum programmes by both public and
private interests was noticed and the need for more accountability
became very acute. The tasks of curriculum developers became very

prominent as curricula were expected, more than ever before, to
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account for their promises and scholarships. Education, therefore,
became a big tool to produce results while evaluation became a
respected management tool. In America, for example, the
Government and other agencies, like the Ford Foundation and big-
time individuals, became evaluation sponsors. When these
developments were going on in the United States of America and in
Europe, there was hardly anything of the sort in developing nations
like Nigeria.

Programme evaluators realised these developments and took
advantage in redefining their roles and new evaluation instruments.
They achieved this feat when they were able to reveal the mysteries
of this development. They were able to redefine curriculum process
as the development of objectives, content, process or strategies and
evaluation (Cooley and Lohness, 1976). Programme evaluation then
became a dynamic field of study. It became a social process as well
as social institution leading to curriculum change. In more advanced
countries like the United States of America and Britain, curriculum
evaluation was professionalised and evaluation courses introduced
as disciplines in the universities. In Nigeria, the largest research
project in curriculum evaluation was the 1969 Curriculum Conference,

which redefined the educational programmes and goals of the
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country. A lot of funds and resources have been expended since
1969 to date and, since then, school -curriculum became
institutionalised. Most of the curricula that have been introduced into
schools since then have had little or no monitoring to determine their
consequences. It is not curriculum programmes alone that suffer
from lack of evaluation. Other national programmes like the
Savannah Sugar Project, the River Basin Projects, the Agricultural
Development Projects, the Nigeria Paper Mill Projects have operated
in Nigeria without meaningful monitoring. These giant projects
gulped billions of Naira but due to lack of proper monitoring and
evaluation they have remained "white elephant’ projects (Lere, 1996).

In education, this seeming lack of evaluation has resulted in
disillusionment about educational reforms. The moral educational
programme, introduced in the early seventies but which has long
been forgotten, is a case in point. This picture coupled with the
deepening moral crises among school children, which falls within the
orbit of religious instruction calls for an evaluation of the CRK
curriculum to ascertain the extent to which the objectives of the

programme have been achieved.
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2.3 TYPES OF PROGRAMME EVALUATION

Several authors ( Tyler, 1949; Taba, 1963; Wheeler 1967; and
Scriven, 1967, Gronlund, 1977; Fraenkel,1978) have agreed that
evaluation could either be Diagnostic, Formative or Summative.
These types are described below:

2.3.1 Diagnostic Evaluation:

This form of evaluation takes place prior to the beginning of a
unit of instruction. This type of pre-instructional programme
evaluation can help the teacher or curriculum developers acquire
relevant information regarding attitudes, skills, and knowledge
students have already acquired that will encourage, limit or prevent
teacher and student efforts to achieve desired objectives.

2.3.2 Formative Evaluation.

Formative evaluation is the process by which information is
used to develop a unit of instruction to the point where it is ready to
be used (Brolin, 1976). It is used during the lesson to evaluate how
far the lesson is being followed and understood. It is also used at the
end of the lesson or a phase of the programme to evaluate the
permeability of the course or programme so that the teacher will be

able to know which aspects need to be emphasised during revisions.
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Ukachi (1989) observed that formative evaluation is employed
to monitor the progress of the learner and to serve as a means of
feedback. Through formative evaluation, it is possible to restructure
the lesson, period, method of teaching, materials used for teaching
and activities provided for the learner. Formative evaluation is, in this
sense, used to Iimprove instruction, learning or teaching.
Examination, interview, and observation may be used to obtain
information about the learner during the formative evaluation.
Formative evaluation involves the collection of appropriate
information and evidence during the construction and trying out of a
new curriculum. It is, in fact, a systematic process of curriculum
construction, teaching and learning for the purpose of improvement.

In the view of Onwuka (1981), formative evaluation builds up a
strong case for a programme, and reassures the users of the
programme that the chances of success are more than those of
failure.

2.3.3 Summative Evaluation .

This type of evaluation is used at the end of a course of
instruction to find out what the students have learnt in the course and
to what extent the desired objectives have been realised. Summative

evaluation is used to make a summary assessment of the overall
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value or amount of the programme to see the attainment of the
programme objectives by matching student performance and the set
objectives. It is also used to determine the extent to which the
learner has progressed in the stated instructional objectives.

Summative evaluation has one major sub-division called
output or product evaluation. Output or product evaluation as the
name implies deals with the assessment of the attainment of the
programme at the end of the programme or course. It considers the
programme in line with the objectives and the achievement. The
major focus of output or product evaluation is on the achievement
and quality of the objective; i.e. the quality of experience, knowledge
or skill attained by the learner.

For Scriven (1967) summative evaluation is concerned with the
appraisal of the emergent curriculum as it is offered in the school
system. It usually has several formal features, which include:
measurement of students’ attitudes based on carefully constructed
qguestionnaire, assessment of the mastery of each objective for
quantitative indication of the accomplishments of the entire course
and measurement of achievement as taken from end of course

examination tests. Glass (1970) concurred with this view that “the
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goal of evaluation must be to answer question of selection, adoption,
support and worth of educational materials and activities” (p.50).

Summative evaluation according to Ogwu (1994) relates to
evaluation of a whole programme after it has been fully developed. It
Is at this stage that the conditions under which a programme will be
most profitably used are stipulated. In this direction, the students’
achievement, the quality of the teachers and the process and
strategies used by the teachers are evaluated to give the verdict as to
the usefulness of the programme. Increased attention to this type of
evaluation can help to produce more functional curricula (Zais, 1976)
and “it can serve as a check-list for judging the extent to which the
nation’s educational objectives were attained by a programme of
curriculum and instruction” (Lere, 1996, p. 49).
24 THE NEED FOR CURRICULUM EVALUATION

Curriculum process implies the essential necessity of the
formulation of objectives, the development of content, the
development of teaching/learning process and adequate evaluation to
assess its consequences. Most often, the continuing elements of
curriculum process which planners and mostly teachers are more
comfortable with is the formulation of objectives, content and

strategies.
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Evaluation is mostly and exclusively carried out in the
educational system for promotion, placement, or award of certificates.
Over the years, Curriculum Evaluation was hardly considered as part
of curriculum process. However, Tyler and other curriculum theorists
in the 1930s saw the need for evaluation as part of curriculum
process. In his book ‘Basic Principles of Curriculum and Instruction’,
Tyler (1949) viewed evaluation as an integral part of the curriculum
process. He opined that as an integral part of the curriculum, the
process of evaluation is essentially the process of determining to
what extent the educational objectives are actually being realised by
the programme and instruction.

Wheeler (1977), another renowned curriculum actor, also saw
the need for Curriculum Evaluation. He contended that objectives,
learning experiences, content, strategies and evaluation should
control the curriculum actions. He argued that without evaluation it is
impossible to tell whether the attitudes, values, skills and knowledge
have been instilled, inhibited or altered. He contended that the
consequences of a programme could come only through adequate
evaluation. He came up with the following cyclical model of

curriculum process in which evaluation is one of its components:
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Fig. 1 Wheeler's Model of Curriculum Process

Aims Goals and Objectives

BEvaluation Slection of leaming
experience

Selection and integration of leaming and
content

Source: Wheeler (1977,p.31)

For Taba (1962), evaluation consisted in the gathering,
analysing and making value judgement on, for example, the views of
people about school activities. These activities may include, among
other things, subjects taught, teachers, methods of teaching, teaching
materials, and the learner. It is the appraising of objectives to find out
how far they have been achieved. In the views of Harris (1963); and
Scriven (1967) evaluation is a systematic attempt to gather evidence
regarding changes in students’ behaviour arising from planned
educational experiences. It is the collection and use of information to
make decision about educational programmes to ascertain whether
materials, methods of teaching, activities and so on are meeting the

needs of the learner.
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Tawney (1977) and Bajah (1985) gave three grounds for
evaluating curriculum programmes. To Tawney, a programme can
be evaluated for the following reasons: to improve the quality of
education, to defend and to reassure the funding body that the
programme is worthy, and because it has become fashionable for
people to evaluate. Bajah feels that evaluating is principally for
measuring the effect of a given programme against the goals it set
out to accomplish in an effort to contribute to subsequent decision-
making about the programme, to strengthen the programme and to
compare the gains of adopting a programme with that of other similar
programmes.

All these points testify to the importance of evaluation for every
programme. For the CRK curriculum, the exercise will not only help
to defend and reassure the entire society that the programme is still
worthwhile but also contribute to subsequent decisions to improve the
programme.

2.5 CURRICULUM DESIGNS

This section reviews the major formal models of educational

evaluation which have influenced empirical work in the field of

evaluation in Nigeria.
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2.5.1 Tyler's Programme evaluation Model

Tyler's work on curriculum evaluation in the 1940’s brought
about a major change in educational research (Tyler, 1949). Tyler's
view was that curriculum should be organised around explicit
objectives and that the success of the curriculum should be judged on
the basis of how well students achieve the objectives. His model
shows that curriculum programme is a four-stage process. These
processes involve the determination of objectives, selection of
learning experiences that could lead to the attainment of the pre-
determined aims and objectives (content), organisation of learning
experiences in such a way that could allow for attainment of set
objectives (method), and the measurement of the extent to which pre-
determined objectives are being achieved (Evaluation). Tyler's model
of curriculum has been summarised into four questions, which must
be asked for any curriculum and plan of instruction. These are: what
educational purposes should the school seek to attain; what
educational experience can be provided that is likely to attain these
purposes; how can these educational experiences be effectively
organised; how can we determine whether these purposes are being

attained?



36

In his widely cited and acclaimed handbook on curriculum
planning (Tyler, 1949) he expressed his opinion that evaluation is an
integral part of the curriculum process. It is essential for determining
the extent the programme of curriculum and instruction is actually
realising educational objectives. At this stage of the curriculum, Tyler
Is preoccupied with the question of how we can determine whether
the purposes of a programme are being effectively attained. He is
concerned with whether the stated goals, sub-goals, and objectives of
a programme are valid or should be revised, extended or rejected.

The conceptual model of Tyler's curriculum planning is
diagrammatically presented below:

Fig 2. Tyler's Programme Evaluation Model

Detemmination of objectives

Bvaluation Slection of leaming
Expereinces (Content)

Organisation of leaming
Experience (methods)

Source: Tita (1991,p.45)
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2.5.2 Stufflebeam’s Programme Evaluation Model

Stufflebeam (1971) and his colleagues formulated the so-called
CIPP evaluation model to show how evaluation could contribute to
decision-making in programme development. CIPP is an acronym for
four types of evaluation included in the model: context evaluation, input
evaluation, process evaluation and product evaluation. Each type of
evaluation is tied to a different set of decision that must be made in the
planning and operation of a programme. Each of the evaluation types
proposed by Stufflebeam has its merits according to the purpose it
serves.

A Context Evaluation

This is the most basic kind of evaluation. It involves analysis of
problems and needs in a specific educational setting. Its purpose is to
provide a rationale for the determination of objectives. It identifies
unmet needs and unused opportunities, and diagnoses the problems
that prevent needs. Context evaluation believes that once needs have
been identified, the next step in context evaluation is to delineate
programme objectives that will alleviate the needs.

B Input Evaluation.

This kind of evaluation concerns judgements for determining
how to utilise resources and strategies to achieve the objectives of a

programme. It provides information to decide if outside assistance is
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required to meet objectives or not, how the objectives should be stated
operationally and what general strategy should be employed. Its
function is to determine how best to meet newly stated objectives.

It is meant to support programme personnel to tackle questions
that are important in the selection and structuring of project designs. It
assists in the selection of overall strategies, and aids in structuring a
particular strategy into a design. In projecting costs and benefits, it is
future-oriented, but in obtaining data about the previous use of a
strategy, it is past-oriented. It is diagnostic in determining resource
problems to be solved in implementing a selected strategy and yet
therapeutic in seeking a solution for a basic problem within the overall
system.

C Process Evaluation.

Once a designed course of action has been approved and the
implementation of the design has begun, process evaluation is needed
to provide periodic feedback to persons responsible for implementing
plans and procedure. Process evaluation helps to detect defects in the
procedural design and implementation, and provides information for
improved programme decisions. It also helps to maintain a record of the
procedure as it occurs. Process evaluation provides project decision

makers with information needed for anticipating and overcoming
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procedural difficulties, for making programme decisions, and for
interpreting project outcomes.

D Product Evaluation.

The fourth element of the CIPP model is product evaluation. It
measures and interprets attainments at the end of a project’s cycle.
Product evaluation develops operational definitions of objectives,
measures criteria associated with the objectives of the activity,
compares these measurements with predetermined absolute or relative
standards, and makes rational interpretations of the outcomes using the
record context, input and process information. The model has been
earmarked as the frame for this study. The model is diagrammatically

presented below:

Fig 3.Stufflebeam’s Programme Evaluation Model

Bvaluation

Context

Bvaluation Roduct nput Bvaluation

Rocess

Bvaluation

Source: Stufflebeam’s Model Evaluation
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2.5.3 Stake’s Responsive Programme Evaluation Model

This model, as proposed by Stake (1973), did not concern itself
primarily with the stated objectives of a programme but with acquiring
information about the project. All issues are considered important.
Features of this model include: orienting more directly to the
programme activities than to programme intents, responding to
audience for information and concern with variables that depict or
indicate values.

Stake (1973) stressed that responsive evaluation takes a broad,
holistic view of a programme. It reports descriptively than analytically
and makes specific and special effort to communicate with the learner,
personnel and the audience. Stake advised that the evaluator using
this model, should operate more informally but systematically within the
environment and interact with people drawing information and
conclusions out of the observations, anecdotes, opinions, impressions
and discussions. This model may come out with more relevant
objectives or recommendations other than those pre-identified. It
adopts a flexible, open-minded approach to the identification and
assessment of general human concern. The evaluator is not tied to a
problem but, through general searching, he can assess and address
specific problems and values that affect educational programme or

activity. This model of evaluation does not tie itself to specific goals but
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many goals, which are of value to the learner and other beneficiaries.
While the public for which the programme is meant to serve will not
directly be considered, the programme, the teachers and the learners
will be involved. The broad, holistic view proposed by this model will be
adopted in this study. Unlike Stake’s model, however, it will be primarily
concerned with the stated objectives of the CRK curriculum.

2.5.4 Scriven’s Goal-Free Programme Evaluation Model

The major concern of this model, propounded by Scriven (1967),
Is to determine the actual effects of the programme without regard to
what the objectives are supposed to be. The model permits the
evaluator to come out with more relevant objectives or
recommendations other than those predetermined; to adopt a flexible,
open-minded approach to the identification and assessment of general
human concern. The evaluator is not tied to a problem but through
general searching he is able to assess and address specific problems
and values that affect the programme.

Scriven (1967) has divided any instructional programme into six
major categories, namely: appropriateness, history, objectives,
methodology, evaluation procedures and effectiveness.
Appropriateness deals with what the programme has to offer to the
educational setting including relevance or suitability of programme in a

particular environment with specific reference to school and community
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and the length of programme. History of the instructional programme
has to do with the programme having been field-tested, its success and
the length of time of its existence since implementation. The third is the
objective dealing with clarity, completeness, and importance, ordering
and witnessed outcome.

Methodology deals with techniques and use of materials and
their appropriateness and objective presentation, attractiveness or
otherwise of the methodology procedure: items used for assessing
student performance; whether such procedures are clearly stated and
administered regularly; whether they are adequate and practicable?
Effectiveness judges the extent to which the programme has succeeded
in producing the desired change or behaviour. The end and perfected
behaviour is the application of the knowledge on the job by the product
(learner). This model of evaluation is considered to be comprehensive.
It looks at all aspects of the programme, interactions of those
concerned, the appropriateness of the programme, the methodology of
instruction and the end product as functioning together and interacting
in different ways to produce a desired objective.

From the foregoing, it is clear that programme evaluation
exercise is multi-dimensional: it can be an evaluation of learning
outcome at the classroom level or an evaluation of the entire curriculum

programme. The present study takes the shape of a summative
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evaluation of the CRK programme at the Junior Secondary School
level. The Summative rather than the formative evaluation is preferred
in this study because the programme is already completed and the task
of the research is to establish how well the objectives have been
achieved.
2.6 CONCEPTUAL STUDIES
a) Summative Evaluation based on CRK Content

When the nineteenth century missionary bodies established
schools in the 1840s, in some parts of what became Nigeria, their aim
was to provide training for their converts and their children for two
reasons. First, the missionaries needed the converts to become
educated to help do certain kinds of tasks and secondly, they believed
that their converts needed education to properly read and interpret the
Bible, which would improve their spiritual development as well as their
standard of living. To achieve this aim they taught the Bible, which they
called Religious Instruction (RI) and later Bible Knowledge (BK), and
believers or those that were converted got the certification to become
teachers.

Although the scope of the aims of the subject has been
broadened, the present CRK curriculum seems to have followed the
trend where instructions came to be largely devoted to the learning of

the contents of the Bible and committing them to memory. Accordingly,
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examination in Bible Knowledge was generally prescribed as the
measure of knowledge in Religious Education. Goldman (1964), in his
study of the reactions of children to continual recitation of Bible stories,
expressed despondency and alarm at the revelations of their wrong
conceptions of God and religion. He has questioned such use of the
Bible and argued that early introduction of Bible stories to younger
children only fed them to think of God in such terms that he never
became more than a patriarchal figure in the clouds. Goldman (1964) is
of the opinion that the Bible was never written for children and that it
was never designed to be used in schools as a textbook for the subject
of Christian Religious Knowledge. This point made by Goldman cannot
be overemphasized. While this is not to say that Biblical facts should
be excluded from Christian Religious Knowledge for good teaching, the
present study recognises that knowledge of the Bible stories alone is
not adequate Christian Religious Knowledge. Besides, children in
particular, find the language and concepts of the Bible quite difficult to
understand while the interpretations of the stories often convey
meanings which are different from that intended by the authors.
Matthew’s (1966) reaction to the inadequacy of such use of the
Bible is clear from his observation that for over a hundred years it was
assumed that knowledge of the contents of the Bible would lead

children inevitably to religious idealism. This assumption is, however,
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no longer valid. Religious teaching must centre on the child rather than
on the Bible. We must begin where he is and use his present
experiences to lead to ultimate truth. The Association of Bible
knowledge Teachers at their twelfth annual National Conference
decried the decline in moral values of Christian Religious Knowledge in
the Nigerian society. Mkena (1981) re-echoed this when she noted that
in most schools Christian religious knowledge was taught in the form of
Bible, the impact does not appear to be forthcoming despite the support
being received from all corners.

In evaluating the course content of a programme, Onwuka
(1981) has listed the following criteria as a paradigm: relevance of
instructional objectives, up-to-datedness of content, relevance to the
child’s experience and environment, content balance,
comprehensiveness and organisational structure. He further demanded
that evaluation should verify whether the content has been selected
sequentially and organised in such a way as to provide the tools of
acquiring the methods and tools of learning, bearing in mind that no
course content can provide for all the desired learning. Therefore,
sequence, continuity and integration are the organising threads for
determining the structure.

Obilom (1989) is of the opinion that if religion is to contribute to

the stability, morality and unity of the Nigerian society, it must walk on
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the two pronged legs of objective academic interest and subjective
experiential passion. Its teaching must go beyond the teaching of
literary and historical facts and impact the understanding of the
theological insights of the religion taught. In the same vein, Sabe
(1990) argued that the subject has continued to be taught simply as
Bible Knowledge consisting of Bible stories where students are
expected to memorise facts and reproduce same for the purposes of
external examinations. Over ten years after the implementation of the
new CRK curriculum many teachers are still in difficulty about how they
should teach the subject. The lessons to be drawn from the stories are
not given much attention and the whole purpose of teaching the subject
IS not quite understood by both teachers and students. Sabe (1990)
thus expressed concern among many scholars about the failure of
Christian Religious Knowledge to achieve the desired goals.

The review made above seems to endorse the impression that
quite a lot of the social ills in the Nigerian society have persisted as a
failure of Christian Religious Knowledge to meaningfully influence,
positively, the lives of the learners. This failure has been linked with the
majority of those who take Christian Religious Knowledge in the junior
secondary schools mostly for academic or examination purposes. The
content of the programme has for all this time been mostly directed

towards the presentation of facts which are memorised for examination
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purposes rather than for creating opportunities for self-assessment,
spiritual and moral reflection as well as application of the religious
ideals learned in the schools for later life.

This is also the point made by llori (1992) who opined that the
teaching of CRS at the various levels of our formal school system
should be no more mere academic attainment. The subject should
also evoke a change in the student’s relationship with the ultimate
meaning of existence and his environment.

The present study, which embraces an evaluation of the
objectives of the CRK programme (Curriculum content) notes the
several research efforts, which have been made to evaluate the CRK
curriculum in line with the philosophy of the course. The key variable
evaluated in these past efforts broadly concentrated on: Attitudes of
Parents and Students towards the New Christian Religious Knowledge
and their effects on students moral development (Akubue, 1985);
teaching of religion in Nigerian primary, secondary and tertiary
Institutions (Mazler, 1985); teacher’s effectiveness in teaching Christian
Religious Knowledge (Ladan, 1985; Obilom, 1989); and an appraisal of
the West African Examinations Council Bible Knowledge Syllabus
(Mkena, 1981). Other studies in this category include: the Evaluation of
Christian Religious Knowledge Curriculum of Colleges of Education

(Obilom, 1985); worthwhileness of religious instruction and students’
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moral values (Amana, 1987); students’ academic performance in
Christian Religious Knowledge (Njoku, 1987); issues and problems of
teaching Christian Religious Knowledge in post-primary schools and
their implications for the National Policy on Christian Religious
Knowledge (Ezeilo 1986), and child development and biblical concepts
in 6-3-3-4 Christian Religious Knowledge Curriculum (Ereve 1990).

To address the missing links observed in these works reviewed
above, the present study will solicit the opinions of respondents through
relevant instruments. This will be done to determine the balance in the
content between pupils’ learning activities and learning outcomes, the
balance between the teaching of literary and historical facts and
impacting the understanding of the theological insights of the religion
taught. The extent to which each of the stated contents help in
achieving the objectives and suggested areas of modification of such
contents, where necessary, will also be sought.

b) Summative Evaluation based on CRK Objectives

Objectives are an important component of any curriculum.
Objectives give a sense of direction to particular form of education of a
society. In Nigeria, like most countries of the world, the objective model
of curriculum as developed by Tyler (1963) has been adapted,
probably, because of the awareness of relevant education at the turn of

the century. The Phelps Stokes Commission initiated the awareness
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for relevant education in 1922. The Commission queried the rationale
of teaching the history and geography of Europe and America instead of
that of Africa for African Ministers of Education and directed the
attention of the ministers to a closer look at the African educational
problems. In Nigeria, the National Curriculum Conference (1969)
deliberations produced the basic philosophy of our education and
sought to make education more relevant to the needs of the people.

The purposes of any curriculum are derived from the general
aims and philosophy of education of the country (Uche 1980). In the
Nigerian context, Dubey (1980) noted that the Federal Government has
established a national policy of education, which sets out material
objectives for all levels of education. These objectives, in turn serve as
a foundation for curriculum development, for Christian religious studies
and other subjects. The Christian Religious Knowledge curriculum in
particular set out to achieve three main objectives namely: to provide
opportunity for the students to learn about God and thereon grow in
faith in God, to help the students apply the teachings and examples of
Jesus Christ in their daily lives, and to develop and foster in the
student’s Christian attitudes and values such as respect for life and for
all men; selfless service to God and humanity (NERDC, 1983).

Through the curriculum it is hoped that each student would be

taught to conform his behaviour to the general standard and repress all
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that interferes with the functions of the school, the home and the
society. On the whole the new curriculum on religious and moral
education aims at teaching a wholesome and family of virtues which
llori (1992) categorised under: Religious, Moral, Social, Civic,
Academic, Spiritual and personal objectives. From the foregoing it is
clear that the CRK curriculum is designed to teach not only the content
of the Bible but also the moral lessons desirable therefrom to prepare
the child for useful living and Higher Education (NPE, 1981). This
seems to be the thinking of the planners of the National Policy on
Education (1981) who stated that the mere memorising of creeds and
facts from the holy books is not enough; rather the study and the
practice of religion should go together. These statements on education
and particularly Christian Religious Knowledge, are not and should not,
therefore, be simply academic, factual, or simply confessional. They
should also bring the learner to a realisation of a broader world view of
religion, man and his relationship with his God. This is the point made
by Cox (1966) when he said:
At the present time of uncertainty and rethinking, it must be a
search in which teachers and students seek after truth and find it
as their experiences and understanding allow. But it is a search
based on their belief that the past experiences of human race
can provide helpful sign posts that life has been given us with
point and purpose by a personal power greater than man. It is,

therefore, not a tale told by an idiot, full of sound and fury,
signifying nothing (p.6).
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Christian Religious Knowledge, therefore, aims at developing a
wholesome personality so that even when the facts are forgotten, the
personal development, which makes the learner a balanced and well-
adjusted adult, will remain. In talking about CRK in our schools,
therefore, one should not refer only to academic areas of enquiry but
also to the development of the child’s affective domain, especially, of
his moral values and his concepts as to the meaning of life and
existence. In other words, building the character is as essential as
academic pursuits in CRK. The National curriculum (section 1), apart
from drawing up a philosophy for Christian Religious Knowledge, made
the point very clear when it referred to its “Inculcation of the right type of
values and attitudes for the survival of the individual and the Nigerian
Society” (par. 5(2)).

In Britain, the North West County School Examination Board
stated such an objective in the syllabus of their Religious Education. It
aims not only or simply to present the Bible as a record of historical
events, but also to bring children into an encounter with Jesus Christ.
In England, the Durham Commission in 1970 gave the aim of its
Christian Religious Knowledge as the exploration of the place and
significance of religion in human life to make a distinctive contribution to

each pupil’s search for a faith by which to live.
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Lekwot (1980, p.14) shares this views that the study and
practise of religion should go together. He condenses llori’s five-point
virtues into three major objectives, which include:

i the accumulation of information and the gathering of facts in

Christian Education. This includes the historic facts of
Christ’s life, death and resurrection, the story of God’s acts
in the Old Testament, and finally the teaching of the
apostles or the Acts of the Apostles, which convey doctrinal
thoughts.

il The improvement of the learner's attitudes to have the

capacity for knowledge as well as the ability to feel.
Attitudes refer to emotions and desires, ideals and
convictions and also the interpersonal relationship of the
child. The ultimate aim of Christian Religious Knowledge in
this sense is for the children to develop the values of Jesus
Christ.
i The changing of the child’'s behaviour through the careful
presentation of biblical doctrines.
Tyler (1963) noted that some stated objectives do not specify
what the students are expected to do with the elements in some topics
and concepts often found in the content. He, therefore, suggested that

for objectives to be easily evaluated or actualised in the classroom they
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should be stated in terms that identify the kind of behaviour to be
developed and the area of life in which the behaviour is to operate. It is
thus important that CRK objectives be identified and stated properly
before suitable evaluation of performance can be considered.

Objectives have been classified into three categories. They are
those in the cognitive, affective and psychomotor domains. Objectives
in the cognitive domain emphasise recall or recognition of facts, and the
development of intellectual ability and skills. Objectives of the affective
domain are concerned with changes in interest, attitudes and values
and the development of appreciation and adjustments. The
psychomotor domain objectives have to do with physical skills,
manipulation of materials and objects (Bloom, 1970). The essence, as
Wittrock (1970) also observed, is to make explicit the changes in
behaviour accruing through instruction, beginning with the writing of
behavioural objectives for students’ learning and followed by measuring
changes in behaviour, towards these objectives.

Obemeata (1983) carried out a study, which looked into social
studies objectives - in some selected schools. He classified three main
groups of instructional objectives. Though the study is not in CRK, it is
quite relevant and instructive to this research. His classification

includes: knowledge, comprehension, skills, attitudes and values.



54

The research then tried to find out the extent to which teachers
of social studies covered the objectives in teaching, the objectives
which social studies teachers tended to neglect most and those they
emphasised most; and whether social studies teaching achieved its
objectives. One of his most interesting findings, which is useful to the
present research revealed that social studies as it is currently being
taught in most schools, does not seem to be achieving its main
objectives, which were the acquisition of skills and desirable attitudes
and values. No such evaluation in the humanities seems to have been
done in CRK. This study will go ahead to fill in this gap. The literature
reviewed in the section reveals that CRK aims at achieving a
wholesome and family of virtues (llori, 1992). It aims at developing a
wholesome personality (Cox, 1966, Lekwot, 1980) and inculcating the
right values and attitudes in the children (NPE, 1981).

C) Summative Evaluation based on Teaching Strategies.

The problem of methodology under Christian Religious
Knowledge is an inherent one. The problem started as far back as the
time when the missionaries established schools in Nigeria. With the
introduction of schools in the 1840s, religion was also introduced as a
subject but the method of teaching was to give the child the fact about
the Bible. If it is true that the content usually specifies the way that a

subject would be taught then the method of CRK had to be teacher
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centred since the content of religion was to read and interpret the facts
that are found in the Bible.

In 1960, when Nigeria got her independence, there was need for
a better philosophy of education which has been summarised by the
New Policy of Education (1981). These changes in the aims of CRK
are also good reasons for a change in the methodology of teaching the
subject in schools. Bryne & Lamberth (1979) were aware of the special
professional skills required in teaching religion when he suggested that
before a teacher can hope for success, he must have learnt the “A, B,
C,” of his calling. Just like the carpenter in training must learn and
practice many elementary things, a teacher must master a lot of
strategies as early as possible in his career. The Bible, though often
found bound up in one volume is, for example, a collection of books, a
library, written at different times and by writers whose aims were not
just mere storytelling. The CRK teacher must take note of these
motives, circumstances and cultural backgrounds and the different
world view and modes of expression of the sacred writers in order to
have the best possible output.

Davwer (1981) carried out a research study on the lecture and
the discovery methods in geography instruction in the junior classes of
four selected secondary schools in Jos metropolis. The aim was to find

out which of the two methods was more effective in students’
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performance. No specific area such as, performance in terms of recall,
retention, application of knowledge etc. was listed. The sample
consisted of two hundred and ten students - (thirty students each in a
school of two arms). Neither the criteria for this population selection nor
the method used in dividing groups into control and experimental
groups are specified. We are also not told whether the groups are
equivalent. However, topics were taught the two groups over an
undisclosed period of time, and at the end of experimentation, an
objective test was administered. Four types of statistical techniques,
namely, the Chi-square, the student t-test, related and unrelated
samples and the box-plot, were used to examine variations in students’
performance and significance in differences.

Findings showed a significant difference in methods and
performance. It was also discovered that sex of students did not affect
their performance, while the chi-square statistics applied for measure of
association between methods and performance, showed no significant
association. The researcher then concluded from his findings, that the
discovery method was most appropriate for use in geography while it
facilitated evaluation. It is clear that the research leaves much to be
desired, in terms of methodology and validity. However, it was an

attempt at experimentation on methodology and performance, which
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showed that there is a need for a more thorough evaluation work to be
done in this area.

Another attempt, which has bearing on the present work, was a
study on methodology and performance in history by Chundusu (1984).
Here, two methods of instruction namely the deductive and the
inductive, were used on eighty history students drawn from the classes
of a secondary school in Jos. A pre-test was given to the groups to
determine whether they were equivalent. Topics in History Syllabus
were taught to the groups for six weeks during normal class periods.
Objective type tests were then given to them at the end of
experimentation with the two methods of instruction. The t-test for
unrelated sample was used to analyse the data. Findings showed that
the calculated t-value was greater than the table value at 0.05 level of
significance. A df of 78, rejects the null hypothesis which stated that,
“there is no significant difference in achievement, between students
who learn history through the deductive method, and those who learn
history through the inductive methods...” This work seems thorough.
The sample size was not however, representative of the entire school
population for the generalisation that was made from the findings to be
valid enough.

Perhaps, of more relevance to the present work is Obilom's

research (1996) on the effects of some instructional techniques
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recommended to be used by teachers in secondary schools. The
specific objective of the study was to compare the effectiveness of three
of the techniques in student’s concept attainment. The sample
comprised 180 students divided into control and experimental groups
over which pre-service CRK teachers, specifically trained in each
method, were assigned. Five different instruments were used for
collection of data, four hypotheses were postulated and statistical
analysis were employed (t-test, one way- Anova, two way-Anova,
Honesty significant difference testing). However, the same performance
objectives were taught to the two groups over an undisclosed period of
time. At the end of the experimentation, test in the form of achievement
scores of students and teacher's teaching behaviours, were
administered. The factorial design was used to analyse data collected.
The study revealed that while the discussion technique stands out
prominently as the best method of teaching religion in schools, all the
three techniques could effectively be used to teach the new CRK
curriculum and good results attained by the students. Based on the
findings the researcher recommended that:
)] There is need for CRK teacher education to re-orientate
their methods and practices in training CRK teachers in the

light of the new curriculum demands.
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i) There is need for in-service, sandwich and workshop
programmes to update teachers, who for one reason or the
other are deficient.

i) There is need to produce books and other teaching
materials that would assist the teachers.

The aim of the National Policy on Education is not simply to
present the Christian Religious Studies as record of historical events. It
Is rather to lead students to integrate all they learn in the school in all
subjects within a world view of God as creator and as the person who
cares about his people. A study of this calibre should have brought in
some of the modern approaches calling for the teaching of CRK to
follow the process of education on other areas to be learner-centred.
This means that the child’s view point and background takes
precedence over that of the teacher, that the learner dictates the scope
and direction of his education rather than be educated in the light of the
preconceived values and attitudes of adults. This accords with the
modern educational practice of starting from what the pupils are familiar
with, namely, their experience and then moving towards the knowledge
of what is yet unfamiliar.

Another implication of the learner-centred approach is that
teaching will no longer be regarded as merely the teacher imparting

facts, which are accepted on his authority and which students learn
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without understanding or being able to apply with flexibility. Rather, the
teacher begins his or her lessons with the life experiences of the pupils
and helps them understand their experience by referring to the Bible to
show how its teachings and stories can illuminate the experience of the
pupils and provide guidance for Christian life (Wilson, 1979; llori, 1990).
Education must be a mother of investigation rather than indoctrination.

llori (1990) is of the view that instead of starting with the Bible
and working to students’ experience, teaching should start with
experience, help the learner to understand it, and then refer to the Bible
to show how its stories can illuminate it and give guidance in
understanding it. This leads to a less systematic study of the Bible and
demands more thought and imagination on the part of the lecturer, but it
must be in line with the current educational practice.

In practice, the approach frequently becomes inter-disciplinary,
with the scriptures becoming the illuminating and co-ordinating factor.
The procedure now being recommended for learning and teaching each
of the themes and sub-themes is first an examination of the present
situation in relation to the theme and the learner. This is relatively a
new approach to Religious Knowledge and Bible study.

d) Summative Evaluation based on Instructional Materials

Contemporary scholars and educators have developed

competing instructional methodologies that could be employed in
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learning. This is because an important characteristic of instruction is
based on the stimulation provided by the instructional materials be they
objects, events or even people. Such materials for instruction include
textbooks, filmstrips, television, tapes, maps, models, audio-visual
equipment, picture, chalkboard or any other object that can stimulate
the sense perception. Important as these materials are, studies
indicate that a vast number of teachers fail to make positive impact in
students’ learning because they have continued to hold tenaciously to
the use of traditional and the old sit and listen method of instruction
(Esiwe, 1975, Yawa, 1979; Abdulkareem, 1986). So important are
these resource aids in a teaching - learning episode that teachers are
advised to study deeply the techniques of education technology in order
to make proper use of instructional materials.

Validated and organised sets of materials and resources for
classroom instruction seem to have the force of making teaching very
effective. The teacher who is gifted with some artistic and imaginative
ability can impart to students an enormous learning experience through
the imaginative production and use of visual aids in the classroom.
Through the aid of pictures, diagrams and maps, children are able to
illustrate a story that they have heard or an important event in their
lives. Nchor (1998) underscored the importance of materials and

resources for instruction when he noted that they have the potential to
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supply a concrete basis for conceptual thinking and reduce
meaningless responses of students, increase the propensity of the brain
to retain what has been learned for a long period, make learning
interesting and therefore an active process, offer experience that
reflects real life situation and take care of differences that may exist
among learners.

Savoury (1969), on the other hand, observed that some
teachers use instructional aids as easy way out for a good rest, rather
than opening new doors to the ever widening interest in teaching. It is
meant to extend the scope and reveal fresh fields. In the same vein,
Makinde (1969) attributed the reluctance by some teachers in using
teaching aids, to the difficulty involved in their provision and usage. He,
all the same, encouraged improvisation of aids from local materials:

Professional teaching aids -sophisticated machinery such as

projector, tape recorder, videotape machines - will rarely be

relevant to the individual teaching situation... the teacher is to
face the challenge of improvising teaching aids to make his
lessons directly relevant to the immediate environment and

certainly more interesting for his students (p.32).

Michaelis (1980) came out with guidelines on how best to use

teaching aids to help teachers resolve constraints involving their use.

He suggested, for example, that:
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a) Instructional aids should be appropriate to instructional
objectives and the maturity level as well as the background
of students.

b) Such aids should be varied so as to promote interests and

stimulate thinking.

c) Concepts of presentation of symbols and language of
instructional aids are appropriate to the capabilities of the
students who will use them

d) Aids are up to date with type-size, spacing format, satisfactory

and free of bias among others (p.10).

He went on to say that aids should ask the following questions -
What experiences of students should they recall or retain? To which
kind of objectives does aids relate - knowledge, thinking process - skills,
attitudes or values? What materials are needed to enrich learning?
What follow up activities are suggested; what related activities flow from
it, such as chart-making, constructing models, map-making, research,
role playing? And what generalisation might be made?

While accepting that instructional materials are not educational
luxuries, Nwankwo (1980) noted the sad fact that many teachers do not
even realise the need for instructional materials. Even the few that may
be present in some schools are not used at all. Many teachers feel

satisfied to walk into the class with chalk and Bible in hand.
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The researches by Salia Bao (1982) and Tita (1983) showed
that the reluctance of teachers to employ modern strategies in teaching
and learning processes was responsible for poor quality of instruction in
Sierra Leone and Plateau State of Nigeria. Surveys of secondary
school instructional programmes have been conducted in some states
of the country to assess the quantity and quality of materials and
resources available in the schools. Eze (1986) reports, for example, on
the state of secondary schools in Anambra, Gongola and Kwara States.
In Anambra State, the survey indicates that only 37 out of the 461
secondary schools had been supplied with various equipment for
introductory technology. The study also reveals that few schools out of
those that had received the equipment lack the manpower and facilities
with which to operate the highly complex machines.

In the former Gongola State, the experience was not
significantly different from that of Anambra State. In Government Girls’
Secondary School, Yola, the 6.3.3.4 system had not taken off at all due
largely to complex reasons that proper planning could have earlier
resolved. The principal of the school reported that while some facilities
for domestic science, art, and technical subjects were available in the
school, most of them were either inadequate or obsolete. In Yola,

equipment was supplied but they were not instructed to use them. Also,
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buildings for the storage of the equipment were inadequate (Nchor,
1998).

While the review above is not specifically on CRK, any planned
educational programme must call for ways and means of its effective
implementation in order to achieve the intended objectives. Teaching/
learning CRK and creating awareness imply more commitment than
mere verbal information. On this, Joof (1984) opined that educators
have a lot to do especially in the area of qualitative instructions and
inculcation of the pertinent societal values into the recipients (students).

Since the CRK programme is meant for the development of
basic skills and attitudes, the use of teaching materials which will assist
the educators and enhance understanding by those taught is a must. It
Is in view of this fact that the efficacy of the school system is so
inextricably linked with the learning experiences that are selected and
organised for the students, that this study sets out to find out the
effectiveness of the CRK instructional materials used in the JSS in the
study area.

e) Summative Evaluation and Evaluation Process

It is important in this review to state briefly that the concept of
evaluation as evaluation has a complementary impact to this research.
This is more so because the consequences of the CRK programme can

be attained only through evaluation.
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Dynamic curriculum actors over the years have recognised the
importance of evaluation in the curriculum process. Tyler (1949, p.156)
contended, that “the process of evaluation is essentially the process of
determining to what extent the educational objectives are actually being
realised by the programme of curriculum and instruction”. Harris (1963)
defined evaluation as “the collection and use of information to make
decisions about the educational programme” (p.12). Wittrock & Willey
(1970) also postulated that “evaluation consists of the collection and
use of information concerning changes in pupils’ behaviour to make
decisions about educational programme” (p.260). This latter view
presupposes that information concerning changes in pupils’ behaviour
forms indices for decision making in respect to educational
programmes. However, the source(s) of these information and
methods of collection were not stated by these authors.

Bloom, Hastings & Madaous (1971) viewed evaluation as:

1. A method of inquiring and processing the evidence needed

to improve the students’ learning and teaching,

2. Including a great variety of evidence beyond usual final

paper and pencil examination,

3. An aid in clarifying the significant goals and objectives of

education and as a process for determining the extent to

which students are developing in these desired ways;
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4. A system of quality control in which it may be determined at
each step in the teaching/learning process whether the
process is effective or not, and if not what changes must be
made to ensure its effectiveness.

5. A tool, in education practice, for ascertaining whether
alternative procedures are equally effective or not in
achieving a set of educational ends (pp.7-8).

These authors defined evaluation as “the systematic collection
of evidence to determine whether, in fact, certain changes are taking
place in the learners as well as to determine the amount or degree of
change in the individual students” (Bloom et al, 1971, p.8). This view is
taken against the background that changes, which take place in
learners within an environment, may be positive or negative and may be
little or much.

Hamilton (1976) defined evaluation as “the process or
processes used to weigh the relative merit of those educational
alternatives which, at any given time, are deemed to fall within the
domain of curriculum practice” (p.4). This definition which looks broad
may accommodate some of the shortcomings of Harris (1963) and
Wittrock et al. (1970). Cooley and Lohness (1976) postulated that
‘evaluation is a process by which relevant data are collected and

transformed into information for decision making” (p.3). This view runs
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congruent with Harris (1963) because they both suggest that evaluation
Is a process and an end product. Against this conceptual background,
Tita (1983) reasoned that Curriculum evaluation should be considered
as the collection of information either through written examination,
observations, interview, questionnaire and discussion to examine the
outcome of a curriculum. It may be added to this stated view that
evaluation should not be examined alone, it should also be able to
assess critically, make conclusions and decisions. In other words
evaluation should be able to assess, make conclusions and inspire
decisions on whatever task it is assigned with.
2.7 EMPIRICAL STUDIES

This section reviews studies on some factors associated with
academic achievement and discusses the implications of the results for
CRK.
2.7.1 Studies Related to Some Problems of CRK

Anaukwu (1988) carried out a research on the growing moral
problems prevalent in the military barracks and army schools located in
Plateau and Anambra States of Nigeria. The focus of the study was the
secondary schools in the three armored Division of the Nigerian Army.
The questionnaire and interview schedules were the major tools used
for gathering data while simple percentages were used to analyse the

data. While 180 adults were respondents, we are not told the
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population rationale for picking the group. The steps taken for the
development of the instruments for data collection were also nowhere
described. After analysing the data collected, Anaukwu confirmed
among other things Obilom’s (1985) observation that immorality
dictated the modus operandi in everyday activities in the homes,
schools, markets, the army and the police, the bar and the bench.

In the light of these findings the researcher, among other things,
recommended the integration of all positive elements of moral
education in all schools in the barracks, and the establishment of a
strong foundation based on the rich values and cultures of our people.
This study is an answer to Anaukwu’s request for the need to find out
ways to integrate the multi-religio-cultural values of our people for the
family institutions and the home to fully inculcate authentic moral
values.

Ganang (1990) evaluated the Christian Religious Studies
programme of College of Education, Jalingo. The research was carried
out to examine the content of the NCE programme as being carried out
in the college and thus determine whether the objectives of the
programme were being achieved. The respondents of the study were
lecturers and parts Il and lll students of the CRS department. Four
hypotheses were raised and tested. Analysis of Variance and t-test

statistics were used to test the significance of difference in the
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responses. His findings revealed that the performance of CRS
graduates were satisfactory since the mean of each year from 1984-
1988 were within the merit grade (C). Other findings of the research
showed that the syllabus was skeletal and not quite comprehensive, the
relevant text materials were grossly inadequate, and although the staff
were professionally qualified they were underutilised. Although
Ganang’s study is limited to a College of Education, it is very relevant to
the present study which evaluates the CRK programme in the junior
secondary schools.

Rani (2002) evaluated the NCE programme for the training of
Christian religious teachers to investigate if the programme objective
was being achieved. Two Colleges of Education from each of the six
geopolitical environments of Nigeria were used as sample for the
research. The CRS lecturers in the Colleges, the students and NCE
CRS graduates, who were teaching in towns where the sampled
Colleges are located, were used as respondents. Six hypotheses were
formulated and tested using the t-test and analysis of variance
(ANOVA) statistics. The findings of the research revealed that the set
of objectives for the training of CRS teachers were laudable and were
being achieved through the effective implementation of the programme.

Some of the course contents needed to be revised, and the staff
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strength needed to be commensurate with the increasing number of
students being enrolled.

To help improve the standard of teaching and learning, and
hence the quality of teachers that would allow for the effective
implementation of the programme and the attainment of its objectives,
the researcher, among other things, recommended that some courses
be modified and others revised; text books be produced to meet the
ratio of one text book to ten students as stipulated in the minimum
standard; necessary materials be made available for the use of the staff
and students and attention be given to the recruitment of the needed
staff for the department.

2.7.2 Attitude Towards Christian Religious Knowledge

Bako (1991) carried out a study on the attitude of students
toward the study of Christian Religious Knowledge in some selected
post primary schools in Jema’a Local government area of Kaduna
State. The result of the investigation showed that the reaction of
students towards the study of the subject was generally negative. The
dislike for the subject was as a result of the fact that its study no longer
fetched the students any material gains. At that time students centred
their thoughts on the value that the study of a subject would bring in

return for their efforts.
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Furthermore, Bako (1991) observed that Christian Religious
Knowledge has continued to be neglected by some states up to a point
where such states made public pronouncements discrediting the study
of the subject by denying its importance. Even when students
recognised the importance of the subject they were of the opinion that
since the subject was not very much recognised in General Certificate
of Education Examination, it was therefore, not important to study it.
Others accused the churches for being responsible for their dislike of
the subject saying that churches have commercialised religion. Many
other people pointed accusing fingers at the government for not
recognising and accepting the subject for employment. The implication
of Bako’s observation is that positive attitude is very important for
optimal performance and the extent to which the subject affects a
student’s performance determines his attitude towards the subject. The
present study sets out to find out how certain factors such as socio-
economic status (parental occupation), religious denomination are
determinants of students’ attitude towards the study of religion and how
such attitude towards the subject correlates to performance in the
subject.

Atikinkpan (1995) carried out an investigation on the effects of
students’ attitude towards Christian Religious Knowledge in Jos North

and Bassa Local government areas of Plateau State. One of the
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purposes of the study was to determine the extent to which the attitude
of students is related to their performance in the subject. Three hundred
students were sampled for the study, while the questionnaire
constituted the instrument for data collection. Simple percentage
statistics were used to analyse the data.

The result showed that students’ attitude towards the subject
was generally positive. There was significant relationship between the
students’ attitude toward Christian Religious Knowledge and their
performance in the subject. The positive attitude is attributed to good
teachers, availability of teaching and learning materials, encouragement
received from home. While school location, school type accounted for
different attitudes of students, the socio-economic status and religious
denomination were inconsequential. Based on these findings the
following recommendations were made to cultivate positive attitude and
enhance better performance in the subject:

a) To generate interest in both students and teachers, there

is need to provide teaching and learning materials for
Christian Religious Knowledge in all secondary schools,

b) To enable parents to see the relevance of the subject and

encourage their children, workshops and seminars should

be organised in all secondary schools for students, parents

and the general public.
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c) Textbooks, library facilities should be provided in both rural
and urban schools to enhance the performance of students
in the subject.

2.7.3 Teaching Methods

The effects of learning materials, text-books, library facilities on
achievement of goals have received enormous attention from
researchers (Barr & Dreeben, 1983; Fuller, 1986; Aiyepeku, 1989). llori
(1990) carried out a research on the new approaches to the teaching of
Christian Religious Knowledge in post primary institutions. He found
out that the success of innovations is determined, to a considerable
extent, by teacher’s attitudes and beliefs in a form of organisation or in
the capacity of a student to succeed; his expectations tend to be self-
fulfilling. The need for openness and breadth of vision that the non-
dogmatic approach to Christian Religious Knowledge demands requires
an adjustment in attitude on the part of many teachers. Any Christian
religious teacher who wishes his message to lead to acceptance and
understanding on the part of students needs to make use of ways of
presentation such as will predispose them towards full, easy and
complete acceptance.

Malgwi (1995) carried out a research on the CRS teaching
methods in Borno. The aim was to determine the calibre of teachers

who teach CRS in Colleges of Education in Borno State, the type of
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methods used by the teachers of CRS in Colleges of Education in
Borno State, the availability or sufficiency of facilities for the teaching of
CRS in Borno State, and to find out whether the teachers in Colleges of
Education in Borno State understand the aims and objectives of
teaching CRS.

All the 12 teachers in the colleges were involved. Four
hypotheses were postulated and simple percentage was used to
analyse the data collected. The questionnaire, direct observation,
documentary sources and interview schedules were used for the
collection of data. Findings reveal that:

[ The more qualified and experienced a teacher is, the more
effective he is in the teaching of CRS in Colleges of
Education.

il Trained teachers are in a better position to understand the
aims and objectives of CRS in Colleges of Education.

i There were differences in the teaching methods used by
trained and untrained teachers.

Based on these findings Malgwi recommended, among other
things, that qualified teachers should be employed to handle CRS,
workshops/seminars on CRS methodology be organised to expose the
inexperienced/unqualified CRS teachers to the various methods of

teaching CRS and that the aims and objectives of CRS should be
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explained to would be teachers of CRS. Although Malgwi carried out
his research in Colleges of Education, the present researcher opines
that the success in any educational programme hinges on the
availability of conscientious and efficient classroom teachers. The
teachers are the final implementers of a programme who help students
to achieve the objectives and hoped for outcomes of any educational
system.
2.7.4 Studies on Some Factors Associated With Academic Achievement
Studies on gender differences have shown that both genders
differ consistently in tests of total abilities. Maccoby and Jacklin (1974)
noted that boys are better in some kinds of tasks and girls in others.
According to Heilman, Blair and Ruphey (1986) research data compiled
over the past several decades have shown that girls, as a group,
usually experience less difficulty in learning how to read than do boys
as a group. Some explanations why girls are generally more successful
than boys in early reading achievement include differences in the rate of
maturation of boys and girls; school curriculum and teachers behaviour
patterns; content of reading materials; and cultural factors which make
boys perceive reading as a female activity. Studies on gender
differences in academic achievement in Nigeria include Onibukun
(1979); Gaiya (1980); Obioma and Ohuche (1980), Mivanyi (1983), and

Gagara (1988), Ugodulunwa (1995). Onibokun (1979) examined the
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effect of gender on pupils’ performance in McCarthy Scale of Children’s
Abilities (MSCA) and found that no gender difference exists in the
performance of pupils in the MSCA. Obioma and Ohuche (1980)
carried out a cross-sectional study on a stratified random sample of 360
class five secondary school students and examined the effect of gender
on students’ performance in mathematics. A 40-item teacher-made
mathematics test was administered on the sample and the analysis of
variance result showed that there are significant gender related
differences in the mathematics performance of the subjects to the boys’
advantage.

Of particular interest to this research are the studies of CRK
scholars such as Larson and Knapp (1964), Wright (1967), Wright and
Cox (1967a). These studies show that there are sex differences
between boys and girls in their responses to Christian religious
education. The present researcher agrees with Gaiya (1981) who
carried out a similar investigation among boys and girls in selected
secondary schools in Plateau State. Using open and close ended
questionnaires administered to sixty boys and sixty girls in forms four
and five of three selected secondary schools in Gindiri and Mangu he
concluded that there were sex differences between boys and girls in
response to Christian religious education but that such differences were

not significant. This goes contrary to Gagara (1988) who conducted a
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study on the effect of gender on academic performance of secondary
school students in Lantang LGA of plateau state. He found no
significant relationship between gender and academic performance.
The above results in Nigeria remain inconclusive on the issue of
gender differences on academic performance of children since
published results are rather few and the samples may not be
representative enough. Gender difference in academic performance is
viewed mainly as function of the ability being measured and the nature
of the measuring device. The present researcher therefore believes
that the present study will be a major contribution to the study of the
relationship between gender and academic performance in CRK.
2.7.5 Socio-economic Background and Academic Achievement
The concept of socio-economic status is widely used in
education, sociology, and psychology. Reid (1977) maintained that in
terms of research, occupation has remained, universally, the most
popular criterion for determining socio-economic status because it is
easily collected and simple to treat. Moreover, occupation has been
consistently shown to be highly related to most other factors associated
with social class, particularly, income and education. Stressing the
iImportance of occupation as a criterion of establishing socio-economic
status, Reid (1977) also noted that in all societies, different occupations

attract different rewards and that income is an important indicator of
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possessions, life style, and place of living. Morjoribanks (1979) has
however, shown that social stsus measures have little or no influence
on the academic performance of students of equal ability.

Hopkins and Stanley (1981) stressed that socio-economic
status is related to many educational characteristics of pupils such as
achievement, motivation, dropping out of school and academic
achievement. According to Okoroh (1984, p.21) “an understanding of
the social class stratification in Nigeria can reveal how the social class
to which one belongs can influence his children’s achievements at
school”. He grouped Nigeria into three main social classes — the upper
class, the middle class and the lower class.

On the other hand, children of middle and upper classes tend to
do better in their educational achievements (Dubey, Edem and
Thankur, 1979; Okoroh, 1984) because they are not only motivated by
their parents, they are also provided with relatively adequate
environment stimulation which help them to progress educationally.
The relative educational advantages upper and middle class children
have over the lower class children are succinctly expressed by Dubey
et al, (1979) when they observed that upper class children have better
chances of being admitted into good quality post primary institutions

and that good performance can be expected from children in the upper



80

classes who have had more advantaged homes, social environment
and primary schooling.

They also noted that parents who patronise and maintain
private, primary and nursery schools are in the upper class while mainly
the lower class and some middle class parents patronise the ill-
equipped primary schools. One can then expect poor achievement from
children of the lower class parents. In another study, Valencia,
Henderson and Rankin (1985) discussed the relative contributions of
several family status variables in predicting cognitive performance
among 140 Mexican pre-school children from low-income backgrounds.
The family status variables include child and parental language,
parental school attainment, location and socio-economic status and
family size. The study showed that a wide range of family background,
home environmental and demographic variables correlate with
performance on mental tests and with school achievement, but some
may be expected to be better and more useful predictors than others.

Results of studies reviewed above indicate that school
achievement is related to socio-economic status. The findings have
important implication for test constructors in Nigeria in that tests
constructed without considering different variables in upper, middle, and
lower class backgrounds, are likely to favour one class more than the

other(s). Another implication is that class difference in test performance
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should be an important factor to be used wisely in helping
disadvantaged children in their adjustment to the school work. Since
researchers are not unanimous in accepting the relationship that exists
between socio-economic status and academic performance, it is
necessary to establish the extent to which children’s performance in the
Junior Secondary School CRK examinations would be affected by their
socio-economic status.

2.7.6 Environment and Academic Achievement.

Much of the impetus for educational research on family
psychological environment was provided by Bloom (1964), who
proposed that the environment may be regarded as providing a network
of forces and factors which surround, engulf, and play on the individual -
that the development of any particular human characteristic is related to
a subject, or sub-environment of the total set of environmental forces.

With a religious undertone, Goldman (1964) concluded that if a
child has come from a home where the Christian religion is practiced
actively by church attendance, in the encouragement of private prayers
and where the subject of religion is being discussed from time to time,
the motivation will probably be higher than if he came from a home
where religion is treated with indifference. Ndu (1979, p.167) has
described environment as “the total circumstances surrounding a

person”. He pointed out that home background brings about individual
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difference in behaviour and school achievement. He also believed that
in stable and happy homes, parents encourage their children, make
books available to the children, show interest in their school work and
provide quiet corners where the children can study. Educated parents
are also known to encourage their children to aspire to be as well
educated as they are. In the same vein, Okoroh (1984) pointed out
different kinds of stimulations and their effect on children’s achievement
when he said that:
Stimulation from parents includes adequate provision of audio-
visual material