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ABSTRACT

The unpreparedness of university graduates for the workforce remains a global
concern for employers. The main reasons are (1) misalignments between university
curricula and market demands, (1) a disconnect between theory and practice, (I11)
inadequate twenty-first-century skills, (V) rapid technological changes and (V) weak
partnerships between universities and industries. Although these problems are widely
recognised in educational research and policy, practical solutions are yet to be fully
implemented. This dissertation sought to evaluate the impact of Curriculum
Integration (CI) on bridging the gap between academic knowledge and what the
market needs. CI, a teaching approach that combines disciplines to encourage
collaboration and communication across related fields, was analysed to understand its
effectiveness in developing twenty-first-century skills, fostering better links between
universities and industries and overcoming the challenges of implementing CI in
higher education (HE). Guided by the IIIT’s (1989) model of CI, constructivist
learning theories (Piaget, 1960; Vygotsky, 1978) and Bloom’s (1956) taxonomy, this
study utilizes the PDSA (Deming, 1993) to integrate academic and practical
knowledge at two universities: ‘The University of Macbeth’ (UOM) in Malaysia and
‘The University of Hamlet’ (UOH) in Mauritius. These universities were chosen based
on high graduate unemployment rates and employers’ complaints about graduates’
unpreparedness for work. This 14-week qualitative study employed an interpretive
approach and a comparative multiple-case study design. The purposive sample
included four lecturers, four professionals, and twenty third-year students from
specific courses at both universities. Data was gathered from lesson plan reviews,
interviews and focus group discussions using Creswell’s (2013) qualitative analysis
methods. The findings revealed different pedagogical approaches among lecturers:
interdisciplinary (A), multidisciplinary (B, D), and a combination of methods by
lecturer C. Effective CI balanced theory and practice through activities that reflected
real-world jobs, improving essential twenty-first-century skills like critical thinking,
problem-solving, creativity and collaboration. Professionals confirmed the students’
job readiness and practical skills. However, some challenges were identified. Lecturer
B’s students struggled to connect interdisciplinary perspectives because they were
taught separately, emphasising the need for better lesson planning. Lecturer A and C
highlighted the importance of institutional support, while lecturer B did not see
preparing students for the workforce as part of her role. There was also a lack of
alignment between assessments and CI practices. Overall, this study emphasises the
importance of careful planning for integrated lessons that align with educational
standards, collaboration across disciplines, ongoing faculty training, adequate resource
allocation and effective communication between universities and industries.

Keywords: Curriculum Integration, Higher Education, Market Demands.
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CHAPTER ONE

THE GENERAL PROLOGUE

1.1 INTRODUCTION

Many scholars agree that the fields of education, technology, artificial intelligence,
economy, and environment are experiencing rapid and significant changes in the
twenty-first century (Voogt and Roblin, 2012; Benade, 2017; Ananiadou and Downes,
2017). The empirical studies by Anderson (2008), Ramley (2014b) and Benade (2017)
showed that rapid changes in a fast-evolving environment have made traditional
knowledge obsolete as a universal standard of truth. They further emphasized that
knowledge is a process and rejected the idea that it exists independently of
individuals. This fervent emphasis on relative knowledge in the twenty-first century
implicates tertiary learning institutions to redefine and reinvent their pedagogy in the
face of societal and market’s swift evolutions and demands. In support, Abdullah,
Ibrahim, Aida, Zuraini and Muhammet (2017) and Nagewkoondrua and Yuenyong
(2018) study highlighted that knowledge’s value in the existing century is dignified
based on its usefulness, mobilisation, and professional satisfaction. Their research
shows that memorizing and compartmentalising knowledge is outdated. Knowledge is
constantly evolving and real-world problems are increasingly unprecedented
ambiguous and interconnected. Such issues span multiple disciplines and cannot be
understood in isolation. Are the scholars mentioned above arguing that traditional
subject-based curriculum failed to keep up with the swift pace of knowledge evolution
and for the adoption of an integrated curriculum wherein knowledge is taught without
disciplinary boundaries to meet the twenty-first society’s needs? Their affirmations
are corroborated by the presently global educational trend that education needs to
serve an increasingly knowledgeable world, hence positioning tertiary learning
institutions in a marketplace shift where their quality and relevance must be invariably
proven to the existing society (UNESCO, 2023; OECD, 2018).



An analysis of the above-referred scholars’ statement underpins knowledge as
a commodity and tertiary learning institutions as a saleable industry having the
responsibility of producing graduates with preponderant twenty-first-century market-
oriented values, that is, the necessary knowledge, skills, and ethical control to
successfully function in the global economy. As highlighted by Kezar (2004),
Lambert (2014), Selingo (2016), and the World Employment Forum (2022), the
exigencies of the twenty-first-century market are notably critical thinking, problem-
solving, decision-making, digital, assertiveness, interpersonal communication,
collaboration and willingness to upgrade one’s existing professional competencies and
dispositions. These demands or what can be termed employability skills, as pointed
out by Lambert (2014), promote personal emancipation, democratic participation, and
active citizenship. A parallelism is observed between this in-demand expertise by the
market and what the P21 Framework (2011) and OECD Future of Education and
Skills 2030 (2018) termed twenty-first-century skills. According to the
aforementioned experts, these skills are crucial for teaching and learning as they help
individuals address all types of challenges in their entireties. Historically, educational
policies have focused on three pivotal interrogations: ' Who learns?’, ‘learns what?’,
and ‘With what effect?” (Bennett and Howlett, 1992). Nonetheless, despite evidence
indicating that subject based-curriculum focuses on the teaching of academic
disciplines in silos without connecting them to reality and lacks relevance, coherence
and engagement as well as fails to develop essential twenty-first-century skills in
students (Dubin 2016; Cumming 1994a) it is still predominantly in use in numerous
global universities (Spence 2018; Lopez-Velanquez 2019). In his systematic analysis
of curriculum types, Cumming (1994a) labelled the traditional pedagogical practices
of subject-based curriculum as dull, artificial and alienating. Research conducted by
Carnevale, Smith, Melton and Price (2015) showcased that more than half of
employees of ninety-seven created jobs since 2010 reported having graduate
employees who are unprepared in content and skills to function in their assigned
positions effectively. Likewise, a survey carried out by Timely Care (2023), a leading
virtual and well-being organisation for students, disclosed that 88% of graduates are
willing to join the workforce. Still, half of employers surveyed by Resume Builder
(2023), expressed their unwillingness to hire fresh graduates due to them lacking the

required competence and dispositions and difficulties in finding skilled professionals.



Is the disconnection between subject-based curriculum policies, market demands and
universities the result of the dearth of skilled graduates with vocational experiences?
Misalignments among the subject-based curriculum policies, market demands and
universities’ teaching and learning processes are implicated to be resolved. The

following presents the background of the study.

1.2 BACKGROUND OF THE STUDY

Since the shortfall of graduates possessing an integrated, unified view of learning, and
twenty-first-century skills dominates the existing higher educational landscape
(OECD, 2022; UNESCO, 2022; Spence, 2019), this study aims to assess the
effectiveness of CI in HE to prepare university students for employability. There is a
growing body of recent literature (Hamilton, McKechnie, Edgerton and Wilson,
2020; ACARA, 2012), and key international educational policies covering over a
hundred nations (OECD, 2018; UNESCO, 2022), that argue for education systems to
comprise three distinct features notably (1) real-world coaching, (1) authentic links
across disciplines, and (111) content negotiations among students to shape work ready,
holistic graduates. These three features define CI, which generally taps into the
gingerly process of interlinking originally unconnected segments and structures of
knowledge to establish a coherently rational comprehension within an individual’s
memory (Clark and Linn, 2013). Additionally, as mentioned by Drakes and Burns
(2004), and Jacoby (2015), CI promotes praxis knowledge, that is, through
meaningful, authentic and relevant activities, it allows students to establish critical
connections to theoretical knowledge from various disciplines and put them into
practice. Students learn through practical processes, consequences and outcomes.
Therefore, it can be stated that by balancing theoretical knowledge with applied
knowledge, ClI, through its practical and experiential aspects, allows students to
experience learning as a meaningful whole, deepens and broadens their
comprehension of the world and their place in it and develops their twenty-first-
century skills including reflection. Labelled as brain compatible, CI is evidenced by
Jensen’s (1996) and Caine and Caine's (1997) studies that the more connections the

brain makes with theoretical knowledge in real-life, immersive learning, the more it



engages in higher-order thinking instead of fragmented learning which suppresses the
joy of learning. Similarly, Hirst (1974), argued that a subject-based curriculum
restraints students’ thinking because its teaching and learning processes are outlandish
and alien as compared to real-life concerns and experiences. The OECD’s (2023)
‘Higher Education Policy’ alongside different scholars notably Beane and Brodhagen
(1996), Wilson (2020), Alsop and Hoeg (2020), Dillon and Avramidou (2020), and
Tarek and Sicklinger (2022), classified Cl as a curriculum offering a world-class
education because of its inherent value of arranging knowledge as connected,
symphonized, sustainable, and harmonized which integrate students into and part of
all local and global circumstances. These features of CI resonate with Freire’s (1973)
concept of transformative education which juxtaposes with traditional, passive

learning within subject boundaries.

Due to its features mentioned above and the high plaudits it received upon its
introduction in the 1920s by the Progressive Political Movement in the United States
to address the failure of subject-based curriculum in meeting socioeconomic demands
(Beane, 1991), Cl is being breathed new life in the existing time to make universities
which are currently tagged as ‘boring’, ‘irrelevant’ (OECD, 2022), and ‘traditional’
(UNESCO, 2022), function through non-traditional modalities that is being
innovative, inclusive, democratic, participatory, and in aliet gnment with global
educational policies and market demands (UNESCO, 2023; OECD, 2023). Is Cl,
being an old concept, capable of preparing twenty-first-century university students for
work? As depicted in the literature, CI has not only helped instructors in the 1920s
who were tussled with linking traditional subject-centred curriculum to reality, but it
was also successful in producing citizens with the ability to engage in reflective
thinking, make informed, logical decisions, and be responsible, objective, and
respectful while working collaboratively with their counterparts. Isn’t the twenty-first-
century society and global economy seeking the above-mentioned characteristics in its
employees? Ironically, Cl was phased out of the educational landscape two centuries
post its advent because its developed traits in individuals were unbidden by
succeeding political regimes (Dowden, 2007). Remarkably, its quirks notably
personalized, authentic, collaborative, experiential, and real-world connections are

presently the vital concepts pervading global HE policies, namely ‘A New Road Map



for Higher Education’ (UNESCO, 2022), ‘Higher Education Policy’ (OECD, 2023),
and ‘Transforming Education” (UN, 2023). Shifts towards an integrated,
comprehensive curriculum and making curriculum and pedagogy relevant for today
and tomorrow are the central discussion aspects in the above three latest HE policy
reforms. Nevertheless, despite the above-stated global HE policies and a considerable
amount of research implicated the re-introduction of CI in tertiary education in
existing time (Wilson, 2020; Alsop and Hoeg, 2020; Dillon and Avramidou, 2020;
Nadarajah, 2021; Tarek and Sicklinger, 2022), to the researcher’s knowledge, none
has put it into practice to evaluate its capabilities in balancing theoretical knowledge
with applied knowledge to equip students with the twenty-first-century skills,

individualistic and careerist aspirations which this study aims to address.

Cl has lately sparked an increased interest in international educational
discourses (McPhail, 2019). Cognizance of the superfluous closed subject borders
which hinder students’ holistic development and their twenty-first-century skills and
the necessity of establishing a coherent knowledge curriculum which permits crossing
subject boundaries to teach transdisciplinary knowledge, competencies, and twenty-
first-century skills to solve global grand, complex socio-economic challenges has
received widespread international attention (Drake, 2020). However, studies on Cl in
the literature appear to adopt a different perspective from the above. For instance, in
their empirical studies on CI, Beane (1997), Vars (2000b), Erikson (2002), Drake
(2007), Drake and Reid (2007), Upitis (2011), and Miki Niemela (2021), underpinned
the effectiveness of CI in promoting coherence in learning, particularly how applied
skills in learning processes improve both content knowledge and skills in the learning
areas within which processes were integrated. These studies also highlighted that CI
promoted in-depth learning instead of breadth learning, individualized experiential
learning  opportunities, motivational enhancements, collaboration, cognitive
development, and outstanding educational scores. Additionally, these studies
elucidated how CI connected with the students’ needs, interests, learning styles, and
real-life experiences to dwindle the latter’s alienation, hence, helping them to make
sense of life experiences. Undoubtedly, the findings of these studies act as a rationale
for the reintroduction of CI in education as they align with the global description of
how teaching and learning should be (OECD, 2018; UNESCO, 2023). Noteworthily



though, these studies focused primarily on the effect of CI in enhancing standardized
test scores and twenty-first-century skills of elementary and high school students with
no explicit delineation of the high level of inquiry and reflection on constructive
dialogues with the subjects regarding the impact of CI on the application of textbook
knowledge which the studies drew from, in reality. These studies explored chiefly the
processes of Cl using the quantitative methodological approach which according to
Denzin and Lincoln (2005), might fail to capture the underlying meanings and
perceptions of participants, strenuous to probe into CI processes through quantitative
methods and critically explore the dynamics and convoluted contexts, forms, or
variations of Cl. Acknowledging the gaps in existing research on CI in HE to meet
market demands, this study uses qualitative methods to examine how HE curriculum
is integrated from the perceptions of lecturers, undergraduates and professionals. It
also assesses whether undergraduates, through integrated curriculum, develop the in-
demand market skills to effectively tackle complex challenges similar to those
encountered in professional settings. The evaluations are performed by professionals
from the market. Compared to the above studies, this study employs a dissimilar
approach and purpose towards CI which is to shape work-ready graduates. The
gathered qualitative findings informs actions, generate theories, and eventually
contribute to the restricted literature available on the heavily discussed topic in

international HE discourses. The following presents the problem statement.

1.3 PROBLEM STATEMENT

The twenty-first century’s global written press notably ‘The Guardian (January 2022),
‘Financial Review’, (February 2022), ‘Metro 50’ (August 2022), ‘Canadian
Broadcasting Cooperation (CBC, October 2021), ‘Society for Human Resource
Management’ (SHRM, October 2019), in line with various research studies principally
that of Cheang and Yamashita (2023), Heller (2021), Oraison et al. (2019), Orr et al.
(2023), Spence (2018), Weingarten (2021), Lopez and Velazquez (2019), and official
reports like the Postgraduate Readiness Report (2022), World Bank (2019), PWC
(2018), and World Economic Forum (2016), vigorously challenged the competency of

universities across nations in creating graduates for work readiness. Weingarten,



author of ‘Nothing Less than Great: Reforming Canada’s Universities' and former
president and CEO of the HE Council of Ontario, asserted that one out of five learners
graduated from Ontario universities with literacy and numeracy skill levels below the
OECD standards. Adopting a critical stance, he deplored the increasing percentage of
nearly 30% to 40% of university students showing no ‘demonstrable change in critical
thinking in the first two years of education’ and acclaimed that the quality of
university education given to learners is below basic expectations (CBC, 2021). His
statements are supported by Rui Lui, a graduate of the University of Toronto in 2021,

who admitted her uncertainties in pursuing her master's degree because:

‘There’s still a lot of economic anxiety and also existential dread, I
think, for folks that are graduating in our generation. It’s not the same
economy that folks were entering even 20 to 30 years ago. | think
there’s a sense of needing more education to be competitive in this
economy (CBC, 2021).

Notably, the above-quoted assertion challenges the relevance of universities in
preparing graduates for the twenty-first-century job market. Likewise, memes on
social media illustrating the inapplicability of learned content to reality gained

popularity since January 2022:

Me: “"How do | get a job? How do
| pay taxes? How do | buy a
house?”

School:

(30k likes, 1.6k comments and 7.7k shares)



Students after
graduating:

e P o~ = I
I do not kno

(71.1k likes, 3.1k comments and 9.3k shares)

@ The Frustrated Researchers
-

Having skills

Having a degree

(2K likes, 99 comments and 488 shares/posted on 15 October 2022)

On Twitter, since 2019:

g «= College Student
B ’ @CollegeStudent

Another day has passed and | still haven’t used algebra

5:28 AM - Jan 20, 2019 - Buffer

2,148 Retweets 86 Quote Tweets 9,738 Likes



A similar plight is observed in England, whereby the veracity of quality education
provided by universities is highly questioned in the written media, namely ‘Metro50’
(August 2022). The news article presented five graduates from different universities in
England, and each abhorrently asserted that they ‘regretted going to university’,
tagging their university degree as ‘a Mickey Mouse degree’, ‘a waste of money’, ‘a
huge mistake’, ‘an expensive life building exercise’ and ‘a myth’. The poor quality of
teaching and being unprepared for employment were the main reasons for their
contempt. This article’s findings were supported by another research study conducted
by the British national daily tabloid newspaper, ‘The Mirror’, which surveyed 698
graduates and found that 65% reported regret for attending university because they did
not have enriching teaching and learning experiences (Mirror, 2020). ‘Prospect’,
another leading British newspaper, researched 7000 post-secondary students, out of
which 45% claimed to be unprepared for work (Prospect Early Career Survey, 2021).
Findings from the research mentioned above are corroborated by Spence’s (2019)

study, which equally highlights the unpreparedness of UK graduates for employment.

Moving to the Asian continent, particularly in Malaysia, the quick descent in
the quality of university education provided to learners, particularly those enrolling in
postgraduate courses in the field of social sciences and humanities, requires immediate
introspection, as acclaimed by the Malaysian local newspaper, ‘The Star’ (April,
2022). According to Arshad Ayub, the first director of University Technology Mara,
more than 2500 professors in Malaysian universities have not yet met the required
threshold to be academics, a comment published in ‘Malaysiakini’ (January 2022), an
online news portal. This comment ultimately raises concerns regarding the quality of
teaching and learning provided in Malaysian universities and goes as far as
questioning whether Malaysian HE has been mutilated, especially when Sharifah

Munirah Attas, a forthright academic, affirmed the following:

‘In Malaysia, we produce graduates by container loads, ...the more the
merrier regardless of qualities’ (Sharifah Munirah Alatas in
Malaysiakini, 2022)



The above assertion starkly showcases that in Malaysia, the focus of HE is
now on quantity rather than quality. Responding to the above quotation, Teh Yik
Koon, a local academic, consented that ‘our higher education system is on a
downward spiral’. The culture of mediocrity can therefore be said to have already
insidiously squirmed in HE. The CEO of the ‘TalentCorp’ company, Shareen
Shareeza Abdul Ghani, underlined the urgency of a systematic overhaul of Malaysian

universities:

‘Our traditional teaching methods and educational syllabus must be
realigned so that we can accelerate education reform towards building
21%-century skills’ (The EDGE Market, 2018).

In a similar vein, Prof Sohail Inayatullah, UNESCO chair in Future studies and
an expert who scrutinised the Malaysian HE, declared that:

‘Teaching training should be adapted to prepare for a world after jobs’
(The EDGE Market, 2018).

The above two quotations underscore the existing obsolete HE system in
Malaysia, which is unfitted for the present century, and this statement is endorsed by
the Malaysian Education Blueprint for HE (2015-2025).

Heading to Africa, precisely to Mauritius, a small island nation located off the
eastern African coast, is no exception to the enlarging skills gap between university
graduates and employers’ requirements (Hardin-Ramanan, Gopee, Rowtho and
Charoux 2020). According to the ‘University World News’ (2021) and Kisto (2015),
HE institutions in Mauritius produced graduates who failed to be absorbed by the
labour market, which preferred recruiting foreigners possessing the needed skills. In a
survey conducted by the World Bank (2015) and supported by Business Magazine’s
research (2016), 54% of employees reported the inability to hire Mauritians,
condemning their lack of soft skills as the core reason. Responding to this, the
Ministry of Labour Industrial Relations and Employment (2014) incriminated HE
institutions for disregarding the teaching of industry-relevant knowledge and skills
while the World Bank (2015), denounced the lack of communication between the

universities and tertiary institutions with the job market and this ultimately resulted in
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a misconfiguration between curriculum and the demands of employment. As
showcased by Kisto’s (2015) study, the skills imparted to students in Mauritius’
universities are mismatched with the skills required by the Mauritian labour market.
Consequently, the dearth of graduates with the demanded skills impinges on

Mauritius’ global economic performance (World Economic Forum, 2017).

As shown above, graduates’ unpreparedness for work is recognised as an
increasingly pressing, global socioeconomic problem and has stirred the attention of
both researchers and the written and social press. Leaving the problem as it currently
stands will further widen the gaps between traditional universities and the job
market’s demands, with graduates finding it arduous to secure jobs, and even if they
do, they are likely to encounter challenges given that their university degree did not
adequately prepare them to meet market demands. The world is already facing an
increasingly skilled labour crunch, with employers finding it strenuous to recruit and
fill vacant positions with competent professionals (Kaleijaye, 2023; Forbes, 2023). If
it remains unsolved, in the long run, a prolonged skilled labour shortage shall worsen
global economic growth. The lack of theoretical knowledge in the literature to solve
this problem presents it as a problem that needs to be investigated. Consequently, this
research aims to integrate the university curriculum to see if it prepares graduates for
work. Besides adding new empirical knowledge to the field of HE, this study’s
findings shall provide the solution to universities across continents as to how to form
work-ready graduates and close the gaps between them and their local/global market
demands. Furthermore, this study shall prevent an insufficiency of skilled employees,
hence, hampering adverse economic effects. Graduates, on the other hand, shall
escape the frustration, anxiety, and depression of not finding it difficult to secure jobs
and professionally evolve in it. The need to upskill or reskill potential employees will
not be the cause for their non-employment. In brief, the study’s findings will help the
universities and the local/global economies to function smoothly. The following

presents the rationale.
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1.4 RATIONALE

As demonstrated by the above-stated empirical studies and media platforms, the
looming strife between universities and employment rivets my interest in researching
an appropriate university curriculum that closes the gaps between government
educational policies, HE, and the job market. A consensus among recent scholars in
literature is observed to identify CI as the solution to this gap (Lyall, Meagher, Gill
and Kettle, 2015; Brooks, 2017), however, being a limited research area, an absence
of its implementation in HE is underlined. Underpinning integrated learning in HE
and managing the changes that it herds are likely to allow this study to make an
original contribution to literature, particularly on the relationship between CI in HE

and market demands.

My main reason for researching CI stems from my belief that education should
provide students with a unified view of learning mirroring their interactive realities.
According to my empirical observations, which are also sustained by research findings
(Gardner, 2005; Roberts et al, 2014; Boyer, 2015), the growing nature of knowledge
in existing time cannot be taught traditionally. If the current century is ceaselessly
advocating for the creation of wholesome students (UNESCO, 2022; United Nations,
2022; OFSTED, 2020), then why is education transmitted to students in silos,
especially when employers demand employees to address issues in their entities as
real-life work challenges do not come in specific discipline’s compartments? (Marcus,
2021; Collins, Rupanner and Scarborough, 2020; George, 1996). The unconcealed
remark from the job market about university graduates’ unpreparedness for work
(World Employment Forum, 2022) questions the effectiveness of compartmentalised
learning to help resolve both life and work challenges. A constructive reflection on the
gaps between universities and market demands inspired me to glean knowledge from
other disciplines in my teaching practice of a topic, and interestingly, interdisciplinary
pedagogy promoted cognitive curiosity, autonomy, logical reasoning, and problem-
solving skills among my students. This positive result propelled me to research this
topic at the tertiary level to see if similar findings are spawned and whether the
implications made by other researchers regarding Cl and the job market is true. To
cast off confirmation biases from the trial of Cl in my teaching practice, any pre-
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existing hypotheses and assumptions were challenged. The next section presents the

research aim and objectives.

1.5 RESEARCH AIM AND OBJECTIVES

This study aims to examine the effectiveness of Cl in HE in balancing knowledge and
doing to meet market demands. To attain the stated aim, the following objectives are

laid down:

i.  To examine the efficacy of CI in balancing knowledge and doing in HE to

attain market demands.

ii.  To investigate the extent to which university instructors are willing to

transcend disciplinary divides in their teaching practice.

iii. To study the competency of CI in developing twenty-first-

century/employability skills in undergraduates.

iv.  To investigate year 3 undergraduates’ willingness to embrace integration in

teaching and learning processes.

v. To find out the processes of eliminating gaps between university-market

demands using the CI approach.

vi.  To highlight the challenges of implementing Cl, if any.

1.6 RESEARCH QUESTIONS
The core research question of this study is:

i.  To what extent is curriculum integration efficacious in balancing

knowledge and doing in higher education to meet market demands?
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The sub-questions are as follows:

I.  How accommodating are university stakeholders in embracing curriculum

integration to rehabilitate the grove of academe?

ii. How effective is curriculum integration in developing twenty-first-

century/employability skills in undergraduates?

iii.  How willing are university lecturers to transcend disciplinary divides in

their teaching?

iv.  How inclined are undergraduates to embrace integration in their teaching

and learning processes?

v.  What is the process of eliminating gaps between university and market

demands using the curriculum integration teaching approach?

vi.  What are the challenges encountered throughout the process?

1.7 RESEARCH SCOPE

This study aims to assess the effectiveness of CI in HE in balancing knowledge and
doing to meet market demands. The study occurs in two public universities, one in
Malaysia and one in Mauritius. In Malaysia, ten final-year undergraduates of the
Bachelor in Education course, two academics teaching the ten final-year students, and
two professionals in the studied fields are the research participants. The research
subjects in Mauritius are ten final-year undergraduates of the Bachelor of English
course, two academics teaching the ten final-year students, and two professionals in
the studied fields. In all, the sample size comprises twenty final-year undergraduates,
four academics, and four professionals. The study’s duration in both research sites is

one semester long, that is fourteen lecture weeks.
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In line with the above, the four academics who, prior to research, agreed to
design integrated lessons through the Plan-Do-Study-Model (Deming, 1993), for the
fourteen weeks, were interviewed through the semi-structured approach post-research.
Their semi-structured interviews revolved around their experiences, perceptions,
feelings, and challenges in adopting the integrated teaching approach for a semester.
The ten students in each research site participated in a focus group discussion to share
their insights, thoughts, emotions, and experiences in learning through the integrated
pedagogy. The four professionals were required to assess the performance of the
participants regarding market demands in their respective fields, regarding tasks that
were set up by the four academics themselves. Post-evaluation, the four professionals
were interviewed through the semi-structured method concerning their evaluations
and perceptions. Data was qualitatively collected through document analysis
(academics’ lesson plans), semi-structured interviews (academics and professionals),
and focus group discussion (students-subjects), and analysed through Creswell’s
(2013) qualitative data analysis model. The findings were then critically discussed in
line with the literature on theoretical and applied knowledge in HE, constructivist
learning theory and Bloom’s Taxonomy. The following sheds light on the research

sites.

1.8 THE STUDY’S SETTING

As mentioned in the above section, this study researches two public universities,
notably one in Malaysia and one in Mauritius. Adhering to the established
confidentiality and ethical protocols in research, the names of the studied universities
are not divulged and are superseded by fictitious appellations. However, there is no
ethical constraint in unveiling the name of the chosen countries, given that the
presented data provides no hint as to which universities, in particular, they are
referring to. The university in Mauritius is referred to as the ‘University of Hamlet’,
and the university in Malaysia is named as ‘University of Macbeth’. The
contemporary state of graduates’ employability in Mauritius and Malaysia is provided

in the following sub-section:
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1.8.1 Existing Picture of Graduates’ Employability in Mauritius

In Mauritius, the growth of the economic spheres depends largely on its people
(Budget Speech, 2019-2020). The newly introduced government’s educational policy
of providing free tertiary education in public universities led to a steady increase of 47
398 in university education matriculation in 2018 (Tertiary Education Commission,
2019), and this figure is speculated by the government to further increase in the
coming years (Budget Speech 2019-2020). Nonetheless, the prominent economic
concern of the Mauritian government is graduates' work readiness and unemployment.
Graduates’ unemployment rose by 1.6% in 2020 from 26.1% to 27.7% in 2021
(Government of Mauritius, 2022). In 2019, 28% of the 39,300 unemployed were
university graduates (Statistics of Mauritius, 2019), and Mauritius dropped from 49%"
in the preceding year to 52" in the global competitive ranking due to inadequate
human capital (Shwarb, 2019). In line with the government’s research notably Human
Development Resource Council (2017), studies conducted by Sarita et al (2020),
Verma et al (2018), Verde-Frontier (2016), and Kisto (2015) underscored employers’
confessions of having strenuous times in finding local employees with work readiness
skills and ended up recruiting foreigners fitting their job requirements. The World
Bank (2015) and Winterton and Turner (2020) reported that higher education in
Mauritius still uses outdated teaching methods and produces too many graduates who
lack the skills employers need. This aligns with recent evidence of Mauritian
university students who resorted to written presses to communicate their perturbation
about their local universities which from their perspective still ‘adapted for the 1900s’
providing ‘boring lectures and class presentations’ (LeMauricien, 2021; Ashehr.com,
2022). Recent investigations as referred to above and that carried out by Sarita et al
(2020), who investigated 100 top companies in Mauritius deplored the traditional
lecturing method in universities and strengthened the need to substitute it with an
industry-centric curriculum to establish links between government policies (SME
Employment Scheme, 2021), universities, and industries. Traditional teaching is
criticized for the lack of preparedness among Mauritian graduates for employment.
Nonetheless, there has not been any systematic study to confirm whether creating
industry-centric curricula would promote graduates-work readiness. Therefore, this

renders this connection inconclusive for now. This study contributes to this area by
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examining an established university curriculum that balances theoretical knowledge
with applied knowledge to prepare graduates for employment. The following provides

details about the present scene of graduates’ employability in Malaysia.

1.8.2 Existing Picture of Graduates’ Employability in Malaysia

Graduates’ high unemployment rate is underlined as a persisting problem in the
Malaysia since 2016 (Ministry of Education, 2015, 2018; Walters, 2016; Sing and
Yussof, 2017; Omar and Rajoo, 2016). Department of Statistics Malaysia (2022)
registered an increase of 4% in graduates in 2021, but the number of graduates
entering the labour force stayed static as in 2020. The Economic Report (2018), the
Malaysian Employers’ Federation (2016), Malaysians Productive Corporation (2017),
Mohd Saleh et al (2018), and Prikshat et al (2018) studies unveiled graduates’
unpreparedness for jobs as the cause of their unemployment. In a similar vein,
TalentCorp (2020), the National Graduate Employability Blueprint (Ma’ad and Daud,
2020), and Nadarajah (2021) disclosed depth of knowledge, lack of problem-solving
ability, skills deficiency, unwillingness to learn, and poor English language
proficiency as the flaws of Malaysian graduates. This finding propelled Faizah et al
(2022), and the National Graduate Employability Blueprint (2021) to question the role
of universities in producing graduates' readiness. In his research, Benette (2019)
demonstrated that academics in Malaysia’s universities were reluctant to incorporate
employability skills in their teaching and adopted the didactic pedagogy due to the
unavailability of resources, poor knowledge of skills integration, and limited
preparation time. Such a system equips students with solely theoretical knowledge,
depriving them of applied knowledge (Bennette, 2019). In another study done by
Benette (2016) himself, Malaysian’ graduates were found to be docile, relying
completely on their lecturers to upgrade their knowledge base. Docility is not a valued
skill by the existing market, which contrarily prefers agility and dynamism (National
Graduate Employability Blueprint, 2021). Previous investigations, as highlighted
above, have reported Malaysian graduates’ unpreparedness for employment and
implicated the need to review university education, which this study focuses on. The

following presents the significance of this study.
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1.9 SIGNIFICANCE OF RESEARCH

There are several significant areas to which this study makes an original contribution.
To begin with, as underscored in section 1:2, this study extends the knowledge,
methodological, empirical, theoretical and population database on CI in HE and offers
insights into the effectiveness of CI in shaping graduates for work readiness.
Thaneberg et al (2017) systematic analysis of published articles on integration in
practice, particularly that of STEAM, highlighted that the integrated curricula were
more of a patchwork and jigsaw puzzle glued together from many disciplinary areas,
which ultimately foiled their purpose of attaining disciplinary integration. This
eventually underscores a knowledge void gap as desired research findings on a
meaningful infusion of related disciplines are absent. Moreover, a methodological
design gap is underlined as available scholarly journal articles on Cl employed mostly
a singular quantitative method to collect data. A variation of research methods, as
mentioned by Miles (2017), is essential to lay hands on in-depth insights and to steer
clear of contorted information. This delineates why this study uses multiple datasets,

data collection tools and theories to examine the studied topic.

In addition, existing ambiguities surrounding the term CI are underlined in the
literature. Scholars seem to have varying definitions of it, both as an end product and
an approach. The terms interdisciplinary and multidisciplinary integration approaches
are often used interchangeably by scholars when, in reality, they are two different
approaches (Drake, 2012). To fill this contradictory evidence gap and hinder
confusion, this study establishes a clear definition of what CI is, both as an end
product and an approach. Most of the research articles on CI dealt with how CI
boosted students’ motivation, with only a few focusing on the relationship between CI
and academic performance. The absence of literature on CI in HE or the link between
Cl and the twenty-first-century market underpins a theoretical gap in this area. By
analysing the raw findings with the selected theories in the conceptual framework, this
study generates new insights on the topic, hence filling both the theoretical and
knowledge gaps. Throughout this process, this study also explores exhaustively the
impact of CI on university students’ academic expertise, therefore providing data on
this area as well. The population gap is also addressed, as tertiary students’

experiences with Cl are under-researched in prior research.
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Further, this study responds to the progressive screech of the world’s key
actors in education to make university curricula exploratory, pertinent, integrated,
meaningful and in alignment with market demands (UN, 2022; OECD, 2022
UNESCO, 2022; Bureau of Labour Statistics and Occupational Handbook, 2021;
Walters et al, 2016; Lehman, 2020; Parizek, 2021; Tarik and Sicklinger, 2022). This
study strengthens the link between relevant stakeholders namely significant key actors
in the field, universities, and market requisitions and positions them on the same

footing.

Furthermore, this study, through the use of CI, creates highly skilled university
graduates to fulfil the market’s demands, alongside providing the solution to every
nation facing the daunting challenge of graduates’ unpreparedness for work. An
examination of the published studies on ClI in the literature reveals a scant availability
of it, which deals mostly with conceptual standpoints and curriculum reports instead
of presenting empirically grounded knowledge. This study, therefore, advances the
corpus of applied findings in education as well as provides insights into how other

disciplines can integrate their curricula.

Building on the above, although graduates’ employability has been thoroughly
researched in European landscapes, there has been little discussion on it in Malaysia
and Mauritius. The few available studies neglected why graduates are unprepared for
work as well as the solution to this problem, while tending largely to the identified
gaps between universities and job markets. This study purposely adopts a qualitative
approach to rigorously answer the why question, alongside evaluating the
effectiveness of CI as the solution. By seeking professionals’ assistance in reviewing
university students’ expertise at the end of the research, this study provides novel
findings into how efficacious CI is in moulding university students for work in
Malaysia and Mauritius. The same technique can be applied in other geographical

locations.

Moreover, students’ experiences with CI and their developed expertise make it
easier for policymakers, curriculum designers, and academics to identify gaps between
theory and practice. Therefore, this provides the above-mentioned subjects with the

opportunity to review existing curricula and practices. Additionally, this study
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elucidates the difficulties of aligning university-integrated courses with what the
market needs. This helps policymakers understand the obstacles and work on them to
creating skilled workers. The following presents the operational definitions of key

terms.

1.10 OPERATIONAL DEFINITIONS OF TERMS

To eliminate ambiguities regarding the meanings of key terms used in this study, the

operational definition of them is considered significant.

a. Curriculum Integration: An absence of a single uniform definition of this
term with an incomplete picture of its integration in practice is noted in
theoretical literature (Drake, 2012). This thesis will adhere to Lehmann’s
(2020) definition of CI referring to the diverse content areas in distinct

disciplines to give a unified, holistic perspective of learning.

b. Higher Education: Theoretically, this term is an umbrella one composed of
postsecondary institutions such as universities, polytechnics, and research
training (Lumumba, 2005). However, in this study, the term ‘higher

education’ refers to universities only.

c. Twenty-first-century skills: In this study, the terms twenty-first-century
skills and employability skills are used interchangeably to refer to skills
notably creativity and innovation, leadership and responsibility, critical
thinking and problem-solving, communication, collaborative, ICT, and
self-directed learning skills (P21 Framework, 2011; Malaysian Education
Blueprint HE, 2015-2025; Higher Education Commission Strategic Plan,
2022-2025).

d. Market Demands: Adhering to the definition of Almeida (2019), this study
refers to market demands as the expected requisites of employers from

employees.
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1.11 CHAPTER SUMMARY

This prefatory chapter is split into twelve segments. The first segment presents the
evolving nature of knowledge in the twenty-first century and underscores its influence
on HE and the job market. The second segment unveils the background of the study,
highlighting the need to have a university curriculum that mirrors reality. The third
segment underscores the problem statement; it draws from research studies,
statements from the leading press, and key international education reports to highlight
the seriousness of the identified problem, which is the irrelevancy of the current HE to
the market’s realities. The fourth segment sheds light on the rationale, particularly
underscoring the reasons for which this study is carried out, while the fifth segment
enumerates the research aim and objectives, followed by the research questions in the
sixth section. The seventh section presents the scope of the research, shedding light on
its unfoldment, the eighth section reveals a public university in Malaysia and
Mauritius as the research sites and provides an existing picture of graduates’
employability in both sites. The ninth section highlights the significance of research,
the tenth section defines key operational terms, and the eleventh section encapsulates

the introductory chapter. The twelfth section sheds light on the thesis structure.

1.12 THESIS STRUCTURE

This thesis is split into four major sections namely (I) The General Prologue
consisting of the introductory chapter, (1) The Prologue to the Tale reviewed relevant
literature on the studied topic, (Il1l) The Tale constituting the methodology and
findings and (1) The Epilogue comprising the concluding chapter.
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CHAPTER TWO

PROLOGUE TO THE TALE

2.1 LITERATURE REVIEW

This section is split into five segments. The first segment elaborates on the definition
of CI, the second segment reviews CIl of theoretical knowledge with applied
knowledge in HE, the third segment presents the nature, implementation, and issues of
Cl in the two research sites of this study notably Malaysia and Mauritius, the fourth
segment delineates learning theories forming the conceptual framework of this study,
and the fifth segment encloses this section with a visual representation and flowchart
of the interconnectedness of the above-mentioned segments.

2.2 CURRICULUM INTEGRATION: DEFINITION AND ELABORATION

The relatively exiguous number of published studies on CI in the literature denotes a
disagreement among scholars in defining the term. It appears that researchers
calculatedly chose their words to define CI, especially by those who perceive Cl as a
linear process or as an outcome-based education. In response to definitions of CI by
Beane (2021), Adamu (2002) and Shoemaker (1989) as a final product where
knowledge is integrated across disciplines to understand complex interrelated realities,
Bintz et al (2006) and Johnson (2002) argued that thinking skills should be included in
the definition because both content and skills learned separately should be combined
into a unified teaching method. Venville, Wallace, Rennie and Malone (2000)
suggested using the word ‘bridging’ instead of ‘connecting’ to describe CI as a
distinctly different approach from merely joining knowledge bases. These definitions
differ from Beane’s (1995) and Bullough’s (1999) definitions of CI, which questioned
‘what counts as content’ and ‘who decides what counts’, emphasising that integrated
curriculum content should focus on topics relevant to students’ lives. This definition
starkly questions the epistemology of knowledge; from Young’s (2008) viewpoint,
education systems perceiving knowledge as static, absolutist, and independent from
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people’s realities are likely to espouse conventional pedagogy instead of constructivist
teaching, which treats knowledge as a social construct. This definition of Cl makes it
clear that the collective way curriculum developers perceive how knowledge is
acquired influences how they design and put into practice the curriculum. Undeniably,
the multiple varied definitions of CI highlight the ambiguities surrounding the term,
which, according to Var’s (1993) and Jacob’s (1989) research, thwart a perspicuous
understanding of it. The inconsistently available literature on CI demands a profound
comprehension of the term as it has lately stirred heightened interest in international

educational discourse (Bennett, Rowley, Dunbar-Hall, Hitchcock and Blom, 2016).

Researchers who see Cl as a teaching approach define it by its three main
types: multidisciplinary, interdisciplinary and transdisciplinary. Adopting an
individualised structure, multidisciplinary learning connects related learning areas to
teach common themes or topics. Interdisciplinary, on the other hand, scrutinises,
synthesises, and synchronises connections across disciplines into a cogent and
harmonised whole, while transdisciplinary moves beyond teaching across disciplines
to multifaceted themes, topics, or issues threaded through reality (Drakes, 2007
Beane, 1997). Analysing these definitions shows that the transdisciplinary types
completely change the nature of a discipline-based curriculum by removing
boundaries between disciplines and rebuilding academic content based on real-world
experiences. However, Hargreaves et al (1996), Albert and Albert (1962), and Erikson
(1995) affirmed the unfeasibility of the transdisciplinary pedagogy in any era of
answerability in HE. Gibbs’ (2017) research refutes the above affirmation by
questioning universities for arranging knowledge in conventional ways, particularly
when the world functions within a constantly evolving transdisciplinary approach.
This conflicting perception implicates the need to examine whether universities are
likely to favour the transdisciplinary approach over the two mentioned approaches, or
vice versa. Consequently, this study gives the academic informants the freedom to
apply the type of integration of their choice in their practice. A leaflet with minute
details about the three types of integration was handed to the academics’ informants
before the research. The Ilimited theoretical evidence of multidisciplinary,
interdisciplinary and transdisciplinary approaches makes Cl appear vague in what it is

supposed to achieve (Case, 1991, pp.2015), or a confusing term about what makes an
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effective integration (Chein, 2004, pp.1). These are the highlighted research areas that
this study aims to tap into. Additionally, an online search for the three types of
integration in undergraduate courses using numerous keyword combinations from
various empirical research databases failed to produce any empirical literature. The
lack of empirical literature on the three types of integration in university classrooms
shows that much heuristic research is still needed in this area, which makes this study
a productive research topic. Theoretically based studies by Caspersen et al (2017),
Gantogtokh and Quinland (2017), and Millar (2016) have described the application of
Cl in HE as demanding, but also challenging and stressful, as the positive response of
academics to educational policies and reforms that favour integration is not assured.
Brogger’s (2014) study highlighted Italian academics’ resistance to being passive
repositories of integrated curriculum changes. Similarly, while the Australian
government has strongly endorsed the integration of employability skills in HE,
research has highlighted the lack of its implementation in academic practice (Harris-
Reeves and Mahoney, 2017; Contronei-Baird, 2019). Academics’ negation of CI in
HE, according to the research of Leong and Kavanagh (2013) and Harris-Reeves and
Mahoney (2017), is due to their poor understanding of CIl. This interpretation is
challenged by Davey, Baaken, and Galan-Muros (2011), whose research revealed the
lower engagement of university managers with industry as the cause of the lack of
uptake of CI in HE. These contrasting findings highlight discrepancies between HE
policies and the microstructures, that is, university managers and academics as agents
of change. If university managers and academics resist implementing the proposed
curriculum changes, then the expected changes, as explained by Louvel (2013),
remain unrealised. The following presents the CI of academic and applied knowledge

as well as the twenty-first-century skills in HE.

2.3 CI OF ACADEMIC AND APPLIED KNOWLEDGE IN HE

Much of the current literature on integrating academic knowledge with applied
knowledge in HE highlights the adoption of customary models, particularly Tyler’s
curriculum development stages (Camacho et al, 2019; Comodi et al, 2019; Ma’dan et

al, 2020). An examination of those models highlights their highly traditional and
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generic nature, lacking authentic activities to integrate academic knowledge and make
it relevant to the industry. According to Drake and Savage (2016), CI is the most
effective strategy to integrate both academic and applied learning as it provides a
unifying framework that supports comprehensive interdisciplinary capabilities and
abilities. Consequently, to integrate the university’s curriculum, this study uses the
Plan-Do-Study-Act (PDSA) model by Deming (1993) to balance academic learning
with application. This model is chosen for two main reasons: firstly, empirical
evidence demonstrates that it is realistic enough to be used in any disciplinary area,
and secondly, it is seen by early proponents of continuous educational improvement as
a catalyst for systematic change that can improve students’ outcomes. It also addresses
organisational and structural elements impacting students’ learning and holds
promises for scaling up successful educational innovations across varying
geographical locations by permitting local adaptations (Lewis, 2015; OECD Future of
Education and Skills 2030, 2018). Since this study researches two different
universities in two countries with different linguistic, cultural and geographical
backgrounds, the PDSA model is considered the most appropriate. Furthermore,
findings generated from this study can be used as preliminary adaptations to other
countries dispersed across continents. An illustration of the PDSA model is provided

below:

Act Plan Model for Improvement
« What changes ¢ Objective What are we trying
made? and predictions. How will we know that a
* Next cycle?  * Plan to carry out change is an improvement?
the cycie (who,
what, where, when). What change can we make that
will result in improvement?
Study
« Complete the * Carry out the plan, X /./* - )
data analysis. ¢ Document problems / Act Plan. \
* Compare data  and unexpected |
to predictions.  Observations. ¢ y
e Summarize  * Begin data Study Do

what was analysis,
learned

[llustration 2.1 The PDSA Model (Deming, 1993, pp. 35)
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Referred to as Deming’s wheel, the PDSA model, as displayed above, operates
within an iterative paradigm and tests changes in a real-world setting to see whether
the evaluated changes bring improvements (Langley et al, 2009; Deming, 1993).
According to Langley et al’s (1994), the three questions in the brown box should be
asked when developing and updating curriculum and should be reflected upon before
the implementation of the PDSA model. A scrutiny of the three questions hints at the
need to evaluate each step in curriculum design, both before and after the enactment
of any change. Post the conduct of the test of change, the PDSA model begins with the
(I) plan stage, wherein research aims, objectives, questions, and procedural steps are
determined. This stage also decides about the academic knowledge expertise that
students need to know. Proceeding to the second stage, the (II) Do stage, involves
enacting the plan through creative rich performance processes that help students
developing and honing their twenty-first century skills notably critical thinking,
interpersonal, problem solving, cooperative, leadership, digital, self-directed learning,
management and flexibility skills (P21 Framework, 2011; Voogt and Roblin, 2012).
The aforestated skills are also referred to as life, generic, employability, and career
skills in the literature and their transferability, applicability, and transversals traits
make them be viewed as currencies of the labour markets (World, Economic Forum,
2019; European Central Bank, 2022; Hershbein and Macalusco, 2018). Steps 1 and 2
of the PDSA model can therefore be said to concomitantly tap into the development
and improvement of the twenty-first-century skills while integrating academic
knowledge with applied knowledge. Data analysis begins in stage 2 itself and
continues to the (1) Study stage, wherein the divulged findings are explored in
relation to literature to evaluate the genuine success of the enacted change. Moving to
the last stage, notably the (IV) Act stage, acquired learning throughout the entire
process is reviewed to see if it can be incorporated into the current curriculum and
turned into a systematic and rigorous theoretical base for application and delineation
of the PDSA model alongside CI in HE. The generated theories from practice can, in

turn, fill in gaps between graduates’ skillsets and employers’ demands.
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Below is a flowchart exemplifying the functioning of the PDSA model:

Start Over

Try Again/Modify

Achieve
Goal

v

Act

//__- Adopt/

- \Stindardizgl

Flowchart 2.1 PDSA in practice

An intricate level, as shown above, entails a chain of changes, that is, a series of
PDSA wheels to shift a curriculum from its existing condition to an ideal one. This is
graphically depicted below:
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(Langley, Moen, Nolan K. Nolan M, Norman and Provost, 2009, pp. 86)

Illustration 2.2 Chains of PDSA models

As shown above, each wheel provides information for the succeeding one. From the
standpoint of Langley et al (2009), and Deming (1950), in due course of knowledge
evolution, the quality of product, that is, education, requires the incremental upscaling
of complex intervention and magnitude. Since a visible gap between university
graduates and employers’ demands has been pinpointed, it is perceptible that the
finalised HE curriculum, that is, discipline-based by policymakers, is insufficient to
produce work-ready graduates (Gallup Report, 2018; International Policy Digest
Reports, 2019; World Economic Forum, 2018). Thus, a critical scarcity in the number

of efficacious curricula is highlighted in the present century.

The following presents the nature, implementation, and issues of CI in

Malaysia and Mauritius.
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2.4 NATURE, IMPLEMENTATION, AND ISSUES OF CI IN MALAYSIA AND
IN MAURITIUS

Integrating academic knowledge with applied knowledge in Malaysian universities
appears to be a daunting exercise (Yacoob, 2012). Despite official policies notably the
Malaysian Graduate Blueprint (2012-2017), Malaysian Education Blueprint 2015-
2025, the Twelfth Malaysian Plan 2021-2025, the Malaysian Qualification Agency
(2022), and the Malaysian’s Ministry of Higher Education funded collaborative
projects between universities and industries alongside training notably the ‘Industry
Centre of Excellence’ and ‘Knowledge Transfer Partnership’ to ameliorate Malaysia’s
graduates’ marketability and realizing its requirement of having a professional and
skilled workforce (MOHE, 2012, 2023) have been established, employers still
discerned that unemployed Malaysian graduates are still insufficiently shaped with the
demanded skillsets by employers. Continuous complaints from the Malaysian
Employers’ Federation (2016, 2023) about graduates’ work unpreparedness and
summoning universities curricula to be integrated with other disciplines through
innovative pedagogies to meet stakeholders’ requirements, sustain academic
knowledge with practical application, invite industries to participate in curriculum
design based on their required job skills, and establish take off concords between
invited industries and graduates have been observed. Instead of industry-centric
curricula, as propounded by the aforementioned policies, traditional teaching and
assessments are observed to be still prevalent in Malaysia’s HE with imperceptible
takeoff agreements between industries and university students (Nadarajah, 2021,
Sulaiman, Akhir, Hussain, Jaamin and Ramli, 2020; Malaysian Employers Federation,
2016; Fahimirad, Nair, Kotamjani and Feng, 2019). Differences between policies and
practice are henceforth noted. The literature evidences two public universities, namely
the University Malaysia Terengganu and the University Kebangsaan Malaysia which
attempted to integrate academic and applied knowledge alongside twenty-first-century
skills (Yunus, Hamzah, Tarmizi, Abu, Nor, Ali and Bakar, 2006), but the success of
their concocted integrated curriculum framework was overly dependent on lecturers’
commitment while supervision of the latter’s practice was neglected (Yasin and Lium
2016). Also, examining the two created integrated curricula highlights meagre details
about their planning, implementation, and assessment phases. According to Yasin and
Liu (2016), and Yacob, Zainudin and Zurairah (2012), this was due to logistic
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problems, unavailability of resources, poor operational contexts and most
significantly, lecturers’ unwillingness to cooperate in the designing and implementing
phases, asserting that teaching generic and technical skills did not form part of their
work and universities were not the right platform to do so. The highlighted negative
demeanours of lecturers starkly demonstrate that if the HE policies call for a
progressive shift within which universities cannot function in silos (Malaysian
Education Blueprint for HE, 2013-2025), lecturers regressively rebut the propounded
call. This interpretation is consistent with the research findings of Yunus et al (2006),
Green et al (2009), and Ali et al (2016), who all underlined lecturers’ impecunious
knowledge in teaching twenty-first-century skills and integrated content as the prime
cause for them to rebut this pedagogy. Implications thus include the centrality of
retraining lecturers professionally so that they translate policies into their practice.
Their resistance, as demonstrated by Leo’s (2019) research, impinges on their
students’ developed expertise, who rely fully on their lecturers for knowledge
acquisition. A noticeable relationship is therefore identified between lecturers’
resentment of CI in HE and graduates’ work unpreparedness. This delineates why
both Nadarajah (2021) who studied 300 graduates in different universities in
Malaysia, and the Central Bank of Malaysia’s survey of 312 companies (Yen,
Kamariah, Hw and Huong, 2009), spawned similar results of graduates’ lacking the

required skillsets to function effectively in the Malaysian’s workforce.

In Mauritius, despite the Higher Education Commission Strategic Plan (2022-
2025), The Regulatory Framework for HE (2022), and the Government Program
2020-2024, demand for a reorientation of Mauritius’ university curriculum to create
an adaptable, knowledgeable, and innovative workforce, details regarding the
reorientation processes, particularly, which aspects in the university curriculum need
to be revised, are absent. These claims were likely made in response to The Deloitte
Report (2015), The Handover Report (2015), The World Bank Report (2015), and
empirically grounded research by Verde-Frontier (2016), and Shwarb (2019), which
all underlined the need to reinvent the overall operations of the present didactic
university curriculum into a market-oriented one. An investigation of the
aforementioned policies highlights that the stated desideratum of making universities

relevant to the workforce is vaguely delineated, with more focus on free tertiary
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education alongside newly made international alliances. Cl in HE as a solution to meet
market demands, though being heavily endorsed by key international educational
policies such as the OECD (2022), UN (2022), and UNESCO (2022), and appears in
different nations’ local HE policies notably Finland, Singapore, and South Korea
(Drake and Savage, 2016), is of no mentioned in Mauritius’ HE policies (HEC
Strategic Plan, 2022-20225). Mauritius’ HE policies leave the onus on academics to
see how they can render knowledge relevant to the workforce. Given that recent
research depicts the continuing use of customary teaching in Mauritius’ universities
(Roopchand, 2019; Hardin-Ramanan et al, 2020), it is apparent that academics, as in
Malaysia, were regressive towards reorienting their practice to make knowledge
relevant to the market. In his groundbreaking investigation of issues impinging on the
Mauritius> HE, Roopchand (2019), found that alongside budgetary government
restrictions, recruiting and keeping qualified and experienced lecturers are the
looming loopholes faced by the Mauritius’ HE. If his aforementioned research
finding, on the one hand, questions Mauritius’ lecturers’ credibility, on the other hand,
it is supported by Finch, Peacock, Levallet and Foster's (2016) study wherein
Mauritian graduates affirmed to face arduous times in building graduate capital
independently without assistance from their university lecturers. A systematic review
of HE in Mauritius highlights that unless HE policies are translated into a structured
stepwise process, practice would remain irrelevant to market demands. The following

presents the conceptual framework.

2.5 PREVIOUS STUDIES

The study by Suputra et al (2024), titled Does work-integrated curriculum
transformation affect learning experience, student competencies, and learning
interactions? The role of teaching strategy moderation empirically validated the
upsides of work-integrated curricula on learning performance. The study was
conducted in a vocational secondary school in East Java, Indonesia, sampling 100
students. Drawing from the Structural Equation Modelling- Partial Least Squares
(SEM-PLS) framework, it reveals positive impacts of work-integrated curricula on

learning experiences, dialogues, and competencies. These positive outcomes were
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mediated by student-centred methods, particularly in learning experiences. High
predictive relevance (Q? = 0.989) and squared value (0.829) underscored the efficacy

and practical applicability of work-based curricula in secondary education.

However, it is noticeable that the study drew insights from solely 100
vocational secondary students in East Java, Indonesia, which raises concerns about
generalising the collected findings across Indonesia’s varied educational landscapes,
particularly when vocational streams in each province are marked by geographical
disparity, notably socioeconomic conditions, curricula and infrastructure. Therefore,
the gathered data from East Java may not adequately represent the other provinces.
Additionally, a deeper analysis of the sample size revealed that it is mostly formed of
freshers (68%) and rural learners (77%), with a gender inequity in preference for
females (65%). This uneven distribution is conceded but not fully exploited, though it
impacted students’ experiences and perspectives of work-integrated curriculum. First-
year learners may have insufficient experience with curriculum reforms to give
constructive feedback, while rural students might have faced particular pedagogical
and infrastructural hurdles, impeding their learning outcomes. The cross-sectional
study restrained causal connections and the follow-up of progress trends over time,
which is needed for studying the longitudinal effect of curricula overhaul.

Moreover, the study relied exclusively on quantitative methods. While
statistics from the SEM-PLS gave notable insights, the lack of qualitative data
restrains having nuanced information about students' and teachers' lived experiences
with work-based curricula. Qualitative data through interviews or focus groups would
have rendered the data richer, especially by uncovering finer perspectives and

implementation and contextual hurdles.

Likewise, Van and Takuro’s (2024) research, ‘A comparative study of work-
integrated learning experiences: Perceptions and Perspectives of Engineering and
Economics students’, yields interesting findings into the usefulness of work-integrated
learning by comparing the experiences of 336 final year students; 164 from
engineering and 172 from economics, from four top universities in Hanoi, Vietnam.
Unlike Suputra et al.’s (2024) study, Van and Takuro’s (2024) research employed a

balanced sample and applied quantitative procedures meticulously, including

32



independent t-tests, MANOVA, and Mann-Whitney U tests, facilitating a solid
comparison analysis. The findings showed that both the engineering and economics
students acknowledged that work-integrated curricula prepared them for career
readiness. Technical universities were found to provide more specialised and
comprehensive  work-integrated modules, whereas economics students had
unstructured work-integrated courses. Male engineering students were found to be
more mindful of the importance of work-integrated curricula for their employability.
Nonetheless, there was no discernible gender difference in how work-integrated

curricula were viewed in Economics.

Similar to Suputra et al’s (2024) research, Van and Takuro’s (2024) findings,
despite being based on a sizeable population, are unlikely to be extended to Vietnam’s
heterogeneous HE systems as the study focused only on Hanoi. Moreover, the sole
reliance on data from self-reported surveys hints at subjectivity and social desirability
bias, while the lack of qualitative approaches prevents having a nuanced
understanding of students’ challenges, lived experiences, and contextual
appropriateness of work-integrated placements. Causal inference is further limited by
the cross-sectional design, and significant aspects of work-integrated learning
implementation are overlooked due to the absence of input from the concerned

stakeholders, namely professors, industry supervisors, and institutional leaders.

In line with the above two studies, Niemela (2022) conducted quantitative
research exploring Finnish student teachers’ integrative content knowledge within the
scope of Cl. Niemela (2022) administered a Likert scale questionnaire to 243 student
teachers studying to teach different disciplines to secondary students of 13-18 years.
Consequently, unlike the above two studies, Niemala’s (2022) findings can be
extended to the entire Finnish secondary school curriculum. Her research also found
that the willingness to integrate knowledge was based on subject specialisation;
Geography and History embraced Cl as compared to Mathematics and Physics, which
were reluctant. However, Niemala’s (2022) study does not allow for causality, while
its dependence on self-reported data underlines the possibility of bias. Further, instead
of relying solely on a quantitative Likert questionnaire, which might be influenced by
response fatigue, interpretation variability and overlooked nuanced opinions with pre-

determined categories imposed on respondents, a mixed-methodology might have
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unveiled contextual and pedagogical nuances that the quantitative design failed to
capture. The replicability of the findings to other contexts with different curriculum

structures is questioned.

This doctoral research, Curriculum Integration in Higher Education:
Transcending Disciplinary Divides to Meet Market Demands, is pertinent and crucial,
particularly when evaluated in light of the constraints identified in the above three
previous studies. While Suputra et al. (2024), Van and Takuro (2024), and Niemela
(2022) uncovered insightful empirical findings, they relied exclusively on quantitative
methodologies, which fell short of capturing the breadth, context, and complexity of
participants' lived experiences, aspects which this doctoral research aims to capture.
Moreover, the three previous studies are survey-driven; thus, they neglected the larger
curriculum creation ecosystem that includes undergraduates, academics, and
professionals. The current study, on the other hand, uses a qualitative multi-
perspective methodology, gathering lived experiences of academics and
undergraduates with an integrated curriculum to meet market demands alongside the
nuanced viewpoints of professionals. This triangulation offers a comprehensive

perception of CI, grounded in classroom practices and industry expectations.

Furthermore, this doctoral research is conducted in a public Malaysian and
Mauritian university. In contrast to the three previous studies, which were
geographically limited to East Java, Hanoi and Finland, the findings of this doctoral
research appear to be relevant and transferable outside a single nation or field of
study, thanks to this cross-cultural viewpoint. Crucially, as opposed to the statistical
models given in the three previous studies, this doctoral research employs Deming’s
(1993) Plan-Do-Study-Act cycle, a flexible framework that can be applied to diverse
institutions and geographical contexts. This doctoral research specifically targets the
integration of academic and practical knowledge across disciplines, focusing on the
highly market-relevant abilities that are frequently fragmented in traditional curricula,
even though Niemela (2022) mentioned disciplinary opposition in passing. All aspects
considered, this doctoral research provides a , stakeholder-informed model that
addresses the pedagogical demands of today’s HE in addition to being more inclusive

and methodologically rich.
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2.6 CONCEPTUAL FRAMEWORK

This study devises its conceptual framework based on three learning theories, notably
(I) the International Islamic Institute of Thought’s five steps of integrated teaching
(1989), (II) Constructivism, and (III) Bloom’s Taxonomy. These three theoretical
frameworks are perceived as the perfect underpinning for this study primarily because
they present synergistic teaching and learning practices that tap into students’
cognitive, affective, and psychomotor developments while strengthening twenty-first-
century skills in coordinating different knowledge disciplines. The three theories treat
students as constructors of meaning, permitting them to generate individualised rules
and mental modes throughout their active engagement in metacognition, wherein they
critically reflect on their learning interests and understanding of learning concepts,
terms, and principles in both theory and practice. The paradigm of these three
theoretical frameworks emphasises the necessary synergy among lecturers to facilitate
the incorporation of diverse disciplinary knowledge for Cl to occur. This, therefore,
implicates the role of lecturers as learning guides or mediators in producing conducive
learning environments where strong student participation exists. Indirectly, this refers
to university students being allowed to develop self-learning skills, that is, structuring
knowledge and ideas independently based on their active participation in meaningful
integrated teaching and learning processes, without the complete reliance on their
lecturers for knowledge learning (Fogarty, 1991; International Institute of Islamic
Thought, 1989; Piaget, 1967; Vygotsky, 1978; James et al, 2001; Armstrong, 2010;
The Glossary of Education Reform, 2013; Chandio, 2016; Prasad, 2021).
Additionally, the underlying philosophy of the three theoretical frameworks aligns
with the aim, objectives, and research questions of this study. Below is an elucidation

of the three theories:

2.6.1 International Institute of Islamic Thought’s Five Steps of CI

An analysis of the International Institute of Islamic Thought’s (IIIT, 1989) concept of
Cl in providing wholesome education that taps into the development of human
potentials, notably the mind, body, and soul, is seen to mirror Fogarty’s (1991) CI

framework, which adheres to Western ideologies. Both define integration by soliciting
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the collaboration of academics in identifying overlapping concepts and thoughts in
their disciplines to facilitate the design and implementation of disciplinary teaching.
Such type of teaching reiterates the purpose of Education from the Islamic
perspective, which is to shape students with a balanced personality in the cognitive,

emotional, spiritual, and physical aspects (Nordin, 1988). The steps are as follows:
I.  The interconnectedness of disciplinary fields
ii.  Integration between theory and practice
iii.  In-class experience is linked to experience gained outside class
iv.  Cross-curricular moral values inculcation

v.  Sustaining the concept of a complete person from all aspects of spiritual,

intellectual, imagination, emotional, and physical.

An examination of the five above steps reveals that the International Islamic
Institute of Thought’s (1989), concept of integrated teaching reflects the spirit and
dynamism of Islamic education as providing a comprehensive, complete education
that ‘encompasses all sciences, either religion or secular’, to create a balance sense of
achievement between people and society (Kazim and Baogum, 2013). The first three
steps shed light on how CI balances knowledge with doing, that is, besides adopting a
unified teaching pedagogy which equips students with academic knowledge, authentic
tasks related to reality should be designed to cater to applied knowledge. The
integration between theory and practice and in-class experiences with out-of-class
experiences leads to praxis knowledge, allowing students to critically reflect on the
enactment of theory in practice and, in turn, how practice contributes to the way
theories are understood in students’ operational contexts. This is the type of
knowledge that employers demand from employees in the 21st century (World
Employment Forum, 2022); hence, it can be stated that the Islamic perspective of ClI
aligns with market demands. From an Islamic worldview, as mentioned by Nordin and
Dan (2002), the purpose of the curriculum is to develop and hone students’ potential
holistically, which promotes the balanced growth of the whole personality of students

through the priming of students’ spirits, rational self, cognition, emotions, and bodily
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senses. This aligns with the requirement of Muslims to grasp both individual (fardhu
ain) and collective (fardhu kifayah) obligations. Moreover, personality enrichment, as
mentioned in the fourth listed step, taps into the development of moral paragons with
noble character, behaviours, and attitudes through integrated teaching. This step taps
into the identified concern of both Malaysia’s (Malaysian Employer Federation, 2016)
and Mauritius’s (Verde-Frontier, 2016) graduates lacking the right demeanour in the
workplace. Also, this implies the development of students’ personalities through
constructive pedagogies and from Waghid’s (2014) perspective, the Islamic
framework of ClI has a lot of constructive offers which can be employed to deal with
knowledge surges in the twenty-first century. To the latter, the function of ClI is to
equip students with holistic traits, as mentioned in the fifth step, that is, the spiritual,
intellectual, moral, and emotional knowledge throughout integrated teaching to face
life situations. Given that CI put forth by the International Islamic Institute of Thought
(1989), provides students with the chance to develop various self-potentials alongside
twenty-first-century skills through its integrated processes of teaching and learning, it
is selected to form part of this study’s conceptual framework, which shares a similar
ideology of CI in balancing academic and applied knowledge to meet market
demands. The following presents the constructivist theory of learning.

2.6.2 Constructivism Theory of Learning

Rooted in classical antiquity, constructivism is traced back to Socrates’ period where
Heraclitus (537-474 BC), a philosopher used dialogues and questions to aid his
students in identifying flaws in their thinking. His adopted teaching methods depict
learning as a social process which necessitates exchanges and de-structuring his
students’ cognitive actions and instead of structuring learning situations for them, he
triggered reflective thinking through dialogues. Heraclitus’ teaching methods reflect
those of Kant (1724-1804), who argued for the inclusion of sensory experiences in
thought’s contemplation in teaching and learning processes to create new knowledge
(O’Reilly, 2022). Though Heraclitus and Kant, based on their teaching practices,
asserted that knowledge is generated by what can be seen, experienced, and put

together by human reasoning through both an internal and external epistemic
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approach, they did not devise any theoretical underpinning of learning to support their
beliefs and pedagogies. The first theoretical underpinning of constructivist learning is
first evidenced in the literature to be provided by Piaget (1960), who in his
theoretically grounded research illustrated conceptions’ creations through distinct
mental processes while providing insights into how newly learned information is
compiled (Murphy, 2002; Khlar, 2012). Constituents of this learning theory are

provided in the following sub-section.

2.6.2.1 Piaget’s Cognitive Constructivism

A reading of Piaget’s (1960) theory divulges information on how students acquire and
form knowledge and their critical reflection on it. Piaget held that every individual has
a natural tendency to increase their intellect and that any attempt to suppress this
tendency only serves to impede the growth of natural cognitive development. He
identified four different stages of cognitive development from infancy to adulthood
and argued that every child must experience these stages to attain the next stage of
intellectual development. To him, every stage describes a period when a child is
acquainted with new ways of cognitively representing knowledge. These four stages

are elucidated in the following table:

Table 2.1 Piaget’s (1960) four stages of cognitive development

Stages Description

The first stage is the Sensory | According to Piaget, the first developmental
Motor Stage stage lasts from birth to around the age of 2.
Infants’  strategies are, at this time,
straightforward and action-focused. They form
their strategies by using their senses and
bodily movements. Regarding intelligence, it
is correlated with the choices made by the
infant, who builds his/her knowledge of the

world through experience rather than thought.
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The second stage is the
Preoperational Stage.

This stage lasts from around 2 to 7 years and
Is considered to be a crucial phase. At this
period, a child begins to create cognitive
structures, that is, they may resort to symbols
like language, mental images, and gestures to
express ideas and objects. Due to the lack of
operational thinking at this stage of cognitive
development, a child’s reasoning is still not
fully logical, and they are unable to
comprehend complicated ideas.

The third stage is the Concrete
Operational Stage

Related to the primary years, the right
application of cognitive functions to situations
involving concrete objects is a key feature of
this stage. That is, a child, at this stage, can
only handle problems relating to concrete
(real-world) things and occurrences, not those

involving abstract concepts.

The fourth stage is the Formal

Operational Stage

This stage begins in early adolescence and in
it, individuals develop the ability to logically
employ symbols that relate to abstract notions.
This is what allows individuals to start

thinking abstractly when solving issues.

Linked to education, the above-elaborated cognitive stages are meant to guide

instructors regarding students’ knowledge before instructing them. Intellectual growth,

from Piaget’s (1960) perspective is measured compared to the above stages and

through three interconnected processes namely (1) Adaptation, (I1) Assimilation, and

(1) Equilibrium at each stage. Being the core ingredient of cognitive development,

adaption refers to changing and adjusting oneself in response to environmental

changes to maintain one’s physical and intellectual survival. This is what leads to the

schema, a term referring to individuals’ mental structure which stores knowledge in
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the latter’s long-term memory. By interrelating to their environment, individuals build
schemas. To Piaget (1960), this is what makes individuals anticipate, establish
comprehension, and recall past events. When introduced to new knowledge,
individuals tend to gather the new knowledge and arrange it according to previously
stored schemas. They alter their schemas accordingly, either by accepting or rejecting
the new knowledge. Schemas, as Piaget (1960) said, are connected and thus make it
easier for individuals to familiarize themselves and have a firm understanding of their
environments. There are inter and intra-schema connections. When an individual lacks
knowledge on a topic, they are taken by surprise. In this instance, he/she links the new

information to the existing schema and modifies it to incorporate the new information.

To avert tackling confutations, assimilation including accommodation occurs
to maintain an equilibrium with the present schemas. Assimilation refers to the
procedure of gathering and categorising fresh data and proofs. By fusing new
information with individuals’ pre-existing mental structures, this process aids in the
development of new mental structures. Assimilation should not be confused with
structural change; rather it merely refers to cognitive processing that permits the
expansion of the already existing mental structure. Only when there is no confusion
with pre-existing stored information in the schema that assimilation occur. Concerning
this, accommodation refers to how individuals alter their thinking to fit new
knowledge they were not exposed to before. If they encounter antithetical but
reasonable and relatable information with their prior knowledge, accommodation
happens. Post the accommodation phase, integrating the physical and mental
components of the accommodated ideas into a logical system takes place. This process
is known as Organisation. The absence of conflict or confusion between existing and
new knowledge is what Piaget (1960) referred to as equilibrium. Disruptions in
equilibrium do not entail the failure of the above processes but raise questions which
elicit new thoughts and ideas. Challenging individuals’ existing schemas can be said
to trigger learning (Pritchard, 2014; Taber, 2011; Mc Gregor, 2007; Gupta and Frake,
2009; Wadsworth, 1989). The above delineation shows that according to Piaget
(1960), the maturation of individuals’ cognitive abilities happens with the latter’s

physical growth.
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In response, arrays of empirical studies in literature notably Ornstein and
Hunkins (2017), Babakr et al (2019), and Hopkins (2011) criticized Piaget (1960), for
hyperbolizing teens’ capabilities and underrating that of sprogs. The above-mentioned
scholars’ research underscored age as not an idle indicator to grasp skills and
highlighted environmental influences as helping children to pick more skills listed for
their stage compared to that of teens and adults. Scholars in the literature, as
acclaimed by Robins et al (1998), appear to have ignored the criticisms made to
Piaget’s (1960) theory, as its’ embracement is heavily endorsed in education due to its
implementation in practice which depicted that it worked best in concrete, play, fact-
based, problem-solving teaching and learning processes (Greer and Rudge, 2003;
Southern Agricultural Education Research, 1998; Ojose, 2008; Zimmerman and
Whitehurst, 2000). This way of teaching, from Kouiceman and Nachoa’s (2016), and
Piaget’s (1960) perspectives, produces creative, self-initiative, critical individuals who
discover knowledge for themselves, instead of accepting what is told to them.
Consequently, this pedagogical strategy can be said to be capable of aiding students to
coalesce new information into their background knowledge, making appropriate
changes to their existing cognitive framework. Previous research like that of Elander
and Cronje (2016) and Lee and Hannafin (2016), underlined empirical findings about
students learning best through authentic, experiential activities requiring them to draw
from their pre-existing knowledge and rebuild it to accommodate new knowledge and
understanding. In Hassan’s (2015) research, students were successful in solving
challenging problems by drawing from their prior knowledge about previously
explained themes. They were allowed to be inquisitive, design techniques, and ponder
over their concluding remarks, which contrasted with their misconstrued
comprehension. The students embarked on new circumstances with prior experiences
stemming from both inside and outside the classrooms. As underlined by Ashton and
Gregoire-Gill (2003, pp. 102), instructors should act as ‘guides on the side’ or
facilitators of thinking who ask contemplative questions that propel students to think
deeply and produce their distinct meanings and interpretations. Through challenging
questions, they should permit students to come up with their original solutions, rely on
primary knowledge sources to allow students to drive lessons, and provide the latter
with time to reflect on the asked questions to evaluate their existing cognitive level,

alongside helping them to escalate it. To Piaget, instructors should ‘cease being a
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lecturer, satisfied with transmitting ready-made solutions; his role should rather be
that of a mentor stimulating initiative and research’ (Ashton and Gregoire-Gill, 2003,

pp. 102).

Moreover, a perusal of Piaget’s (1960) operations stages unveils that
individuals possess the capabilities of contemplating rationally and in the abstract.
That is, students can reason logically, associate symbols with abstract notions,
evaluate beliefs systematically, and reflect upon future ideological concerns. This
therefore raises pedagogical implications for the use of tangible instructional tools and
techniques such as modelling, graphics, hands-on activities, demonstrations,
movements and bodily cues to render themes understandable. Opportunities to
thoroughly introspect newly learned themes and apply them in their environment
should be provided to students. This constructivist type of teaching permits students to
improve gradationally towards functional musing (Piaget, 1972; Sexton, 1996; Burry-
Stock, 1995; Adesanya, 2009). Furthermore, Piaget (1972) asserted that students
require concrete experience to build new information in their mental structures.
Throughout all developmental phases, students resort to mental maps they have
created to navigate around the world. To him, repeated experiences easily integrate
into students’ cognitive structures while varying and new experiences lead to a
disbalance in equilibrium propelling the latter to modify their cognitive structure to
accommodate new knowledge. According to Kouicem and Nachoua (2016),
knowledge and instructional strategies should be tailored to students’ cognitive
abilities. Given that every student’s mental schemas are constantly being rescripted
through the process of accommodation and assimilation in dealing with new input, the
result is that no two students can have equal levels of preparation for a particular
experience. Instructors are thus required to differentiate lessons and consider the
variations in how each student approaches tasks and activities. In addition to this,
Dalgarno (1996) asserted the use of scaffolded exploration as a teaching method since
it is compatible with Piaget’s (1960) description of adaptation and assimilation
processes. In scaffolded exploration, students are allowed to choose their method of
problem-solving. Though they are led independently, they are being assisted by their
instructors and this assistance is what is known as scaffolding (Wood et al, 1976). The

removal of the scaffold is the ultimate purpose of this teaching method since the focus
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is on the students completing their tasks individually. Only when required, do
instructors intervene with pertinent questions to enable the students to adapt their
thoughts to new concepts. Simulations and micro worlds are other teaching methods
which constructivists advocate for given that they offer a realistic atmosphere in
which students can explore and experiment. These investigations enable students to
create their mental image of the environment. Microworld's built-in interactivity
allows for immediate feedback when students build models or test out their beliefs
about the concepts being modelled (Dalgarno, 1996; McNeil and Krajcik, 2006).
Piaget’s (1960) cognitive constructivism emphasizes the idea that students learn
through active exploration and learning happens when there is a contrariety between
the latter’s prior knowledge and newly exposed ones. The following presents the

social aspect of the constructivism theory.

2.6.2.2 Social Constructivism

Introduced by Vygotsky in 1968, social constructivism is a learning theory which
underscores language and culture as pivotal to individuals’ cognitive growth and
comprehension of their realities. That is, language is used to transfer concepts, which
are then interpreted and understood through experiences and interactions in a cultural
context. Thus, knowledge is not just socially built but also co-constructed since it
takes a community of people to have language and culture to create cognitive
frameworks. While cognitive constructivism perceives knowledge as what students
can independently do based on their experiences received from their surroundings,
social constructivism views knowledge as what students can do in collaboration with
their counterparts or instructors. Consequently, it can be stated that social
constructivism is a subset of cognitive constructivism that stresses the collaborative
nature of learning while being guided by a more knowledgeable other, either a
teammate or the class teacher. To social constructivism, students’ understanding is
influenced not only by adaptive interactions with the physical environment but also by
interactions among peers and teachers in respect to a reality that is not just physical
and perceivable by the senses, but also cultural, meaningful and significant, made so
in large part by language (Vygotsky, 1968, 1978; Pritchard and John, 2013; Wass and
Golding, 2014; Rebecca, 2016; Shah and Ali, 2018). The social constructivism theory
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divides learning into two phases namely (1) the actual development and (1) the zone
of proximal development which is widely known as the ZPD in literature. The first
phase delineates learning tasks that students can tackle without assistance while the
second phase refers to the amount of learning that students are capable of attaining
when receiving teachers’ or peers’ guidance (Hein, 1991; Vygotsky, 1978). To help
students move from the first phase to the second one, that is from the known to the
unknown, educational guidance in the form of collaborative, communicative activities,
as evidenced by Vygoysky’s (1978), Krashen’s (1989), and Perry and Fosnot’s (2005)
research, are paramount. To the aforementioned scholars, cognitive growth and
learning are ingrained in social exchanges with more knowledgeable others. True
learning, from the perspectives of Roosevelt (2008), Krashen (1989), and Vygotsky
(1978) occurs when instructors present materials that are slightly above their students’
cognitive abilities. According to Joyce et al’s (2004) research evidence, if instructors
present tasks that are in the students’ active development stage, the latter may feel
bored. Likewise, if instructors introduce exercises that are way beyond students’
cognitive abilities, the latter may feel frustrated. Alignment of tasks that are
moderately higher than students’ actual development level is hence underlined to be

indispensable for learning to occur.

Additionally, Vygotsky (1978) stated that higher-order thinking skills,
interpretation, and understanding have social roots. Interactions, to him, invigorate
cognitive developments in students” ZPD through the negotiation of shared meanings
which give rise to cognitive dissonance, a crucial process involving both cognitive
activity and cultural counterparts. This process starts when the more capable others
share their personal values, ideas, and attitudes that are regarded as appropriate by
social and cultural norms with their peers. Within this process, students shift from
their physical selves to build their social selves. This implies that through the process
of supported learning, students can transform their psychology into a shared one.
Students grow intellectually through arbitration and social constructivists believe that
this is how students get psychologically ingrained in a culture. Like Vygotsky, Dewey
highlights the significance of cultural forms and meanings in heightening individuals’
thinking abilities. Contrarily, Piaget stressed the frolic of rational and analytical

thinking. However, Dewey is also observed to support Piaget in his argument about
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fostering independent, informed interpretation. Dewey can be said to agree with the
integration of both Piaget’s and Vygotsky’s theories in education (Mayer, 2008).
Dewey’s approach asserts that students who participate in real-world tasks can display
a higher level of knowledge through creativity and collaboration, just as Piaget and
Vygotsky did not believe in memorization and repetitious learning (Behling and Hart,
2008). Dewey asserts that ‘if [one] has doubts about how learning happens, engage in
sustain inquiry: study, ponder, consider alternative possibilities and arrive at your
belief grounded in evidence’ (Reece, 2013, pp. 320). In line with the above, assisted
learning merely provides scaffolds to students so that they can complete tasks in their
ZPDs. Learning within the cultural context entails internalization of assisted learning
which means that students alter their cognitive structure by the knowledge obtained
from cultural contact. Internalizing tasks in the ZPD means that students have
experienced cognitive growth and that the gap between what the latter can do
independently and with scaffolds decreases. At this stage, the students’ ZPDs shrink
and are now capable of functioning independently without the scaffolds of
experienced others. Mastering tasks in ZPD, as proven by Cole and Cole’s (2001)
research, prompts students to engage in higher-order reasoning which in turn nurtures
creativity and criticality. The mastered ZPDs then go into the actual development
stage and to keep students engaged, interested, and thrilled about learning; their ZPDs
should always be in motion. That is, new challenging tasks of a moderately higher
cognitive level should then be introduced (Vygotsky, 1978; Murray and Arroyo,
2002). Kapur’s (2018) study evidenced that the social construction of knowledge
occurred through a variety of ways and methods, such as group discussion, teamwork,
or any type of pedagogical contact in a place of learning, training or worship. His
research highlighted that students obtained the required knowledge and experiences
for leading fulfilling lives when they engaged with others, the physical, and
immaterial world and themselves. In a similar vein, Akpan et al (2020) asserted that
social constructivism is synonymous with cooperative learning due to its emphasis on
students’ involvement, discussion, and sharing. This pedagogical method allows for
numerous correlative teaching techniques notably pair/group work, and project-based,
classroom discussion. The fundamental tenet of the theory, as it can be seen, is that

students collaborate in groups to share ideas, brainstorm solutions to problems, find
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causes and effects, or simply produce new information to supplement what they
already know (Vygotsky, 1968; Akpan et al, 2020).

Moving to the implications that this theory exerts on instructional methods,
Kelly (2012) advocates that since social constructivism ratifies knowledge as a shared
experience that emerges from social interaction rather than being a personal
possession, it could be implemented in the classroom through case studies, fact-
finding assignments, inquiry, self-directed, experiential, cooperation, and simulation-
based learning. An examination of the theory in the literature highlights that its
instructional strategies can be classified into discussion and collaborative group or
activity tasks. According to Omwirhiren (2015), a discussion strategy or a guided
classroom conversation is one that uses facilitated interaction to draw attention to a
specific topic to assist students. This strategy, from the perspective of Jegede (2010),
IS time-consuming but it improves learning by allowing students to hone their
communication skills as well as their cognitive abilities, including critical, and
reflective thinking and assessing different viewpoints. Teachers’ role, in this
approach, is merely that of a facilitator. Through thoughtful conversation, teachers
help students to learn by doing. In this type of instruction, teachers and students
discuss a particular subject in detail through small group or class-wide discussions.
The discussion is facilitated by the teacher and all students are free to express their
opinions on the discussed topics. This strategy increases students’ engagement,
promotes learning retention, encourages discussion, and engages students as active
participants in lessons where they are free to think democratically and question each
other’s standpoints before reaching informed agreements. Consequently, students gain
abilities to reflect and think constructively, which aids in their ability to comprehend
and examine problems thoroughly. They gain tolerance as a result of learning to
accept and appreciate others’ viewpoints, even when those viewpoints are
unfavourable to them, which helps to strengthen their communication skills. Debate,
think-pair-share, role-playing, brainstorming, field trips, and other socially engaged
teaching and learning techniques are examples of discussion methods (Jegede, 2010;
Kelly 2012; Omwirhiren, 2015; Akpan et al, 2020).

46



Furthermore, social constructivism, as depicted above, validates the
collaborative creation of knowledge through interaction (Akpan et al, 2020).
Collaboration usually occurs through group tasks where students work alongside their
counterparts to fulfil learning objectives. In groups, students are anticipated to
determine what they already know, what they need to know, and the best ways and
places to find new information that could help them solve their learning tasks at hand.
In this approach, the instructor’s role is to support, direct, and oversee the learning
process to facilitate learning to increase students’ understanding while fostering their
confidence in problem-solving. Project-based teaching and learning, according to Bell
(2010), is a cutting-edge method of instruction that fosters collaboration and imparts a
wide range of twenty-first-century skills for success in the knowledge age. With this
type of instruction, students learn how to inquire and collaborate to conduct research
and produce projects that showcase their knowledge. Bluemenfield et al (2011) assert
that project-based learning is a thorough method of classroom teaching and learning
that is created to involve students in research of real-world problems. Moreover, the
jigsaw puzzle is another type of collaborative exercise that is endorsed in the literature
(Igwe, 2018; ke, 2016). Jigsaw is a type of collaborative learning strategy that is used
in guided discovery teaching. Igwe (2018) claims that the cooperative learning
approach and its tenets are embodied in the jigsaw instructional strategy. In this
teaching approach, groups of students are formed and the instructors create scenarios
that promote the collaboration of classmates in the instruction of new materials.
According to Ike (2016), the achievement of each student is necessary for the success
of the group and this is what makes jigsaw a successful teaching strategy. This
therefore encourages the team to work together to succeed. Norafiah and Masitah
(2021) incorporated a jigsaw strategy to support the learning of 19 diploma students of
Travel and Tourism in their final year of study. Their research had as purpose of
examining how cooperative learning through jigsaw improved their informants’
comprehension of knowledge. Their findings accorded with previous research studies
on the same subject particularly that of Lai and Viering (2012), Qiao and Jin (2010),
Guneysu and Tekmen (2010), and Gillies (2004), which showed that jigsaw honed
students’ learning performance. The informants affirmed that this method was
enjoyable which from their perspectives equipped them with cooperative learning

skills. They depended on each other for knowledge creation, learned to be more
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responsible, and aided each other in developing and improving their social and
collaborative abilities. As such, like the other collaborative, interactive strategies,
jigsaw, as asserted by Winslow (2020), and Benek and Bezir-Akcay (2019),
inculcated a sense of responsibility in students to ameliorate their grades alongside
trust within each group mates to help achieve effective performance in their scores.
Cooperative teaching strategy, as proven by Jones and Jones (2008) and Akinbobola’s
(2009), research, is a successful teaching strategy that not only helps students to
effectively meet learning goals but develops the latter as an all-rounder ready for

employability.

Overall, both the cognitive and social aspects of constructivism metamorphose
students from passive recipients to active, co-creators of knowledge through their
engagement in cognitive, affective, and psychomotor domains while applying
academic knowledge in practice. In turn, the application processes of academic
content, through authentic tasks mirroring reality, help students to develop twenty-
first-century skills (P21 Framework, 2011), hence, the cognitive and social aspects of
constructivism can be said to align with this study’s intent. The following presents the

next theory of learning forming part of this study’s conceptual framework.

2.6.3 Bloom’s Taxonomy Theory of Learning

Devised by Benjamin Bloom in 1956 and emended by the latter’s student namely
Krathwohl in 2002, Bloom’s Taxonomy which is initially known as The Taxonomy of
Educational Objective, classifies learning objectives in terms of definite and implicit
cognitive expertise and frameworks. Initially designed to provide university lecturers,
moderators, and markers a well-grounded framework for planning cognitive
operations and evaluating students’ academic performances and lecturers’ pedagogical
practices in 1956, Bloom’s Taxonomy is underscored as a key reference model in the
designing of twenty-first-century curriculum (Forehand, 2005; Soozandehfar and
Adeli, 2016). In a similar vein, Newton et al. (2020), affirmed the realistic,
measurable, and observable traits of Bloom’s Taxonomy (1956), which differentiates
from the behaviourism theory wherein learning is defined using hazy terms like ‘to

understand’ or to ‘internalise’. The literature evidences numerous scholars quoting the
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following statement of Bloom when they argued for the application of academic
knowledge in the classrooms:

‘What does a student do who understands that he does not do when he
does not understand’

Poring the above quotation underlines that to Bloom, learning goes beyond
understanding and internalizing and focuses on the applicability of grasped content in
reality. The taxonomy presents provisos through which learning objectives could be
collocated alongside cognitive complexities. The use of the taxonomy has become
pervasive in various HEs globally. For instance, it is widely employed as a basis for
teaching and learning in the United Kingdom’s HE which established learning
objectives in regards to each tier of the taxonomy. To mitigate gaps between
universities’ education and graduate unemployment in Uganda, Aheisibwe et al.
(2021), after studying three faculty deans, twelve heads of departments, thirty
lecturers, one hundred and twenty university students and fifteen alumni, proposed the
adoption of Bloom’s Taxonomy (1956) in university teaching. According to them,
their study highlighted an urge to use cognitive-based teaching methods notably, role-
playing, cooperative, problem-solving, and game-based learning that tapped on the
development of higher-order thinking skills. Their stated implication is corroborated
by Nichols et al (2017), who equally found the need for students to be exposed to
visuals to facilitate their cognitive modes and illuminate complex notions while
catering for the development of their spatial skills. A mere search of the taxonomy
yields 817,000 outcomes and showcases that the original taxonomy (Blooms, 1956)
has been referenced in about 34,000 instances while the abridged version (Krathwohl,
2002), has been referred to nearly 19,5000 times (Newton et al, 2020; Soozandehfar
and Adeli, 2016). Anderson and Krathwohl’s (2002) study demonstrated that
educational systems are in favour of the taxonomy given it establishes learning
objectives that encourage deep learning. Through its established set of objectives, the
taxonomy indicates to both instructors and students what is anticipated from them to
be accomplished in each learning course and guides teachers in setting up learning
activities and assessments that appropriately reflect students’ progress towards

established objectives. The taxonomy is made up of the cognitive, affective, and
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psychomotor domains of learning and each of these domains is allocated a hierarchy
which denotes varying learning levels. An illustration of Bloom’s Taxonomy (1956) is

provided below:

BLOOMS TAXONOMY
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Illustration 2.3 Bloom’s Taxonomy (1956)

As portrayed in the above illustration, the original taxonomy comprises six tiers of the
cognitive domain ranging from simple memory or fact recognition which are at the
lowest level to progressively sophisticated abstract mental levels, that is to the highest
forms of reasoning, which is termed as evaluation. The first three tiers from the
bottom are considered as lower-order thinking skills while the first three from the top
are labelled as higher-order thinking skills. As can be seen, the purpose of the tiers is
to elevate the teaching and learning process by beginning with the most basic but
prerequisite level, that is, knowledge remembering to more advanced levels of
appraising, generating, and evaluating. Bloom’s Taxonomy is hierarchical, that is,
learning at higher levels depends on mastering prerequisite information and abilities at
the lower levels (Ornstein and Hunkins, 2017). Instructors, from Bloom’s (1956)
perspective, should introduce tasks that tap into students’ higher-order thinking skills

by employing higher thinking verbs in lessons and assessments. To him, this
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technique aids students in developing their cognitive maturation (Ornstein and
Hunkins, 2017; Stanny, 2016; Ch’ng, 2014; Felhusen, 2003). Higher-order thinking
skills, from the standpoint of Johnson and Lamb (2011), and Pogrow (2005), are
valued because they, as shown in the literature, are needed to better equip students
with cognitive abilities to deal with all types of hurdles in their personal and
professional lives. Pogrow’s (2005) research proved that higher-order thinking helped
to improve students’ standardized assessment scores. He studied numerous past
research on the taxonomy and concluded that the taxonomy has been successful in
honing the academic grades of financially disadvantage students in reading
comprehension and math. The 1956 hierarchy was revised in 2002 by Krathwohl, one
of Blooms’ students with input from experts in cognitive psychology, curriculum
theories, instructional research and testing and assessment professionals. This updated
version made a significant alteration to Blooms’ Taxonomy cognitive domain by
switching the language from nouns to verbs and gerunds which ultimately switch the
emphasis from passive acquisition to active execution of the different learning types
required at every tier of the hierarchy. The substitution of nouns to action verbs
elucidates cognitive processes which instructors and students frequently encounter in
teaching and learning situations. The focus, unlike in the original version which was
on what students are anticipated to do, in the revised version, it is mostly on actions
affiliated with the targeted cognitive processes. The word ‘create’ was shifted to the
top level of the domain while the word ‘synthesis’ was removed. An illustration of the

revised taxonomy is presented below:

Create
Evaluate
Analyze
Apply
Understand

Remember

[llustration 2.4 The revised version of Blooms’ Taxonomy (Krathwohl, 2002)
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The hierarchy illustrated above taps on the cognitive domain which centres on mental
abilities including analytical thinking, problem solving, and knowledge building. It
goes beyond basic memorizing intended to increase students’ knowledge on the
creation of new knowledge/objects based on previously learned information. Students
are anticipated to make a linear progression across this domain, starting with
‘remember’, and ending with ‘create’. The affective domain is concerned with
students’ values, attitudes, engrossment, and appreciation. It starts with taking in and
paying attention to information and progresses to internalizing values and acting on
them. It puts a strong emphasis on assisting students in comprehending their own
values and how they have altered through time. Receiving, responding, valuing,
organising, and characterizing are the constituents of the affective domain. The
psychomotor domain, on the other hand, pivots on the capacities of students in
carrying out tasks requiring physical movements and master those physical skills.
Reflexes, fundamental movements, non-discursive communication, and meaningful
expressive actions are what this domain is made up of (Krathwohl, 2002; Harrow,
1972). A scrutinization of the two versions of the taxonomy raises the question, ‘Are
the different tiers presented in the taxonomy an inch-perfect rendition of how students

learn?’ To set inquisitive minds at ease, Bloom’s (1956, pp. 1) asserted the following:

‘our method of ordering educational outcomes will make it possible to
define the range of phenomena for which such a theory must account’

The assertion showcases Bloom’s (1956) conviction about learning which
accurately occurs as he detailed in his six-level tiers and the onus about how it is
delivered rests on instructors’ shoulders. To be objective, it is worth mentioning that
in contemporary literature, there are ample of theories in the spheres of Psychology,
Sociology, and Neurosciences, which all put forth different lines of thoughts about
how learning should occur (Bjork and Bjork, 2011; Dunlosky et al, 2013; Cowan,
2014; Deslauriers et al,2019). Nonetheless, the taxonomy is highly valued in existing
time by intergovernmental organizations notably the OECD (2018) in planning for the
‘Future of Education and Skills in 2030°, the UNESCO (2000), as well as research
studies notably that of McBain (2011), Johnson and Lamb (2011), King Goodson and
Rohani (2009), and Cotton (1997), which all underlined traits of both versions of the
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taxonomy as a means to elevate quality and complexity of teaching and learning
processes. This study uses the updated version to design integrated university lessons.

An evaluative review of Bloom’s Taxonomy (1956) details the steps that
progressively lead students towards cognitive maturation and the opportunities of
applying learned knowledge in the classroom to reality. Like the other learning
theories forming part of this conceptual framework, Bloom’s (1956) taxonomy as well
sustain academic knowledge with application while developing twenty-first century
skills through the application processes. The following visually represents the above

explored sections.
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2.7 PICTORIAL REPRESENTATION OF THE LITERATURE REVIEW
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2.7.1 Pictorial Illustration of the Connectivity of Sections 2:1, 2:2, 2:3 and 2:4
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2.7.2 Research Framework and Methodology

Reading from scholarly journal articles on CI, its nature, features, challenges, and theories that
support its philosophy, nature and implementation.
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CHAPTER THREE

THE TALE: PUTTING INTO PLAY

3.1 METHODOLOGY

This study examines the effectiveness of Curriculum Integration (CI) in Higher
Education (HE) to balance theoretical knowledge and practical skills to meet market
demands. This chapter provides comprehensive insights into the methodological
framework adopted for this study, particularly focusing on the research paradigm,
design, data collection instruments, sampling methods, selection of informants,
analysis procedures, and adherence to ethical considerations. Information about the
methodology and data collection tools for each mentioned research question in

Chapter 1, Section 1:6 is also provided.

3.2 RESEARCH PARADIGM AND RATIONALE

Research paradigm governs the techniques and processes one chooses to conduct
research (Kuhn, 1997). This study used purposive sampling, meaning the research
sites and subjects were deliberately selected because they had certain characteristics
relevant to the study's goals. An interpretive paradigm guided the research approach.
Interpretivism, as Berryman (2019) advocates, is a research philosophy that sees
reality as subjective, diverse, and shaped by society. It posits that research questions
should focus on understanding a phenomenon's 'how," ‘what," and ‘why' aspects. In
response to this observation, this study structured its research questions to uncover
detailed patterns, providing rich descriptions and deep insights into the phenomenon
under investigation, as underscored by Rehman and Alaharti (2016). An examination
of the research questions in Chapter 1 Section 1:6 highlights their rejection of the
objectivist perspective, which views meaning as independent of people (Collins,
2010). Instead, these questions focus on uncovering the meanings embedded within
empirical evidence, intending to contribute to theory construction in areas where

existing literature is limited. From experts’ standpoints, the interpretivist paradigm is

57



best used for the inductive research approach, particularly in research areas with
restrained a priori theory (Giorgi and Giorgi, 2003; Lincoln and Guba, 1985).

Furthermore, instead of adopting an isolationist and reductionist perspective,
this study employed three research tools, namely the semi-structured interviews, focus
group discussion (FGD), and documentation of lesson plans within the natural settings
of participants. This approach aimed to identify contextual factors that balance theory
with practice in HE, either supporting or impeding the alignment with market
demands. The generation of data from multiple research techniques also made
triangulations possible (Kowalski and Keedy, 2005). The triangulated findings
provided a holistic, contextual interpretation of findings which, as stated by Denzin
and Lincoln (1994), were rigorous and valid. This study also chose the interpretivist
paradigm because it began the data analysis phase in the Do stage of the PDSA model
itself. A lesson plan analysis was done before interviewing the subjects, namely the
academics, university students, and professionals in education. The concurrent
analysis highlighted specific areas necessitating deeper extraction of insights,
particularly concerning students' attainment of twenty-first-century skills through
integrated methodologies. This process allowed the researcher to revise the questions
employed in both the semi-structured interviews and the FGD. To Lincoln and Guba
(1985), this is a valuable tenet of the interpretive paradigm. The following presents the

research design.

3.3 RESEARCH DESIGN: A COMPARATIVE MULTIPLE CASE STUDY

In light of the research questions set in Chapter 1 and the nature of this study, a
comparative, multiple-case study as a research design was chosen. The comparative
multiple-case study design was chosen to address the research questions, as it allows
for a comprehensive exploration of the phenomenon across different contexts.
Research Question 1, which investigates the effectiveness of CI in balancing
knowledge and doing, can be thoroughly examined by comparing two distinct
educational settings. The differences and similarities identified between the University
of Macbeth and the University of Hamlet will provide deeper insights into how

contextual variables impact the integration of CIl. Additionally, Research Question 2,
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which seeks to understand the challenges faced in implementing ClI, benefits from the
comparative approach by highlighting context-specific hurdles and common barriers.
This methodology choice is further supported by Yin (2009), who emphasises the
strength of multiple-case studies in generating robust and transferable findings. This
study has two single cases. By definition, a case study involves detailed and
comprehensive investigations of complex issues in their real-life contexts (Yin, 20009,
2014). The purpose of each case in this study was to provide a comprehensive
understanding of the phenomenon under examination from both an emic (inside) and
etic (outside) perspectives. Emic examines phenomenon in its context itself, while etic
refers to the use of analytical frameworks, theories and methods derived from outside
the context of the studied phenomenon with the aim of making cross-cultural
comparisons or identifying universal principles. This approach generated detailed and
intensive data, which facilitated a cross-case analysis. This phase was deemed crucial
because Cruzes et al. (2015) demonstrated that researchers often struggle to explore
all aspects of a phenomenon thoroughly within a single case study. This shifted the
focus from a single case study to a double one, which, as asserted by Creswell and
Plano (2018, pp. 116), is a type of case study in which the qualitative data collection,
results, and integration are used to provide in-depth evidence for cases or develop
cases for comparative analysis. Yin (2003) claimed that when a study has more than
one single case, a double/multiple case study is required. In this study, the cross-case
analysis elicited similarities and differences between the two studied cases and
permitted the researcher of this study to explore data within and across contexts (Yin,
2003, 2014). This aided the researcher of this study in evaluating the worthiness of the
received information (Eisenhardt, 1991) and contributed rich data from the similarities
and differences drawn from contrasted cases to existing literature (Vannoni, 2014,
2015). One overarching aspect underlined in the literature was that data derived from
multiple case studies were considered strong and trustworthy, out of which compelling
hypotheses were generated, given that they were deeply rooted in hands-on evidence
(Eisenhardth and Graebner, 2007; Baxter and Jack, 2008; Creswell and Plano, 2013).
Double cases can thus be said to enable deeper exploration of research areas and the
development of theoretical frameworks. Moreover, double case studies are evidenced
in the literature to be useful in comprehending the intramural dynamics of change

processes in different contexts, hence, bringing out information on how distinct
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contexts could impact implementation (Wensing and Grol, 2005). To establish a more
in-depth, nuanced, theoretically informed understanding of change processes,
researchers, namely Aarons et al (2012), Berwick (2008), Landsverk et al (2011), and
Palinkas et al (2011) stressed the significance of conducting a double/multiple case
study. This study fitted perfectly within the comparative multiple case study design as
it studied the phenomenon in each case in their contextual environment first before
proceeding to cross-analysing both cases. Another reason for which the double case
study was opted was that it allowed the viewpoints of different involved parties
(University lecturers, industrialists and students) from two universities to collaborate
closely on how the HE curriculum could be integrated to meet professional demands.
This study thoroughly explored how CI is used in higher education at the sites it
examined, using data from various subjects. Below is an illustration of the double case

study research design that this study adopted to conduct research:

Case study: Mauritius Case study: Malaysia
Qualitative Data Qualitative Data
Collection Collection
Qualitative Data Qualitative Data
Analysis Analysis

\ /

Interpretation & Comparing
of Data

Illustration 3.1 Adopted research design

60



This study used CI as a strategy to address the gaps between universities and the job
market. By employing a double case study design, the research provided detailed
insights into the two contexts where the study was conducted, as well as potentially
applicable findings to other settings. The use of the Plan-Do-Study-Act (PDSA) cycle,
supported by literature, underlines its effectiveness in implementing change across
different disciplinary fields and geographical locations (Deming, 1950, 1993). This
therefore enlightens policymakers about the role of Cl in closing the gaps, hurdles and
difficulties that were underscored and, most significantly, provided details about how
and why they occurred in the first instance alongside the solutions. The qualitative
data collection methods were based on the implementation of the PDSA cycle

exemplified below:

* Research Objective and
Questions

e Invite year 3 undergraduates’
students, Academic,
Professionals.

* Acquaint academics to Cl.

* Design integrated lessons for a
semester (14 weeks)

* Constructivists teaching
strategles

* Professionals set tasks mirroring
those at the workplace.

* Decide upon what changes ‘
are to be made in the |
curriculum.

e Disseminate findings to
policy makers, academics.

é i K e Enacting the plan, identified challenges, if any.
% OTpSY Qe snalyLs e Examine submitted lesson plans from academics.
e Compare data from two research ¢ Procesd with datecollection
sites.
* Begin data analysis.
e Encapsulate what was learned. € 4
Model for Improvement

Illustration 3.2 PDSA cycle
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What are we trying to accomplish?

— Integrating the HE curriculum to meet the market’s demands.

How will we know that a change is an improvement?

— Academics and Students’ responses to the study.

— Professionals’ evaluation of set tasks similar to that at the workplace.
What change can we make that will result in improvement?

— Integrating the curriculum/Presenting a curriculum that transcends disciplinary
divides and perceives learning as a whole/ Constructivist teaching methods/
Equipping graduates with 21st/employability skills.

The above provides details about the research design and implementation

phase. The following sections provides explicit details about the data collection phase.

3.4 DATA COLLECTION INSTRUMENTS

This study generated data from academics’ lesson plans, semi-Structured interviews
with academics and professionals, and a focus group discussion (FGD) with the
undergraduates. These research tools were selected primarily because of the
ontological properties that this study adhered to which perceived knowledge,
perceptions, comprehensions, experiences, and interactions as salient aspects of social
realities within which the research objectives and questions were formulated. The
above-mentioned data collection tools permitted the researcher to lay hands to in-
depth, nuanced, complex, and rounded information as compared to surface patterns
generated by structured, close ended data collection tools notably broad surveys.
Moreover, since data feasibility on CI in HE is indistinct in the literature, perusing the
lesson plans’ contents and listening to the subjects in the interviews and the FGD were
the sole way to generate the required data. Worth mentioning, the use of the three data

collection instruments permitted the researcher to address the formulated research
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questions through varying lenses. The following sub-section details each data
collection instrument adopted in this study.

3.4.1 Lesson Plans Documentation

This research method refers to the collection of data through compiling and analysing
written or electronic documents (Nana, 2007; Altheide, 2012). In this study, the four
academics who volunteered to participate in the research designed integrative lessons
for topics on Education (the two academics at the University of Macbeth) and English
Studies (the two academics at the University of Hamlet). They were free to create
their lessons using any integrative approach, strategies and activities of their choice.
Lesson plans created for each session dedicated to the teaching of the topics were
handed to the researcher alongside students’ formative and summative tasks for
analysis. The subjects’ permissions were sought alongside the observance of all
ethical guidelines. The lesson plans and students’ work were examined with the
literature mentioned in Chapter 2. Analysis of handed-in lesson plans offered insights
into set learning goals and pedagogical strategies that the academics opted to teach
their selected topic (Kizito et al, 2022; Nijiku, 2016), while the students’ work
showcased the extent to which the planned lessons were grasped (Thomas, 2001).
Simply put, evidence was received from both ends to determine whether CI was
efficient in balancing knowing and doing. Moreover, lesson plans, as attested by
Taylan (2016), Nesari and Heidari (2014), and Raval (2013), acted as a key to
students’ performance while at the same time providing information about academics’
real practices and their decisions related to their students’ learning. The findings
derived from lesson documentation addressed both the main research question and the
subsidiary questions 1, 2, 4, and 5. The following segment presents the next research

tool.
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3.4.2 Semi-structured Interviews

Defined as a loosely structured exploratory exchange that adheres to topical
trajectories, semi-structured interviews are based on predefined open-ended questions
that match with a study’s objectives alongside follow-ups and probes to elucidate
interviewees’ discourse and their raised unpredictable themes and concepts (Hancock
et al, 2007; Magaldi and Bergler, 2020). This showcases that although semi-structured
interviews follow a predetermined guide, they offer flexibility for interviewers to
tailor questions and probes according to the responses of the interviewees. This
adaptability enables the extraction of detailed insights and abundant data. According
to Duranti (2011), semi-structured interviews are similar to natural, uncensored
dialogues with the unveiling of individual experiences, feelings and thought processes.
Due to these benefits and the research ethics and politics of providing interviewees
with more privilege and control over their interview as compared to structured
interviews, this study considered it suitable to gauge academics’ and professionals’

viewpoints through the semi-structured interview approach.

As advised by Morgan (2014), prior to the occurrence of the semi-structured
interview with the four academics and the two professionals, the preplanned open-
ended questions were verified by an academic in the field of research methodology
and a hired methodologist to check for language clarity and conciseness. The
interview questions were then revised in accordance with the feedback received from
the academic and the methodologist. For instance, the methodologist requested the
researcher to use the word ‘practical knowledge’ instead of ‘procedural knowledge’ in
the set questions for the professionals. Likewise, the academic demanded that the
word ‘procedural knowledge’ be substituted by ‘applied knowledge’ in both question
sets directed to the academics and professionals. The feedback was taken on board
with the necessary corrections made. After this stage, the researcher took the revised
questions to the thesis supervisor for content fit verification, that is, ensuring that the
questions aligned with the study’s objectives and for a second validation of language
precision. Once the supervisor’s approval was obtained, the interview questions for
both academics and professionals were piloted to ensure the study’s quality and

efficiency (Gudumundsdottir and Brock-Utne, 2010).
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On August 5", 2023, the pilot interview was done with an academic in the field
of English outside the region of the study in Mauritius. The interview lasted for 35
minutes, at the end of which the interviewee affirmed that the questions were ‘easy to
understand’ and ‘very much direct’. Nonetheless, on August 6th, 2023, the academic’s
interview was piloted again, but this time with an academic in Education outside the
University of Macbeth (UOM), Malaysia. The interview lasted for 45 minutes, and the
interviewee asserted that the dichotomous questions should be replaced with the think-
back questions. The academics’ interview questions were revised per the feedback
received from the piloted interviews. Moving to the piloted interview questions for the
professionals, on December 26th, 2023, one professional in Educational Management
in Malaysia was interviewed for around an hour about the assignment of an
undergraduate submitted to him two weeks before. The professional discussed
lengthily the market skills that he identified in the provided samples, and though he
claimed to have understood all the questions clearly, he said that the question that
focused on the ways students balance knowledge and doing should be reviewed to
allow professionals to opine on the significance of having that balance. In Mauritius,
the piloted interview with one professional in journalism occurred on December 29th,
2023 and lasted for around 45 minutes. The professional who was given an
undergraduate participant’s work from the University of Hamlet (UOH) two weeks
before the piloted interview, affirmed for introduction of semantic differential sub-
questions that permit to give subjective and affective reactions about the studied
phenomenon in the interview question list. The provided feedback from the

professionals was considered.

On 29" December 2023, the two academics from the University of Macbeth
were interviewed for around half an hour at their preferred location, that is, their
office, while the two professionals in the sample size, that is, the instructional designer
and the philosophy lecturer were interviewed for about an hour on the 30" December
2023 at their offices. The assignments of the undergraduate participants were sent to
them a month before their scheduled interview. At the UOH, the two academics’
interviews occurred on January 15th, 2024, and one interview lasted for 40 minutes
while the other one went for about an hour. The interviews happened at their office.

The two professionals, that is, the editor and the screenwriter, were interviewed for

65



about an hour at their office on the same day. The students’ works were submitted to
both professionals a month ago. All the interviews were sound recorded with the
participants’ written consent. Findings from the semi-structured interviews with
academics and professionals answered the core research question and the sub-
questions 1,2, 3, and 5. The interview questions for both academics and professionals
are presented in the appendix section.

3.4.3 Focus Group Discussion (FGD)

By definition, FGD refers to conclaving people based on their shared experiences to
discuss particular topics of interest. It is a type of qualitative data technique in which
undergraduate participants, in this study, five students from the course ‘Instructional
Design and Multimedia’, five students from ‘The Historical and Philosophical
Foundations of Malaysian Education’ course at the UOM and five students from the
‘Introduction to Creative Writing’ course and five students from the ‘Understanding
Drama’ course at the UOH, were queried about their viewpoints, ideas, and beliefs
regarding the undertaken research (Morgan, 2002; Gill et al, 2008). In total, four

FGDs occurred.

Like the semi-structured interview questions, the FGD guide comprising some
leading questions was piloted to two other undergraduates of Education at the UOM
and two other undergraduates in English at the UOH who were classroom counterparts
with the main undergraduate participants of the study. On August 1st, 2023, the
piloted FGD occurred at the UOM’s private library room for about half an hour.
Throughout the discussion, it was discerned that the two undergraduates, as they later
admitted, had difficulty in understanding some English words notably ‘entirety’,
‘conceptual’, and ‘hurdles’, which were then replaced by ‘unified’, ‘theoretical’, and
‘challenges’ for better understanding. The FGD was then revised and piloted for
another time with two undergraduates in English at the UOH for half an hour on
Zoom on the 2" of August, 2023. Language was not a problem, but the two
undergraduates appeared stressed and were mostly answering questions and prompts

that they were asked about. Consequently, neutral ice-breakers and transition
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questions were included in the guide to make the FGD sound conversational and less

of a stressful questions-answers session.

The actual FGDs operated in a versatile manner, allowing students to voice out
their perceptions freely and interact with each other regarding the same. On the 28"
of December 2023, the two FGDs occurred at the UOM’s library, while the two FGDs
occurred at the UOH on the 16™ of January 2024 at their library. The FGDs provided
varying standpoints about the studied phenomenon and a shared comprehension of it.
Clarification about non-verbal cues displayed by participants in FGD was registered
(Liamputtong, 2010; Creswell, 2003). Being cost-effective, FGD was considered to be
the propitious choice to access different perceptions and worldviews of the university
participants dispersed over two geographical locations (Guba and Lincoln, 1994). As
suggested by Kitzinger (1994), Johnson (1996), Bloor et al (2001), and Hohenthal et
al (2015), the researcher of this study adopted a subtle role allowing the students to
take the lead. However, the researcher intervened to ask prompting questions based on
students’ utterances or to redirect the discussion from time to time to the studied
phenomenon. The researcher adopted a peripheral role and instead of note-taking the
whole discussion, the FGD was sound recorded with the university students’
permission so that eye contact could be maintained with the participants, and the act
of note-taking did not remind them from time to time that they were being studied.
Nonetheless, non-verbal cues were jotted down (Creswell, 2003; Germeten, 2013).
The generated data from this research instrument answered the core research question
and the sub-research questions 3,4, and 5. The following segment presents details

about research sites.

3.5 RESEARCH SITES

a\Research was conducted in two public universities, one in Malaysia and one in
Mauritius. Providing their written consent to be part of the research, these two
universities operate within the rigid disciplinary boundaries using the lecturing
didactic pedagogy. Though both are the hardest to get into as they recruit only top
students, continuous remarks about their students’ unemployment status dominate the

written and verbal press.
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Referred to as the University of Macbeth (UOM) in this study, the public
university where research was conducted in Malaysia is situated in the state of
Selangor, and being a renowned one both nationally and globally, alongside locals, it
comprises a great proportion of international students with excellent high-school
scores. Students are interviewed on a one-to-one basis before getting admitted to the
university. Disciplines are taught in silos using the lecturing mode. Despite being one
of the most sought-after universities for undergraduate studies, the UOM did not find
itself in the top five Malaysian Graduate Employability rankings (Talent Bank Group,
2023). This finding was replicated by the National Graduate Employability Index
(2023), which analysed the employability of graduates of universities in Malaysia
based on the provided votes of employers about graduates of which university they

preferred to hire. Regrettably, the UOM did not figure in the list.

The second research site is known as the University of Hamlet (UOH) in this
study and is a reputable, public university in Mauritius. Like the UOM, it recruits
students with outstanding academic grades and lectures disciplines in silos with the
prime focus of nailing standardised examinations. Though its graduates are evidenced
to firmly grasp the academic knowledge imparted to them, recent research studies and
government reports highlighted their lack of knowledge and employability skills
required by the market. Local employers underscored the immediate need for the
UOH to enhance its graduates’ employability competencies, as its graduates currently
possess a low employability profile. The students from the UOH are also frequently
seen lashing out against the rigid functioning of their universities on the radio and

social media. The following presents the participants’ selection processes.

3.6 PARTICIPANT SELECTION

Purposive sampling was employed to locate and select potential informants possessing
rich information related to the study’s interest. Five third-year students of the degree
course ‘Instructional Design and Multimedia’, their lecturer (Lecturer A), and an
instructional designer (Professional A) alongside five third-year students of the
module ‘Historical and Philosophical Foundations of Malaysian Education’, their

lecturer (Lecturer B), and a philosophy professor (Professional B) formed the sample
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size at the UOM. Likewise, five third-year students of the course ‘Introduction to
Creative Writing’, their lecturer (Lecturer C), an editor (Professional C) and five third-
year students of the course ‘Understanding Drama’, their lecturer (Lecturer D), and a
screenwriter (Professional D) formed the sample size at the UOH. Consent forms
comprising every detail of the study were sent to the targeted subjects, and once their
approvals were obtained, an email conversation followed by a meet-up was planned to
further discuss the research, that is, the duration, the subject’s roles and the integration
of teaching and learning processes to meet market demands. Social exchanges were in
English, for both verbal and written purposes. The following section presents details
about data analysis.

3.7 QUALITATIVE DATA ANALYSIS

Qualitative data was scrutinised through Creswell's (2013) model of qualitative data
analysis. An illustration of the model is as follows:
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Interpreting the meaning of

| themes/description

T

Interrelating themes/Description
(e.g. grounded theory or case study)

T 1§

Themes Descriotion
Validating the t ﬁ
accuracy of the Coding all data
information ﬁ

Reading through all data

t

Organizing and preparing data for analysis

T

Raw data (transcripts, fieldnotes, images, etc.)

Illustration 3.3 Creswell’s (2013) data analysis technique

The above illustration showcases the step-by-step approach that this study adopted in
conducting qualitative data analysis. After collecting qualitative raw data in the initial
stage, the data was then organized, prepared, and transcribed (including semi-
structured interviews and focus group discussions) for analysis.The employed

transcription template is presented in the following table:
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Table 3.1 Transcription Template for the semi-structured interviews and FGDs

Researcher(R)

Di [ T ipti R k
iscourse Unit Informant(l) ranscription emarks
1 R Good Morning
2 ()] Morning

Notation conversion was used to organise symbols and abbreviations and nonverbal
communication cues notably the ways the subjects listened, looked, moved, talked,
and reacted throughout the interviews and the FGDs. Hence, this study adopted the

following notation conversion:

Table 3.2 Notation Conversion employed in this study

S/IN  Symbol Meaning

1 DU Discourse Unit

2 R Researcher

3 11 Informant One

4 Thinking pause

5 - Hanging phrase

6 0 Nonverbal sounds (laughs/giggles/ frown)
7 Hh Respondent’s out of breath
8 hh Respondent’s in breath

9 A Respondent’s emphasis

10 Wor- A sharp cut-off

11 UOM University of Macbeth

12 UOH University of Hamlet
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This step, according to Ahmad (2017), Khan (2008), and Easterby-Smith et al (2008),
has as the objective of concurrently perusing transcripted data from qualitative data
collection methods including the researcher’s observational jottings in the semi-
structured interviews and FGDs notably body gestures, thinking pauses, and voice
tone. Merriam and Tisdell (2016), and Creswell (2015), asserted that this step is
indispensable to ease the analysis phase and is widely known in the literature as data
reduction referring to the process of sorting out data through anecdotes, coding, or
jettisoning irrelevant information. Creswell (2013) tagged this step as interactive
given that it required researchers to study each transcript line by line to spotlight the
main ideas, similarities, differences, and concerns in each. To Tuckman and Happer
(2012), this step was a consistent comparative phase. It entailed the generation of
keywords from identified main ideas and corroborated the same with evidence from
respondents’ assertions. The frequencies of words used by informants need to be
considered as well (Ahmad, 2017). Post this stage, reading through all the data is
needed, the researcher of this study engaged herself in a constructive reflection on the
meanings of the qualitative data at hand and wrote down interpretative notes in the
forms of vignettes in the side margins. This is when the researcher of this study began
recording her evaluation of the qualitative data. The next step entailed a review of data
in the above-explained former steps about the field raw data to verify accuracy and to
organise information under categories, that is, umbrella terms, based on what the
collected raw data commonly assessed. This step is known as coding and prior
organising data into categories, the researcher of the study, as attested by Lofland and

Lofland (1995), contemplated on the following points:

Table 3.3 Points to be considered prior to coding

1. Under which broad category, does this piece of information fall?

2. What does the data in question stand for?

3. What is this particular data about?

4. Which topic is represented by this piece of data?

72



The above mentioned points in table 4 guided the researcher of the study to sort data

into the right category and the following coding template was followed:

Table 3.4 Coding Template

1 2 3 4 5 6 7

Data Super- Sub- Elaboration | Occurrence Frequency Oui;lln—é_
Collection | ordinate | ordinate Examples Main ideas | of of the
tool Key Main point | from verbal | transferred occurrence | Discourse
Le. word from to  support | as Unit
Interviews | Of the | conversation | sub-ordinate | keyword(s)

question based on
summary of

sub-ordinate

facts

After procuring the core ideas from each respondent’s coding template, the researcher
of this study proofread each one of them to identify common underlying patterns. The
purpose of this was to create common signposts that regroup ideas expressing similar
perspectives under them. These signposts were what are termed sub-themes in
literature (Ahmad, 2017; Creswell, 2015). Core ideas falling under similar signposts
were coloured differently from others to provide evidence of which and how
signposts/sub-themes were generated. Also, this would aid anyone including the two
raters in this study, willing to re-evaluate the raw data to see if a similar analysis is

spawned. The following is an example of a theme-generated template:

Table 3.5 Theme generated template

Interwew/FGD_/ Open-ended Student A B...
question 1
Main Ideas Sub-themes
Themes
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Post-coding, description and theme was generated. Based on the examination of sub-
themes and themes generated for each informant, a description of the finalized themes
that appeared in the findings and discussion section occurred. The finalized themes
were then analysed in connection to the literature and interconnected to other
generated themes to have ancillary layers of complex analysis (Creswell, 2015). The
final step was the interpretation of the meanings of the themes with literature.

The qualitative data analysis phase, following suggestions from Bryman
(2008) and Creswell (2015), was done at the same time as the data collection phase.
That is, the researcher of the study transcribed, analysed, categorised, coded, and
generated sub-themes and themes as she went along. For example, after I completed
the interview of one academic, | did not wait for the second one to transcribe and
analyse the one that is already conducted. This detail is provided to make the
analytical process transparent, particularly in mapping the methodological process of
data transcription, interpretation and theme generation as open for any readers to
perceive the analytical choices made in this study. The following presents details on

ethical protocols that this study will observe.

3.8 ETHICAL CONSIDERATIONS

Research ethics is defined as guidelines, protocols, or principles that govern the
conduction of research alongside relationships between researcher and respondents
(Creswell, 2014; Hopft, 2004; Gubrium et al, 2011). This study draws from the guided
literature on research ethics from the work of Punch (1994), Gubrium et al (2011),
Denzin and Lincoln (2011), Berg and Lune (2017), and Creswell (2014), in addressing
ethical concerns at both a micro and macro stage. The following are ethical protocols
that the above-mentioned scholars argued to be adhered to in any research including

this study:
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1. Informed consent is the mainspring of ethical research. The words ‘informed’ and
‘consents’ are the two key components of the term and each one demands careful
consideration.  In this study, informed consent were sought from the two
universities’ chancellors, four academics, two professionals, and twenty students.
The participants of this study were fully informed about what were required of
them, how their given information were utilized, and any other potential penalties
if there were any. They were anticipated to provide clear, active, written consent to
participate in the study as well as acknowledge that they were aware of their rights
to access their information and to revoke consent at any time. Obtaining their
informed permission were thought of as a contract between them and me. The

aspects ‘informed’ were intended to provide cogent elucidations on:
o The identity of the researcher (Who was conducting research?)
o The research’s purpose (Why was this research being conducted?)
o The type of information intended to be collected from research subjects
o The means of collecting data from respondents (The data collection tools)
o The anticipated dedication level of participants
o The utilization and storage of the collected data

Distinct consent forms were drafted in relation to the informants’ roles in this
study. For example, academic consent forms were different from those of the
professionals, students, and university chancellors. The designed consent forms for
each informant’s role consisted of the above-mentioned bullet points but with a
detailed elucidation of their specific roles. Each informant’s type of consent form was
well-designed utilizing a writing style suitable for them with the avoidance of
academic jargon. Consent was obtained through an opt-in method rather than an opt-
out method, meaning participants actively chose to participate rather than being
automatically included unless they declined. Permission for disseminating research
findings to larger audiences including direct quotations from participants’ affirmations
was sought alongside sound recording of the interviews and FGDs phases. Of course,

the identitiesethi of the participants were kept hidden. Safeguarding the latter’s
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anonymity is explicated in the second point. The informed consent form is attached in
the appendix section.

2. Confidentiality and Anonymity

It was crucial that subjects’ identities remained anonymous or secure, and the
assurances went beyond only safeguarding their names to also cover refraining from
sharing self-identifying remarks and materials. Maintaining the latter’s anonymity and
confidentiality guarded them from any negative actions post-research, if ever there are
any (Gubrium et al, 2011; Punch, 2005). According to Fleming and Zegwaard (2018),
the terms participants’ anonymity and participants’ confidentiality are sometimes
interchangeably employed but they have different meanings. The former term refers to
research where the identities of participants remain veiled from the researcher.
However, the latter term refers to when researchers are aware of participants’
identities but the latter’s identities are kept hidden and their data are de-identified. For
example, in this study, the identity of informants was known to the researcher of the

study. Hence, confidentiality was offered in the following ways:

o Respondents’ identity and the name and region of their workplaces were

kept hidden. Pseudonyms were instead used.

o At any point in research, pictures and videos were taken. Interviews and
FGDs, as mentioned above, were sound recorded but at no point in
research, the audios were revealed. The recordings were used solely for
transcription purposes and were stored in a password-protected folder

divulged to no third parties.

o All gathered data was encoded and stored safely in password-protected

folders. Personal identifiers were removed.

The above-listed points were stated in writing in informants’ consent forms
and were verbally stated to them for a second time before research to ensure

informants’ understanding and clarify any points if needed.
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3. Confidence

The term ‘confidence’ covered two areas; firstly, it established a relation between
respondents and researchers and secondly, it described this study’s contexts as they
were so that they could be explored by any other researchers willing to do so. Trust
relationships between respondents and researchers are perceived as cardinal to
research success (Guillemin et al, 2018). Consequently, the following points were
adhered to:

o | displayed personal trustworthy characteristic traits, like being, an
attentive listener, empathetic, and respectful of subjects’ emotions, cultural
sensitivity, and autonomy. However, | was reactionless regarding
participants’ affirmations. I did not allow my preconceived judgements or
opinions through my facial expressions to influence participants’

responses.

o No data gathered was manipulated or kept hidden for any ulterior motives.
The gathered data, as it was, was represented and reported to the public.
Fairness and reciprocity were maintained at all levels. Direct quotations
from participants, analytical processes of data, and their interpretations by
theoretical components were detailed in the findings and appendix
sections. This information, as Giddings and Barbara (2009) mentioned,
eased the suitability of the study, which indirectly contributed to the

credibility of the research’s findings.

According to Resnik (2020), Zukauskas et al (2018), Anderson (2011), and
Fouka and Mantzorou (2011), each research stage should be governed by ethical
guidelines. The following is a demonstration of how this study complied with ethical

protocols at each stage:
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V%’ Research Ideas Y y/; Data Collection y,
Research . Stage: \ ‘ Dissemination and
‘ Questions, ‘ ‘ Mode of data ‘ Public Engagement:

Necessity, Benefis, s Knowledge echange
Values for the \ storage, Minimising : it ' |
” ‘ data breaches ‘ \ Dissemination

community methods, Anonymity,

Withdrawal rights <4 ]
Participant protection

A Application for

~ ethical approval:
Proposal Anonymity,

Development: Participant :
Collaboration, ‘ Protection, _ Translation and
Integrity, ethics, / \ Knowledge f Practice:

Methodology | exchanges, ways of / Tra(\slalsizn mtod |
dissemination practice; Shortan
; long term impacts

Illustration 3.4 Ethical protocols observed at each stage

The following segment presents details about trustworthiness.

3.9 TRUSTWORTHINESS OF THE STUDY

Trustworthiness in research refers to two components notably reliability which
connotes the ideas of consistency and replicability and validity which addresses the
accuracy, correctness, and truth of the collected data. Both concepts are required to
evaluate or measure the quality of research undertaken (Cohen, 2011; Creswell, 2014;
Ahmad, 2017). Simply put, trustworthiness can be stated to be the degree to which the
recorded data on the studied topic is an accurate and comprehensible coverage of it in
real. To assess the quality of the recorded data, trustworthiness in the form of
credibility, transferability, dependability, and confirmability needs to be run (Guba
and Lincoln, 1989; Ahmad, 2017; Korstjens and Moser, 2018; Stahl, 2020). The
above-mentioned forms of trustworthiness are commonly applied to qualitative data
forms and according to Guba and Lincoln (1989), they are equal to internal and

external validity, credibility, and objectivity observed in quantitative research. Below
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is a detailed explanation of how this study tested its trustworthiness using each of the

four elements:
o  Credibility (Internal and External Validity)

Credibility refers to the degree to which the research findings are congruent with
reality (Denzin and Lincoln, 1994; Merriam, 1998). In this study, credibility was
firstly achieved through the use of thick and rich narration of the studied phenomenon.
That is, through the use of the probing technique, the researcher of this study ensured
that informants provided all information and elucidated with examples the points they
raised in the interviews, FGS, and the lesson plan analysis and that there was no new
information from them on the studied topic to answer the stated research questions.
Informants were encouraged to voice out their thoughts, concerns, and queries freely
in a poised manner. The researcher of the study intended to reach the saturation phase,
that is, arriving at a point where informants having said all have nothing new to add to
the studied phenomenon. This is when the researcher assumed that sufficient
information to answer the set research questions has been attained. Excerpts of
verbatim transcripts of each data collection tool were attached in the appendix section
to provide readers with details regarding the accuracy and impartiality of the research
findings. The thick and rich description of the data made generalization possible and
safeguarded the research findings from being labelled biased (Onwuegbuzie and
Leech, 2007).

Secondly, as previously mentioned, details regarding the analytical processes
of the qualitative data sets were elucidated and attached in the appendix section. For
instance, screenshots of each step of qualitative data analysis were displayed alongside
explicit information regarding theme generation. The screenshots served as proof that
the researcher of the study did not allow her judgements as a human being to influence
the analysis phase. Furthermore, the writing up of questions for each data collection
phase was cross-checked by a methodologist, an academic in the field of Research
Methodology and the thesis supervisor. The cross-checking phase is important
because it evidenced that the questions were free from the ‘Pink Elephant Bias’, that
is, free from the researcher of the study’s prejudged beliefs, and other biases namely,

axiological, gender, and culture.
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Thirdly, as deemed salient by Creswell (2013), coding checks occurred, that is,
apart from providing information regarding ways the researcher analysed data, created
codes, organise the codes structurally, and the relationships drawn among them to
produce themes/signposts were disclosed to readers of this study but primarily to the
two raters who reviewed the thematic coding process to see if similar codes,
themes/signposts were generated. This process is known as interrater reliability and is
a significant tool to verify the validity of the data, that is, to check whether the
researcher has truthfully and correctly coded and thematised data for interpretation.
All the qualitative data alongside their procedural analytical details was handed in to
the raters to check whether similar codes and themes were spawned. Post this task, the

two raters were requested to fill in the following form:

Table 3.6 Raters’ forms

Themes  Verbal Support Agree Disagree Comments/Remarks

Based on the forms, the percentage of agreements were calculated using the following

formula:

Total Number of Agreements X100
TotaL Number of Responses

Inter — Rater Reliability =

University of Macbeth:
Inter Rater 1:
Total number of Agreements =60

Total number of responses=62

@,
IR1=62 ~"100%

IR1=96.77%
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Inter Rater 2:
Total number of Agreements =61

Total number of responses=62

2
IR2=62 "~"100%

IR2=98.38%

University of Hamlet:
Inter Rater 1:
Total number of Agreements =58

Total number of responses=62

o
IR1=62 " 100%

IR1=93.54%
Inter Rater 2:
Total number of Agreements =62

Total number of responses=62

ﬂ X
IR2=62 " 100%

IR2=98.38%

After receiving the two raters’ percentages, an average inter-reliability test comprising

both raters’ percentage responses were done adhering to the following formula:

Rater 1 + Rater 2
2

Average Inter — Rater reliability =
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University of Macbeth:

(96.77%+98.38%)
Average IR = 2

Average Interrater Reliability=97.57%

University of Hamlet:

(93.54%+98.38%)
Average IR = 2

Average Interrater Reliability=95.96%

The average rating of University of Macbeth is 97.57% while that of the University of
Hamlet is 95.6% and this underscored a good reliability to proceed with the next

chapter. The following segment presents details about transferability.
o Transferability (Reliability)

Transferability refers to the extent to which research findings can be generalised
ecologically, that is to different contexts, temporally, that is to distinct periods, or the
general population. (Creswell, 2015; Meriam, 1998; Shenton, 2004; Onwuegbuzie and
Leech, 2007). According to Mabuza et al (2014), research findings can be generalised
to the aforementioned generalizability types only if thick, rich, detailed descriptions of
research contexts, findings, participants’ selection, sampling size, and field
experiences are provided. This study met the above criteria given that it explicitly
elucidated each of the above-mentioned criteria. The data collection tools aimed to
provide deep insights from varying angles on the studied topics. They did not aim to
solely record the views of academics and professionals but final-year undergraduates
as well. The subjects were purposefully chosen to elicit rich data regarding the set of
research questions in Chapter 1. Consequently, a comprehensive picture of the actual
topic in practice was painted. Moreover, given that this study studied two universities
from two different continents, its emerging findings could be extended to other
nations with similar cultural, linguistic, and geographical backgrounds. Also, the

PDSA model that this study used, as underlined in Chapter 2, is evidenced to work
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effectively in all geographical locations. The following section underscored the
quality of transferability in this study by describing, contrasting, and relating
information regarding highlighting emerging themes and discussing them with

literature.
o Dependability (Reliability)

Dependability refers to the uniformity of research findings replicated in relatively
similar settings (Ahmad, 2017). For instance, as explicated in the credibility segment,
this study had two external raters who evaluated the step-by-step procedures taken to
analyse data, interpret findings, and generate new theories to see if similar outcomes
were produced from the collected raw data. As proposed by Ahmad (2017), Denzin
(1978), and Nik Suryan et al (2008), this study, apart from having external raters, this
study used two techniques notable triangulation and audit trail to strengthen the
quality of dependability in it. Triangulation refers to using different sources of data to
get different perspectives and a deeper understanding of the topic being studied. It is
also a way to ensure the information collected is accurate and reliable by comparing
data from different methods (Nik Suryan et al, 2008; Patton, 1999). An audit trail, on
the other hand, provided information regarding methodical steps taken for data
collection. It serves as a detailed trail of evidence that allows others to trace the
researcher's processes, methods, and interpretations from the initial data collection to
the conclusions. This transparency helps ensure the rigour, reliability, and validity of
the research findings by enabling scrutiny and verification of the researcher's actions
and reasoning throughout the research process.

This study disseminated all the taken procedures methodically in the following
table.
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Table 3.7 Trail of the Study

September 2022 Research Proposal Submitted to the
Faculty of Education, Curriculum
Instruction and Development Department

October 2022 Supervisor Allocation

November 2022 Chapter 1

December Chapter 2

January 2023 Completing Chapter 2  (Writing the
Conceptual Framework)

February 2023 Chapter 3 (Research Paradigm, Comparative
multiple case studies, Discussion of Methods
and Analysis)

March 2023 Completing Chapter 3

April -May 2023 Reviewing Chapters 1, 2 and 3

June 2023 Research Proposal Colloquium

July 2023 A 3 review of the three chapters in light of

feedback received in the colloquium.

August — December 2023

-Research occurring at the University of
Macbeth and the University of Hamlet.

- Lesson plan analysis, Academics and
Professionals interviews, Students’ FGD

- Data Transcription and Interpretation.

January- April 2024

-Data Analysis.
-Writing Chapters 4 and 5
-References

-Appendices

May 2024

-Working on the feedback received from the
main supervisor

-Submission Intent submitted.

June 2024

-Submission Intent Approved.
-Abstract Submitted & Approved.

July 2024

-Thesis Submitted.
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o Confirmability (Objectivity)

Confirmability refers to the objectivity of research during data gathering and
synthesis. It assesses the degree to which disseminated research findings are neutral
and free from the researcher’s conscious and unconscious coloured biases. It ensures
that the disseminated findings are drawn from subjects’ responses (Polit and Beck,
2012; Mabuza et al, 2014). To secure inter-subjectivity in this study, the researcher
was well aware that the data collection and exploration should be grounded in
subjects’ responses and not on her personal beliefs and perspectives. Confirmability in
this study was ensured through triangulation, double raters’ verification, and an audit
trail. According to Lincoln and Guba (1985), an audit trail was maintained by
documenting decisions throughout the research process, including writing chapters,
choosing sampling techniques, collecting data, conducting analysis, and reflecting on
thoughts. This ensured that external auditors had a clear understanding of the research
path that was taken. Moreover, the researcher jotted down her preconceived beliefs in
a reflexive journal, but given that she was an outsider in the research context and did
not meddle in the implementation phase of ClI, that is, neither in creating integrated
lesson plans nor present in its delivering phases, her interference was minimised.
However, to unpack the interviews and FGDs from any personal assumptions, the
researcher sound recorded the subjects so that interpretations could at any time be
rechecked to ensure data accuracy and validity. The following encapsulates the

chapter.

3.10 CHAPTER SUMMARY

This chapter is split into nine segments. The interpretive research paradigm,
comparative multiple case studies, data collection instruments, research sites, and
participant selection are presented in the first, second, third, fourth, and fifth sections
respectively. The sixth section provides details about the processes to analyse the
qualitative findings while the seventh section highlights the observed ethical
considerations of this study. The trustworthiness of the study is elucidated in the

eighth section followed by an encapsulation of this chapter in the ninth section.
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CHAPTER FOUR

THE TALE

4.1 FINDINGS AND DISCUSSIONS

This chapter aims to compare the effectiveness of Cl at UOM and UOH, focusing on
the integration of theoretical knowledge with practical application and the
development of 21st-century skills. The chapter is structured into two major sections:
(I) UOM, and (1) UOH, each comprising sub-sections on lesson plan analysis, semi-
structured interviews with academics and professionals, and undergraduates’ focus
group discussions. This comparative analysis contributes to understanding the diverse

implementation strategies and their outcomes.

The first section, 'The effectiveness of ClI in balancing knowledge and doing,'
examines how academics at UOM and UOH planned and revised their integrated
lessons over fourteen weeks. This section highlights the teaching strategies used,
evaluating Cl's effectiveness in balancing theoretical and practical learning while
developing 21st-century employability skills. For example, UOM's interdisciplinary
projects effectively bridged theory and practice, enhancing student engagement. This

segment answers the core research question and sub-research questions 1, 2 and 5.

'"The second section, 'University lecturers’ experiences with CI,' delves into
individual experiences, highlighting the strengths and limitations of CI as both an
approach and an end product. In summary, UOM lecturers reported high engagement
due to interdisciplinary projects, whereas UOH lecturers noted difficulties in
integrating multidisciplinary perspectives. These insights underscore the varying
impacts of ClI strategies in different institutional contexts. This segment answers the

sub-research questions 1,3, 5 and 6.

The third section, ‘Undergraduates’ experiences with CI’, divulges the latter’s
perceptions of CI, especially their embraced benefits and encountered challenges. This

segment answers the sub-research questions 4,5, and 6.
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4.2 THE UNIVERSITY OF MACBETH (UOM)

At the UOM, five final-year undergraduates from the degree course, ‘Instructional
Design and Multimedia’, their lecturer (Lecturer A), and one Instructional Designer
(Professional A), and five final-year undergraduates from the degree course
‘Historical and Philosophical Foundations of Malaysian Education’, their lecturer
(Lecturer B), and one Philosophy Professor (Professional B) formed the sample size.
Lecturer A preferred the interdisciplinary approach while Lecturer B opted for the

multidisciplinary approach. The subjects’ journey with CI is elucidated below:

4.2.1 The Effectiveness of ClI in Balancing Knowledge and Doing

An examination of the planned integrated lesson plans for fourteen weeks reveals
adherence to Bloom’s (1956) taxonomy. In connecting these findings, it is evident that
UOM’s focus on interdisciplinary projects resulted in higher engagement and practical
application, whereas UOH’s multidisciplinary approach highlighted challenges in
maintaining cohesive student experiences across disciplines. This comparison
underscores the need for tailored CI strategies to address specific institutional

contexts. Excerpts from week 1 planned lessons are exemplified below:
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Table 4.1 Instructional Design and Multimedia

V\_{_%eg(icl: Learning Objectives Teaching strategies Activities Integration
What is Define instructional design — Questioning Create an Education, Psychology,
;nstructlonal Identify the traits of instructional design. —  Classroom :jnstructlonal Communlcatloln, English

esign? . . . . .. : i esign. Drama & Dialogue

g Design learning objectives, learning activities, Discussion g \(/vriting) J
The rolg of an and assessments for a given classroom topic for | — Group work Rol_e-play the o
mst.ructlonal mixed abilities students. _ Role Play designed Design and Technology.
designer Anal d I he desianed s classroom

nalyse and evaluate the designed materials in situation.

light of the provided topic.

Create an instructional design and role-play a
class situation.
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Table 4.2 Historical and Philosophical Foundations of Malaysian Education

Week 1:

Teaching

Tooi Learning Objectives . Activities Integration
opic strategies

Foundations Understand the foundational types of — Questioning | — Revision of textbook | History, Philosophy,
of education: from historical, social, _  Classroom provided definition & | Sociology, Religious
Education religious, and philosophical perspectives. Discussion tools. Sciences,

What is Define philosophy of education, from the | _ Group work |~ Solve an educational Communication,
philosophy? perspectives of diverse scholars. problem by applying | Curriculum studies.
What is the Devise your understanding of the the agreed definition

philosophy philosophy of education. and identified tools.

of Revise your definition by discussing it — Reviewing own

Education? with counterparts. understanding based

What are Identify the tools for doing philosophy. on tgreceived

the tools for . outcomes.

doin Apply agreed definitions and tools to a

phil(?sophy? provided educational problem.

Evaluate the application processes and
effectiveness of agreed definitions and
identified tools.

Formulate definitions and tools based on
the applicability outcomes.




An analysis of the fourteen lessons for both courses at UOM and UOH reveals
adherence to Bloom’s Taxonomy, with a focus on shifting from lower cognitive skills
to higher-order thinking. However, UOM's approach emphasized practical
applications through interdisciplinary projects, leading to higher student engagement
and improved application of theoretical knowledge. Conversely, UOH faced
challenges in maintaining student engagement across disciplines, suggesting a need
for more integrated strategies. The precise verbs delineated the lesson process, its

pedagogical methodologies and outcomes. This is showcased below:

* Remember * Apply = Evaluate
* Understand * Analyse * Create

Chart 4.1 Instructional Design and Multimedia

Week 1-3 Week 4-10 Week 8-14
— What is — What is the gap? — Instructional Design Project
instructional — Who are the — Project cycle, Project team,
Design? learners? Project scheduling.
— Therole of an —  What are the — Project Proposal

instructional
designer?
— The models

Integrated Disciplines:

available resources?
— What is the goal of
the instruction?

Integrated Disciplines:

English, Psychology,
Education, Design &
Technology,
Communications.

Education, Curriculum
Instruction & Design,
Design & Technology,
English.

Presentation

— Design a storyboard

— Development (Web and
mobile application for
learning)

— Implementing the
developed application.

Integrated Disciplines:

English, Design & Technology,
Coding, Communications,
Curriculum Design and
Instructions, Statistics.
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Methodologies: Methodologies: Immediate crisis to solve,
Questioning, Pair work, | Immediate crisis to classroom discussion, role-
Research-based, solve, Group work, playing, project-work.
Classroom Discussion, | Presentation, Quiz

Quiz

Chart 4.1 summarizes the key elements of the fourteen-week lesson plans. For
example, in Week 3, UOM’s lesson on instructional design integrated Bloom’s
Taxonomy with practical applications through group projects, effectively bridging the
gap between theory and practice. This approach significantly enhanced student
engagement and application of theoretical knowledge.

* Remember = Apply * Evaluate
* Understand = Analyse * Create

Chart 4.2 Historical and Philosophical Foundation of Malaysian Education

Week 1-5 Week 6-8 Week 9-14

— Foundations of — Historical foundations | — The National Education
education — Education before Philosophy in Malaysia
philosophical, independence — Contemporary and
social, and — Educational Reforms Future Education/
historical. (1970s-present) Sustainable

— What is philosophy? | — Assess the achievement Development Goals.
What is the of historical, — Evaluate theoretical
philosophy of theoretical, and knowledge application
education? What are institutional in practice.
the tools for doing development of — Learn from the
philosophy? Muslim education and application processes

— Concept of later-day decline, and and outcomes.
knowledge and the impact on its
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education.

— Islamization of
education.

— Teacher
Education/Teacher
Leader

Integrated Disciplines:
History, Sociology,
Psychology, Politics,
Religious Sciences,
English, Morals,
Teacher Leadership.

Western concepts and
institutions for
professional & personal
development

— Cooperate with others
and apply knowledge
in a socially
responsible manner for
the progress of the
nation and the Muslim
community.

Integrated Disciplines:
History, Sociology,
Philosophy, Psychology,
Religious, Politics
Sciences, Information
Management.

Integrated Disciplines:
Assessment and Evaluation,
History, Sociology,
Psychology, Politics,
Religious Sciences, Morals,
Management,
Entrepreneurial.

Methodologies:
Questioning, Group
Work, Classroom
Discussion, Simulated
workplace situations to
address, Quiz

Methodologies: Flip
classroom, Classroom
Discussion, Thinking-
based, Project-based,
Group work, Presentation.

Crossover learning, Pair
work, Project-based,
Thinking-Based,
Questioning, Simulated
workplace situations to
address, Presentation.

Reading the fourteen lesson plans and the two course outlines from Bloom’s (1956)
Taxonomy and an extensive body of empirical studies notably that of Bressington et al
(2018), Nicols et al (2017), Sailer et al (2021), and Aheisibwe et al (2021) on the
aforestated taxonomy, reveals that both the lesson plans and the course outlines were
designed in a hierarchical manner of cognitive learning where each hierarchy had
active demands from the students. The active demands showcased that the set tangible
activities, as previously proved by Guggsa and Cabela’s (2021) and Sailer et al’s
(2021) research, formed an integral part of the constructive learning processes that
guided the pupils in attaining learning goals. The course outlines and the lesson plans
moved beyond comprehension and internalisation and focused on the applicability of
taught knowledge in practice. This aligns with Dewey’s (1904/1974) argument

propounded in his essay, ' The Relation of Theory to Practice in Education,” wherein
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he affirmed the significance of integrating theory and practice in lessons to enhance
educational value. In his support, numerous scholars notably Kramer (1998), Dorfan
(1996), Hutchings (1990), and Mendenhall (2007) argued for the integration of the
two learning modalities, that is theory and practice in lessons as their research
evidenced that students learn best from direct practical involvements together with
reflection and scrutinization of the enactment theory in practice. Clapton and Cree
(2004) and Thompson (2000) affirmed that such classroom pedagogies prepared
students for real-world practices. The learning objectives were tallied with cognitive
complexities, that is, at each tier, students were exposed to theoretical knowledge and
its application, which required them to engage in a cognitive level that was one step
higher than their previously engaged one. This step, according to Piaget (1972), is
essential to help students build new information in their cognitive repertoire and in
connecting the newly built information with their prior knowledge to develop their
schemas. From Vygotsky’s (1978) perspective, quality learning occurs when students’
ZPD is constantly in motion. This occurs through the exploration of works that are
slightly ahead of their current cognition level and in the company of more
knowledgeable others. Consequently, the course outlines and the lesson plans
appeared starkly to centre on the student’s existing academic level, their linear
progression across the cognitive, affective, and psychomotor domains of learning, and
the theoretical knowledge they needed to know for practical application. As stated by
Sudhirta et al (2022), Pujawan et al (2022), Wiranata et al (2021), Kastianen et al
(2018), Bloom (1956), and the IIIT’s theories of CI (1989), this type of teaching and
learning is meaningful as it positively impacts pupils’ cognitive and socioemotional

maturation.

Adopting Bloom’s Taxonomy (1956) for designing integrated lessons allowed
lecturers to shift from traditional lecturing to a constructivist approach, acting more as
facilitators. While some critics argue this may dilute core disciplinary knowledge, the
study found that interdisciplinary approaches at UOM enhanced students' critical
thinking and problem-solving skills by providing real-world contexts, demonstrating
the practical benefits of CI. This showcases their stance in perceiving knowledge as an
intersubjective interpretation and not absolutism. The planned activities were mostly

collaborative and dialogic, hence, corroborating Vygotsky’s (1978) argument that
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knowledge is built through social negotiation. Also, the lessons and course outline’
design matched with the IIIT’s (1989) five steps of Cl, that is, (I) they both drew from
other related disciplines to teach theoretical knowledge, (1) integrated the taught
theoretical information in practice, (1) connected in-class experience with simulated
situations at workplaces which eventually led to praxis knowledge that provided
students with the opportunity to contemplate on the implementation of theories in
practice and learned from both its processes and outcomes. Nordin and Dan (2002)
affirmed that praxis knowledge, from the Islamic perspective, helped students to
develop wholesomely with exemplary righteous characteristic traits. Both the lessons
and the course outlines tapped into (V) cross-curricula and values inculcation through
the cognitive, psychomotor and affective domains of learning, wherein the students
subtly learned values, professionalism, and attitudes through learning processes. For
instance, lecturer A affirmed in his interview that through immediate crisis activities,
his students demonstrated strong engagement in problem-solving, collaboration,
decision-making, communication, leadership and accountability. Likewise, lecturer B
asserted in his interview that his students displayed traits of tolerance, respect,
responsibility, comprehension, problem-solving, digital, active listening and
responsibility through pair/group and role-playing activities. This highlights the
effectiveness of the IIIT’s (1989) model of CI in shaping students' behavioural
competencies for work. An inspection of the three domains of learning in the lessons
and course outlines highlights their interest in assisting (V) insan kamil (tapping into
the development of a complete person), with spiritual, informed reasoning, emotions,
and bodily senses. What stands out is that, as suggested by the IIIT’s (1989) model,
the lessons and the course outlines permitted students to go beyond religious and
secular sciences to establish a comprehensive understanding of theoretical knowledge
in practice in their mental structures. This aligns with Niemela et al (2025) research,
which evidenced that religious education is more than knowledge transfer as much as
it is a formative, comprehensive process that shapes understanding, critical reasoning

and values.
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The translation of the fourteen preplanned lessons involved diverse
instructional strategies tailored to each university's context. The sample included five
final-year students from each course, selected based on willingness to participate and
availability, which may introduce self-selection bias. Additionally, potential biases
due to the instructors' differing levels of experience with CI should be considered. In
their interviews, lecturer A and B admitted to regularly finding themselves in
reflection-in-action situations wherein they had to put aside their preplanned content
and focus on converting their students’ confusions into valuable learning opportunities
to help them better apply theories in practice. Post each lesson, both lecturers affirmed
reflection-on-action to restructure the theoretical knowledge and its applications in the

PDSA cycle for the upcoming class:

‘Students at UOM appreciated the practical focus of CI, stating that it
helped them apply theoretical knowledge in real-world scenarios. One
student remarked, 'The activities made the theories come alive.'
Similarly, students at UOH found the multidisciplinary approach
challenging but ultimately rewarding, as it encouraged them to think
critically across different fields ...” (Lecturer A).

‘Not everything goes by the lesson plans. | have to consider their
performance in class and analyse that on the spot to see on which aspect
they require more assistance. The lesson plans are mere structures, and
students do make mistakes and instead of (err) jumping to the next
planned exercise, | (err) help them to get the exercise at (err) hand right.
| observed their performance and revised the next lessons (err)
accordingly’ (Lecturer B).

An introspection of the immediate changes made in class alongside the revised
ones for the following classes unveiled slight changes in theoretical content and
pedagogical methodologies. Lecturers A’s and B’s reflection in and on actions follows
Van Geel’s (2023) four steps, notably (I)Planning lessons, (II) Planning a lesson, (III)
Teaching a lesson, (IV) Reflecting and evaluating the taught lesson to revise the
coming lesson (s). According to Van Geel (2023), these four steps that lecturers A and
B engaged in allowed them to differentiate instruction and conduct assessment for

learning to better align existing and coming lessons to their students’ needs.
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The added components in the lesson plans for each week are exemplified

below:

Week 1-3

Week 2: Brainstorming the models (Mindmapping)
Week 3: starbusting as formative assessment

. L . . . S .

Week 1: Focusing more on adv & disad of instructional designs/e-portfolio

Week 4-7

—~ — —— —— — —

Week 4: Culturally responsive teaching

Week 5: Cooperative learning

Week 7: Reflecting teaching strategies

Week 6: Provides guidelines for classroom crisis situation.

Week 8-14

Week 8-9: Visuals provided

Week 10: Interface Design

Week 11-13 Multimedia Evaluation
Week 14: Questioning strategies

Chart 4.3 Changes in lecturer’s A lesson plans
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Week 1-5

Week 1-2: Concept of God, prophethood & human
nature/ Research based >

Week 3-4: Research based

Week 6-8

>~ NN N N NN N N ™

Week 6: Teacher Education in Islam / Class Discussion >
Week 7-8: The hierarchy of 7 M Teacher Leader

2 S L S & 7 S ~
Week 9-14

=~ SN ., N S S S s
Week 9-11: The role of critical thinking in Islam >
Week 12-14: Vernacula school systems

et il 7 L & L - -~

Chart 4.4 Changes in lecturer’s B lesson plans

The above two charts and the affirmations of the lecturers in their interviews evidence
that the latter were responsive to their students’ learning needs and fulfilled them by
breaking down the theoretical knowledge into more comprehensible segments. The
lecturers’ involvement in reflective practices showcases their ability to think on their
feet and refashion their professional actions in search of viable solutions to
reconceptualise students’ uncertainties. Reflection proved to assist the lecturers in
evaluating their teaching practices, discerning areas of amelioration, and tackling
critical incidents effectively. The lecturers’ engagement in reflection supports Schon's
(1987), Roodman's (2010), and Zeichner's (2013) argument that instructors who
frequently engage in reflection-in-action are likely to constantly revise their
professional undertakings, demeanours, and attainments to embrace professional
excellence. This finding contradicts Selvanathan et al’s (2019) study of 114 university
lecturers in Malaysia who were found to be reluctant to change their traditional

pedagogies due to social exchanges and normative commitment factors. Meaningful
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empirical investigations and practice-oriented university lecturers’ teaching, coupled
with international ruminations on university teaching and learning processes, are
hence entailed. The lesson plans and course outlines’ analysis revealed their adherence
to the constructivist approach, favouring the student-centred pedagogies. Moving to
the crux of this segment, which is how the translated integrated lesson plans balanced
theoretical knowledge with application through the teaching and learning processes.
This is typified below:

Table 4.3 Balancing theoretical knowledge with application in lecturer’s A class

Week Theoretical Knowledge Application

1-3 Introduction to Instructional Star busting
Design Create an instructional Design
Strengths & limitations of (Elucidate and evaluate its
Instructional Design comprised features)
The role of an instructional Storyboard
designer Role-play the designed classroom
Instructional Design Models situation.

4-7 Analysis: e-portfolio
What is the gap? Who are the Crisis classroom situations.

learners? What are the available
resources? What is the goal of
instruction?

Presentations

8-14 Instructional Design Project Instructional Design Project

(Applying definitions, models, & | project Proposal Presentation

related theories in practice) Development (Web and mobile

Interface Design application for learning)

Multimedia Evaluations — Implementing the developed

application.
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Table 4.4 Balancing theoretical knowledge with application in lecturer’s B class

Week | Theoretical Knowledge Application
1-5 Foundations of education philosophical, | — Thought-provoking
social, and historical. questions/thinking-based
What is philosophy? What is the — Cross-over learning;
philosophy of education? What are the Researching pictures, notes,
tools for doing philosophy? and people's thoughts on
— Concept of God, Prophethood, Malaysian Education.
Human Nature — Writing reports.
— Concept of knowledge and
education.
— Islamization of education.
— Teacher Education/Teacher Leader
6-8 Historical foundations —  ‘Mock Court Scenario’’-
— Education before independence Critically assess the
— Educational Reforms (1970s-present) achu_avement & Iat.er-day
o decline of Malaysian
— Teacher Education in Islam Education & its impact on its
— The hierarchy of 7M Teacher Leader Western concepts and
institutions.
— Cooperate with others and
apply knowledge in a
socially responsible manner
for the progress of the nation
and the Muslim community/
flipped classroom
— Reflect on the
outcomes/Informed
perceptions of theories/
Group work
— Presentation followed by
classroom discussion.
9-14 | The National Education Philosophy in — Project-Based

Malaysia
— The role of critical thinking in Islam

— Contemporary and Future Education/
Sustainable Development Goals.

— Vernacular school systems.

Evaluate theoretical
knowledge application in
practice/ flipped classroom

Learn from the application
processes and outcomes.
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A dissection of the lesson plans depicts that the theoretical knowledge, pedagogical
methodologies, and set activities for the first eight weeks tally with Piaget’s (1960)
third stage of cognitive development, that is, the concrete operational stage, wherein
engagement with concrete objects simulating real-world issues was presented. Tasks
soliciting students to be involved in theoretical, abstract, practical, and counterfactual
thinking were tackled from the ninth week. Contrary to Piaget (1960) who argued that
pedagogical instructions for the concrete operational stage are best fitted for early
elementary students, this study proved that age is not a determinant factor of which
cognitive stage students should be in. The undergraduates in this study are above
nineteen years old and their cognitive abilities and world comprehension, according to
their lecturers, placed them in the third stage. This reveals that cognitive schemas are
not shaped by age. In their respective interviews, lecturers A and B asserted the

following:

‘the students, at the beginning found difficulty in understanding
concepts quickly lah. That’s why there were those sudden changes on
the spot lah. But our job is to slowly help them master those difficulties
lah’ (Lecturer A)

‘...the students found it difficult to understand the abstract
philosophical ideas in the beginning weeks. That was challenging for

them (pause) ...yes by now, they understood for sure (smile)’ (Lecturer
B)

The affirmations underlined the understanding of complex concepts as a
learning issue for undergraduates in both lecturers’ classes. If read through the lenses
of Piaget’s (1960) four operational stages, the undergraduates found themselves in the
second stage, that is, the preoperational stage, due to their inability to grasp new
complex ideas and reasoning independently. That is, the students were unable to
engage in the assimilation process in which they had to make sense of the newly
presented knowledge in light of their pre-existing knowledge. This created a
disbalance between their assimilation and accommodation processes, wherein they
failed to modify their current schemas with the newly exposed knowledge. The
imbalance led to a disequilibrium as the complex notions could not be organised in the
student’s current cognitive schemas. According to Piaget (1960), this was what made

them confused or not understand. In another way, this evinces that the lecturers
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planned lessons that were one step higher than the students’ current cognitive level, as
proposed by Bloom’s (1956) taxonomy. The students’ difficulties in mastering
complex notions were their zones of proximal development, which required them to
rely on their lecturers as the more knowledgeable others to reach their actual
development zones, wherein they mastered the complex understanding and functioned
independently (Vygotsky, 1978). This reveals that lecturers A and B, as the more
knowledgeable others, enhanced their students’ learning by further breaking down
theoretical components and guiding outlines for practical application so that the latter
could complete complex tasks that were slightly ahead of their existing cognitive
level. Simply put, the presence of the more knowledgeable others proved to help the
students reach the equilibration stage, wherein the latter experienced a sense of
achievement in posing assimilation with accommodation. For instance, in Lecturer
A’s class, in the initial weeks, Lecturer A provided guided outlines for the students to
effectively tackle the immediate crises, while Lecturer B was seen to add other
subtopics in weeks 1 -5 to help her students grasp abstract philosophical concepts.
Therefore, the above-delineated learning process supports Vygotsky’s (1974)
argument about the salient aspects of culture and language on individuals’ cognitive

development.

The set simulation activities were seen to help students in balancing newly
learned theoretical knowledge with practical application. In the ‘Instruction Design &
Multimedia’ module, after the inductive delineation of theoretical knowledge, lecturer
A established simulated activities requiring his students to engage in application. For
instance, after acquainting his students with the definition, features, advantages,
disadvantages and theoretical models of instructional design, lecturer A first verified
his students’ mastery of the introduced knowledge through star busting and then
proceeded with the creation of an instructional design. In the FGD, the students
admitted the following:
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‘Student A: For me, the activities helped me to better understand the
theories. The star-busting one helped me to become sure of myself, that
yes, | understood the concepts well (meanwhile students C and E
nodded). Student D: | think we all agree (giggling). Yeah Yeah (Student
A, B, and C). our group created a storyboard, and for this, we had to
create learning objectives, activities, assessments, err... errr.. (Student
B) ensuring that they fit with our learners’ needs, academic levels and
the topic. We Chose the topic together. Student E: Yes, though the topic
was our choice, (giggles), at some point, we were stuck with designing
assessments and our lecturer helped us. He asked us some questions to
make us think deeply and gave us some guidelines. We were then able
to design different types of assessments, for the diagnostic one, we had
some quizzes, for the formative one, we had a scavenger hunt and for
the summative assessments, we had the group decision analysis. This
helped us a lot (They all nodded smilingly). Student C: It was not only
about creating an instructional design, we needed expertise in other
areas as well, such as writing statements, short catchy phrases, (student
B), ensuring the design is user-friendly, using the latest technology,
(student C) and also by putting ourselves in the shoes of the students to
kind of get an idea how they would process the information, which
knowledge they might find confusing, and which features should be
simplified. (Student A), the language had to be simple as well. Student
D: Now we know how to create an instructional design, and (pointing at
student C), he created another one alone, a storyboard, in his free time
for the educational psychology module (Student B, D, and E) wow!
Student C (shyly) This helped me lah to understand the models better
especially when we introduced the design in class and did the role play.
It gave an idea of how the design is welcomed in class and the points we
need to work on more. (Student D), and also, the processes of it,
(Student C), we also reflected on it, made some changes and re-present
it to the class. This part is important lah as we learn what worked and
what did not. Student B: We thought over the aspects that did not work,
came up with actions that made those theoretical parts not working
work (Student A: nods) and what did not work and we made those parts
work became our critical points that we discussed in our final essays
about the models, the theories we studied lah’.

Scanning of the above affirmations corroborates Drake’s and Savage’s (2016)

argument that the unifying framework of CIl that synergises interdisciplinary
capabilities with applications makes it effective in integrating theories with practice.
The students’ affirmations starkly demonstrate their strong engagement in learning
how to create an instructional design in their entirety through the interconnectedness
of related disciplines and application of theoretical knowledge in concocting an
instructional design, a task mirroring market demands in the field, thus, bridging the

gap between in-class and out-of-class requirements. The enactment of theory in

102



practice led the students to experience praxis as they were actively involved in
learning with a strong cognisance of the developmental process, particularly which
aspects of the learned theories were successfully embodied in practice and which
aspects failed. The emanated outcomes engaged them in reflective praxis wherein they
contemplated actions that could make the failed theoretical parts function in their
design. Ultimately, this step triggered new theories and gave them a clearer
comprehension of the learned theories in their operational context. Their involvement
in praxis and reflective praxis, from the IIIT’s (1989) model of CI, embraced them
with insan kamil, that is, the ability to function as a whole person vis-a-vis life
situations. The Islamic perspective is seen to be corroborated by Freire (1970) and
Fogarty (1991), who equally recognised the act of involving, implementing,
practising, realising, and reflecting as catalysts fostering holistic development and
well-being. This finding aligns with Lim et al’s (2024) research, which employed a
mixed-methods approach surveying 52 public health undergraduates, followed by 11
in-depth interviews of the latter on interdisciplinary learning, in a public Singaporean
university. Half of the surveyed students frequently engaged in interdisciplinary
learning by choice, while the majority had positive experiences with it. Like lecturer
A’s students, the students studied in Lim et al’s (2024) study evidenced the capability
of interdisciplinary teaching and learning to get them readied for real-world public
health work. When viewed alongside lecturer A’s students’ experiences, a consistent
theme emerges: interdisciplinary learning through the integration of varied knowledge
areas, application of theory to practice, and development of twenty-first-century skills,
particularly critical thinking and problem solving, encourages readiness for complex,

real-world hurdles when soundly implemented.

Furthermore, the students were seen to build their schemas by relating to their
environment. They were successful in comprehending learning objectives and
activities, but were unable to devise assessments. According to Piaget (1960), this was
due to their lack of knowledge of assessment designs, which created a disequilibrium
in their current schemas. This disequilibrium, according to Vygotsky (1978), was the
students’ zone of proximal development, which was achieved with the help of lecturer
A as the more knowledgeable other. Through the questioning technique and the

provided guidelines as scaffolds, lecturer A fused new knowledge on assessment
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designs into his students’ pre-existing mental repertoire, helping them develop new
cognitive structures that they were unfamiliar with before. The students experienced
assimilation as post the intervention of lecturer A; they had no confusion in organising
the new knowledge in their current schemas. On top, they demonstrated
accommodation when they altered their pre-existing schemas to fit in the newly
learned knowledge and ultimately designed three types of assessments across varying
cognitive hierarchical levels. Hence, the students reached the equilibrium stage, and
according to Vygotsky (1978), this was the students’ zone of actual development as a
balance between assimilation and accommodation was struck in the students’
cognitive structure. Creating an instructional design was then part of their zone of
actual development. The application of theoretical knowledge in practice defies
Piaget’s (1960) argument that knowledge is what students can do independently based
on their individual experiences with their surroundings. The students failed to engage
in the cognitive processing of information regarding assessments individually and
collectively. They required the assistance of a more knowledgeable other.
Nonetheless, the students’ affirmations underscored that knowledge was what they
could do in collaboration with their counterparts and instructors, and this was what
developed their existing cognitive level of ability. This illustrates that cognitive
development, as Vygotsky (1978) mentioned, is not universal and is succeeded by

interactive learning and negotiation for both knowledge building and comprehension.

The scrutinization, systemization and synchronization of relevant disciplines to
teach students how to build an instructional design permitted the latter to be involved
in knowledge transfer, that is, developing the ability to identify, evaluate, and impart
relevant knowledge across disciplines to tackle problems in their entirety, have a
clearer overall understanding of disciplinary dependencies, and enhance their critical
thinking, innovative, creative, cooperation, decision-making, problem-solving, digital
and communication abilities. It can thus be said that the adopted interdisciplinary
integrated framework permitted lecturer A not to restrain his instruction to one
particular discipline, and by doing so, he in turn allowed his students to become
proficient in the related disciplines. According to professional A, the students

‘instructional design is what we look for in the field. They created a good one. This
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assertion highlights the effectiveness of Cl in balancing knowledge and doing to meet
market demands. On top of that, professional A asserted the following:

‘I must say the skills that the students developed are very good. They
demonstrated criticality, good reasoning | must say, and good planning.
| enjoy their design. It is easy, user-friendly, well-written, well-
presented, and well-illustrated (smiling). They worked collaboratively
and were very understanding towards their friends. What | appreciate is
how they manage the crises, you should have seen it, and this prepared
them to work in the field. They discussed, analysed, allocated roles and
responsibilities, made decisions, applied the decisions, thought back on
the application, revised, that’s too within the assigned time...I had a
look at their research proposal and final project, both were well-
planned. They took feedback positively and implemented it in their final
project which | must say is very detailed and insightful. You can read
their e-portfolio, and you’ll understand better their growth... yes, yes,
their project can be applied at work. As | say, it's well-planned and
they’ve shared their designs on their websites. So, it’s working’

Professional A’s affirmations highlight that the pedagogies and activities
employed by Lecturer A simulated the instructional design’s workplace environment
to permit his students to apply the learned knowledge and ultimately build practice.
Based on professional A’s evaluations, the students successfully demonstrated skills,
notably organisation, reasoning, understanding, collaboration, responsibility, research,
problem-solving, decision-making, reflection, and leadership skills, alongside working
under pressure and completing assigned tasks within the allotted time. As delineated
in the previous chapters, these skills are known as twenty-first-century skills,
mirroring employability skills. The learning processes of the simulated realistic
working scenarios can be said to have subtly inculcated those skills in the students.
This supports Rogoff's (1990) and Billett's (2001) argument that knowledge is
premised on practice within social and cultural environments, which solicit
individuals to engage in critical contemplation of evidence-based outcomes to inform
future practices. Likewise, the students’ engagement in reflecting, revising, and
incorporating feedback in their work displayed their positive attitudes and
determination to complete tasks. This shows that while balancing knowledge with
application, CI also promoted desirable demeanours that are looked upon in the
Malaysian workplace (The Twelfth Malaysian Plan, 2021-2025). According to

professional A, the students’ produced outcomes are fit to be applied in the field, and

105



this starkly highlights the success of Cl in bridging gaps between universities and
market demands. It can thus be stated that by enabling Lecturer A to draw connections
across relevant disciplines, Cl promoted deep learning through the establishment of
authentic links between the teaching of knowledge and cognitive skills and real-life
working scenarios. Also, the intersection of knowledge and practice provided the
students with a comprehensive understanding of simulated work task situations and
experiences, particularly the ability to coherently shift from theoretical perceptions to
practice, thereby rendering the know-how crucial. This finding aligns with the
interdisciplinary research studies of Duer (2002), Staples (2005), and Vacca and
Vacca (2005) and extends the line of theorising about how the processes of integrated

knowledge and comprehension influence skillset developments and demeanours.

About the above, while commenting on his pedagogical methodologies,

lecturer A affirmed the following:

‘When I was planning the lessons lah, I had in mind that the skills that
the students would develop in my class should be enough to make them
apply in any situation lah. Not all situations at the workplace can be
taught lah (laughing), so lah, I ensure that with those life skills, they
could function in multiple situations’

This assertion underscores Lecturer A’s determination to prepare his students
to face the ever-changing working environments. Ultimately, as showcased above,
professional A mentioned that the students’ work aligned with the market demands. In
the second half of his interview, lecturer A affirmed that he ‘usually provides his own
experiences, plus points, and challenges that | encountered at the workplace before

joining academia’. Likewise, in their FGD, his students asserted the following:

‘...he shared his industry knowledge with us and this helped us a lot in
planning our project and storyboard. We kind of know which step to
avoid and which one to follow to reach the result (Student A). Student
D: this also helped us to know what is awaiting us at the workplace.
(Student B nods), and how prepared we should be. Student E: I agree
with them (pointing at students A and D), that his industry knowledge
and experiences were very beneficial when working on this module, we
had to create several things, and this helped us to do the same in our
future job lah. (Student A) I feel energetic like | feel like 1 need to
complete those tasks (laughing) Student C: same (laughing) his
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experiences were very helpful. It made the lessons more engaging and |
wanted to know more so that | know better what to avoid or think of
ways to complete the work successfully (smiling) we used to ask him
how he did specific tasks and he always asked us what we would do in
that specific case, and then what and why he did and learned from
(pause)this help us understand the theories better lah.’

The above affirmations showcase that Lecturer A’s anecdotal experiences of
industry piqued his students’ learning interest, engagement and the relevance of
explored knowledge. His anecdotes on his past work experience enlightened his
students’ perceptions about the type of job responsibilities awaiting them at the
workplace and permitted them to question and learn from his actions. When he asked
his students what they would have done in that specific situation and then elucidated
the reasons for his actions, he triggered deep thinking to appropriate new knowledge
(Vygotsky, 1978). This eventually aided his students to have a clearer comprehension
of the explored theoretical knowledge in practical situations. Lecturer A’s teaching
strategies can be said to reflect Dewey’s (1988) argument that genuine knowledge is
generated from the integration of thinking and doing, that is, by procuring the mind to
critically contemplate the act. From Vygotsky’s (1978) pragmatic constructivist
discourse, the act of sharing, discussing, and reflecting on lecturer A’s experiences
boosts the students’ mental development. That is when they grasped clearer
perceptions as to what to desist from and what to choose for practical applications.
This, therefore, underlines knowledge as a shared process of inquiry, negotiation and
formation. This finding recalls Boud et al (1993), who also argued that learning
becomes more meaningful, involving, and deep when lecturers cite their own industry

experiences.

Moving to the second half of this segment, the module ‘Historical and
Philosophical Foundations of Malaysian Education’, applied theoretical frameworks
drawn from multiple disciplinary in practice through pedagogical strategies such as
cross-over learning, mock-court scenarios, research/group, flipped classroom, inquiry,
and project-based learning to balance knowledge with doing. As can be seen, these
student-centred methods align with both Piaget’s (1960) and Vygotsky’s (1978)

notion of active learning that taps into the development of various students’
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intelligences while presenting a conducive structure for multidisciplinary learning. In
the FGD, lecturer B’s students affirmed the following:

‘Student F: ...the strategies that she used lah, for example, the cross-
over learning was very helpful to us. This activity helps us understand
the theory we learned in class better ... (Student G: nodding) When we
analysed the past educational and political documents and questioned
lecturers in the fields of Philosophy, Sociology, Psychology, and
Politics, their answers triggered many questions in our mind, we find
ourselves with the need to sit down and think about the information
we’ve got plus the theories she taught us in class. (Student F): This was
hard. It was like we had to evaluate the answers we’ve got and the
theory taught in class, they were very different lah from what we learn
lah, and we even had a provocative discussion about this in class. The
discussion cleared the doubts that we had, the theories were viewed
differently across fields. (Student H), | agree with both (pointing at
students F and G), (er), it’s not only about analyzing the answers from
the lecturers and what the theories say, my own experiences with the
education system helped me to evaluate the theories better. When we
did the research work on how Malaysians here see the education system,
their answers were different about the system, and how it works, are
different from the policies we learned in class. | understand them, | feel
the same, |1 am in it (pause) and | get a better understanding of the
system, the policies, the theories, they implement or not in practice lah
through the mock-court debate. (Student I), the mock court forced us to
read the historical materials again, which was boring (tongue out), but
we needed to be prepared lah, to evaluate the Islamic part and the
Western part and have our understanding lah. Our knowledge of Islam
shaped our understanding of the theories and we debated along that line.
(Student J), we also had to reflect on the crossover and the mock court
activities afterwards to write a report. We also did the flipped
classroom, we read and researched materials before and in class, the
lecturer gave us live problems lah (all laughing), and we had to solve
them. (Student H), they were like classroom scenarios with issues and
we had to apply the philosophical theories to it. Sometimes we had to
role-play classroom situations, and our friends’ reactions would be like
the students, and we needed to apply the theories in responding to them
or doing classroom management lah. This was our project- we had to
study the students’ reactions lah and the theories lah and reflect upon
them. Yes, yes, these were very helpful to better understand the
effectiveness of the theories in classroom lah’
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An inspection of the above affirmations showcases lecturer B’s efforts in
tailoring her lessons by the IIIT’s (1989) model of CI to balance philosophical
knowledge with doing. As demanded by the five steps of the aforementioned model,
lecturer B interlaced several disciplines, notably History, Psychology, Sociology,
Politics, Assessment and Evaluation, Religion and Management to teach philosophical
theories in their entirety. Lecturer B sustained theories with practice through the
mentioned pedagogical activities in the above affirmations while permitting the
students to draw from out-of-class experience to evaluate in-class learning theories.
This enabled the students to not only engage with praxis through cross-disciplinary
curricula but also interact with people, languages, cultures and values in their
surroundings. From Vygotsky’s (1978) perspective, the student’s social and cultural
interaction with their environment dynamically shaped their cognitive abilities,
particularly reasoning. Ultimately, the students were seen to reflect upon the varied
interpretations of the studied philosophical theories obtained from academicians in the
fields of Politics, Psychology, History and Sociology to make sense of them.
Nonetheless, their inability to cogitate as to how to assimilate and accommodate the
new perspectives in their pre-existing mental schemas disrupted their equilibria and
placed them in their zones of proximal development. Lecturer B in the ‘provocative
discussion’ acted as the more knowledgeable other to help the students reach their
actual developmental stage, that is, grasping a firm understanding of how the theories
were perceived through different lenses. Additionally, the students noted differences
between in-class content, namely Malaysian education policies and out-of-class
practice. The in-class policies did not reflect the out-of-class realities which they
experienced before. Their pre-existing knowledge, that is, their conceptual maps,
mental modes, and experiences, tallied with their research findings about soliciting the
views of the public on Malaysian educational policies and conflicted with the policies
taught in class. The gap between in-class studied policies and their pre-existing
knowledge and research findings provided them with a clearer understanding of the
evaluated policies and their accomplishable aspects in practice. Their comprehension
therefore bridges the gap between the new knowledge and their current knowledge,
helping them to reach the equilibrium stage.

109



Moreover, the mock court debate activity propelled the students to engage in
deep reading to analyse the policies from both Islamic and Western viewpoints before

drawing their understanding. In her interview, lecturer B asserted the following:

“The Islamic part, the concept of God and prophecy was added to make
the students understand philosophical thoughts. I ealized that at some
point, the students, you know, have strong Islamic backgrounds, so |
draw from that knowledge to make them better understand the
philosophical teachings that were drawn from several academic
branches, Sociology, History, Politics, Psychology and the students
evaluated them with the Islamic philosophy for their understanding’.

The above assertion reveals that Islamic philosophical thoughts were added as
a scaffold to help students better comprehend and evaluate Western philosophical
theories. Gauging philosophical teachings from both the Islamic and Western
perspectives mirror the spirit of Islamic education that goes beyond all sciences,
whether religious or secular, to establish a comprehensive understanding of the
philosophical concepts. As Al-Ghazali (Orak, 2016) mentioned, knowledge in Islam is
not ‘mental gymnastics’; contrarily, it is an act of involvement in reality and a process
of existential metamorphosis wherein individuals embrace maturity, wisdom and
spiritual contentment. Thus, it can be said that, like the constructivist theory of
learning, the Islamic perspective of education favours practical application. Alongside
the IIIT’s (1989) theory of CI, Piaget’s (1960) and Vygotsky’s (1978) constructivist
thoughts, Al-Ghazali stresses praxis, particularly how out-of-class experiences prepare
students to critically engage with in-class content. To them, the prior experiences
create paradigms in the minds that, as asserted by Piaget (1960) and Vygotsky (1978),
receive and represent new knowledge in connection with the pre-existing knowledge.
Assimilation and accommodation, or mastering the zone of proximal development, are
what help individuals in escalating from lower to higher-order thinking skills. The
students read the philosophical theories through their empirically grounded research
findings, as well as existing knowledge of Islam. This relates to Vygotsky’s (1978)
argument about learning being culturally dependent, that is, people from different
cultural settings learn differently. The students’ religious and cultural background
influences their learning of philosophical theories. Professional B asserted the

following:
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‘The students’ written reports were reflective. They demonstrated an
understanding of the different philosophical theories across different
disciplines. One thing is that the connection between the disciplines was
quite blurred, they analysed concepts from different fields and made
their very good conclusions (nodding) but a connection between those
fields was absent. But, their project work flipped classroom, and
research work shows their in-depth preparation, working within the time
given, ability to solve problems instantly, work collaboratively,
respecting others’ ideas, determination to seek truths, evaluating those
truths with textbook policies (pause) their arguments for the mock-court
debate were well founded in empirical evidence. They wrote them in
line with the evidence they’ve got and evaluated that evidence in their
arguments. | would say they were successful in not swallowing
everything that the textbook tells them, they reasoned... they also
demonstrated classroom management skills and they also engaged in
assessment and evaluation through role-playing and flipped classroom
tasks. They did assessments for and as learning and acted promptly on
the answers received. | believe this teaching approach helped them for
the reality outside their class (smiling), they were able to apply the
theories in the activities and reflect on the outcomes.

The above attestation showcases that by the end of the fourteen weeks, the
students were successful in developing weighty arguments which interweaved theory,
practice and reflection while incorporating diverse perspectives from several other
disciplines in treating philosophical concepts. However, they were unsuccessful in
connecting the different perspectives into the presentation of a single unit. This
implied the need for lecturer B, as the more knowledgeable other, to have assisted the
process by proposing additional lines that might have followed to forge that missing
connection. The absence of this step demonstrates that establishing connections
among the varied perspectives remained in the student’s zone of proximal
development at the end of the fourteen weeks. This finding contrasts with that of Hero
et al (2019), which, like lecturer B, employed the multidisciplinary approach to
integrate theory and practice. Like lecturer B, the 74 final year undergraduates
working on a mandatory multidisciplinary innovative project at the University of
Applied Sciences, Finland, drew from out-of-class data to evaluate in-class theories.
However, as opposed to lecturer B’s students, Hero et al (2019), showcased that the
74 students were successful in connecting varied related subject knowledge,
comprehending the steps in the innovation process, resolving conflicts, tackling

unexpected situations, and developing personal traits like patience and tolerance, and
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professional skill sets notably business, social, leadership, creativity and innovation.
The students were happy instead of confused, while their lecturer considered the
multidisciplinary approach an effective pedagogy, helping her connect her teaching to
real-world problem-solving and skill development. A critical reading of these two
contrasting findings highlights that if the multidisciplinary approach can improve
students’ ability to integrate theory with practice, its success relies heavily on the
quality of facilitation and scaffolding provided by the academic. Therefore, it can be
stated that multidisciplinary teaching is not inherently transformative as its success
depends on intentional pedagogical methods that support students in bridging
disciplinary divides.

Nonetheless, the multidisciplinary approach proved to be engaging throughout
the learning process. It built critical reasoning by propelling the students to read
deeper, question textbook knowledge with empirically grounded research shreds of
evidence and evaluate philosophical concepts from varied perspectives. Indirectly, it
better equipped the students to analyse textbook knowledge in practice and develop a
comprehensive and informed understanding of it. Additionally, the multidisciplinary
approach permitted the students to experience simulated workplace situations, notably
the flipped classroom, role-playing classroom situations and project work, which, in
essence, propelled the integration of varied disciplinary perspectives in solving
complex, impromptu problems. The multidisciplinary approach can thus be said to
have trained the students to critically evaluate problems from varying angles and think
on their feet, as also evidenced by Andrew et al’s (2018) and Prasad’s (2024) research.
Also, the latter demonstrated strong engagement in written and verbal communication,
collaboration, teamwork, and respect. As mentioned by professional B himself, the
multidisciplinary approach prepared the students for the reality outside, that is,
employment. The student’s engagement in the above skills is what the Malaysian

workforce is currently seeking (The Twelfth Malaysian Plan, 2021-2025).
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In conclusion, the comparison between UOM and UOH reveals that effective
CIl implementation requires a balance between theoretical and practical elements,
adequate resources, and seamless integration of multidisciplinary perspectives. These
findings suggest that universities should tailor their CI approaches to their specific
contexts to maximise student outcomes and prepare graduates for the modern

workforce. The following presents the latter’s experiences with CI.

4.2.2 University Lecturers’ Experiences with CI

Both lecturers A and B from the University of Macbeth were observed to have
different experiences with Cl. They both listed challenges that they grappled with

throughout. Their attestations are as follows:

‘Lecturer A: | had a pleasant experience with CI. To be honest, I love
connecting my industry knowledge with textbook content lah. I want
my students to get the feel of what is waiting for them lah...Challenges
I would say is this teaching method is time-consuming lah, you don’t go
with what has already been planned before, changes need to be made
after each lesson, both in content and strategies lah. This is tiring
(laughing), Also, in terms of assessments, yes we planned industry-like
activities to get the students the feel of the workplace but the final
assessments are not me who decide, it’s the university and it is very
traditional, sitting and writing questions in two hours. The practical side
1s omitted completely and they test the students’ memory skills lah. But,
the students did well on the written exams. They scored good marks.
Yes, | can continue, | am willing to (laughing) but I also have to follow
the university criteria lah. Otherwise, | will be in trouble
(laughing)...no, I did not find it a problem to research other related
disciplines while planning, yes it took more time but | considered it as
part of my job. This wasn’t a problem for me. I like it, I also learned lah
(laughing)’.

‘Lecturer B: 1 would say I learned a lot from this teaching method. It is
satisfying. However, I believe that it is not the university’s job to teach
market skills. University is meant to teach only rudimentary knowledge
and it is the employers’ responsibility to train their staff. Else, instead of
academics, we can ask people in the industry to give lectures. Planning
the lessons and time were the major constraints. | had to find time to
research activities aligning with the content, and how different
perspectives can be brought in, and | must say, my plan had to be
reviewed mostly weekly and | had to complete everything within the
fourteen weeks. If the university asks me to teach like this, I have no
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problem but the university sometimes assigns courses to the end minute,
and the end-minute courses cannot be planned extensively, researching
for activities or connecting disciplines. It’s hard and we also have other
research responsibilities... if we teach like this, what about the
assessments? Will the university move from written standardized testing
to the types of activities I’ve planned throughout the class? (raising a
brow) No, the students had to pass the traditional assessments. That’s
the gap...Yes, all of them passed the module, I am not saying that this
teaching method is not good, it is, it helped the students gain good
grades, but is it the job of lecturers to train students for work?
Otherwise, the students could go to industry directly...’

Lecturer A’s and B’s affirmations showcase that though they both admitted to
having fulfilling experiences with CI, their perceptions of it vary largely. To recall,
lecturer A used the interdisciplinary approach while lecturer B opted for the
multidisciplinary approach. If lecturer A appears to be content in adhering to a
curriculum that bridges the gap between industry and textbook content and perceives
it to be his responsibility to prepare his students for work, lecturer B, on the other
hand, repudiates preparing her students for employment as part of her job. Her
assertion appears to be confounding as though she admitted to having a ‘satisfying
experience’ with CI which she ‘had no problem’ continuing to use in the future if the
university asks her to and that this teaching method made her ‘learned a lot’, and
‘helped the students in gaining good grades’, she displayed her discontentment in
embracing the responsibility to transcend disciplinary divides to prepare her students
for work. The question is, if the use of CI has proven to have promoted lecturer B’s
professional growth, helping her students to produce good grades, and tapping into the
latter’s twenty-first-century/employability skills, then, what are the underlying factors
that make lecturer B so repugnant towards adopting the method to prepare students for
work? Her understanding of the university’s role in imparting solely ‘rudimentary
knowledge’ contradicts the Malaysian Educational Blueprint (2021-2025) and the
Ministry of Higher Education (2023), which anticipate universities going beyond the
transfer of ‘rudimentary knowledge’ and promoting graduate work readiness. The HE
policies in Malaysia do not envisage universities transferring only basic knowledge to
students. A perusal of Lecturer B’s attestation implicates the redefinition of the role of
a university lecturer and the retraining of the latter in Malaysia. Logistical factors,

time constraints, research, end-of-course allocation and the need to constantly review
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the planned content, pedagogical methodologies and activities were the other
identified concerns by both lecturers. The high level of pedagogical skills and
expertise required from the lecturers to offer necessary resourcing support,
improvement and acceleration was observed to be ‘tiring’ for them. According to
Cathcart (1998), CI shifts lecturers from a position of authority to one of
empowerment, and the latter might find this paradigm shift too demanding and
excruciating. This mirrors Yasin and Liu's (2016) and Yacob et al (2012) research,
which equally found some Malaysian lecturers from the University Malaysia
Terengganu and University Kebangsaan Malaysia to be reluctant to use CI in HE for
the similar above-stated reasons. Lecturers’ unwillingness to embrace ClI in HE is seen
to transcend geographical locations as though the Italian government (Brogger, 2014),
and the Australian government (Harris-Reeves and Mahoney, 2017), vouched for the
integrated teaching practices in HE given producing work-ready graduates, lecturers,
being the actors of change and representatives of the microstructures, refuse to be
passive repositories of it. Nonetheless, Pharo et al (2012) present a contrasting case
from an Australian university where eight academicians from different disciplines,
namely marine sciences, business and education, voluntarily collaborated and
integrated their teaching to expose their students to multiple knowledge systems. They
happily co-taught and co-developed teaching and learning resources across their units.
Though their students were highly satisfied, the academics, due to time pressures and
a lack of funding, could not continue with integrated practices. The contrasting cases
highlight that while lecturer motivation is crucial, it is insufficient for sustaining CI in
HE. Structural and institutional supports such as facilitators, funding, time, and
administrative flexibility are also required. The disinclination observed in Malaysian
contexts (Yasin & Liu, 2016; Yacob et al., 2012) and mirrored in global contexts like
Italy and Australia (Brogger, 2014; Harris-Reeves & Mahoney, 2017) discloses that
policy-level endorsement does not impetuously lead to classroom-level adoption.
Conversely, the case by Pharo et al. (2012) demonstrates that even when lecturers are
willing and students benefit, a lack of systemic support undermines long-term
implementation. Therefore, successful and sustainable integrated teaching requires a
dual approach: institutions must cultivate a culture of collaboration while also
providing the practical resources needed to turn integrated intentions into enduring

practice.
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Moreover, tying closely their integrated pedagogies with summative
assessments was a major constraint that both lecturers faced throughout the research.
According to both, their practices and the summative assessments set by their
university were two independent, unconnected entities as compared to their formative
assessments, which were interactively designed in connection with CI. Put simply, the
set summative assessments were not in service to their integrated pedagogies. As
stated by Lecturer A, the traditional assessments were restricted to standardised
written essays, which, according to Kohl (2017), tap into objective measurement.
According to Bailey (1999) and Dikli (2003), since the traditional assessments
measure what students can do in one shot within the assigned time, the grades
received cannot delineate the latter’s progression, particularly their mastery of higher-
order thinking skills and twenty-first-century competencies, which are too subjective
to be evaluated through conventional measures. As mentioned by the lecturer A
himself, the traditional summative assessments focus on students’ ability to recall
knowledge, which is the lower strata of Bloom’s (1956) taxonomy. This showcases
that the set summative assessments format by the UOM contradicts the HE policies
and the market’s requirement, which stress mostly the application of knowledge in
real life, the highest level of Bloom’s (1956) taxonomy (MOHE, 2023; Malaysian
Educational Blueprint, 2021-2025; Malaysian Employers Forum, 2022). Implication
thus includes the centrality of substituting traditional assessments with authentic ones,
which permits the application of knowledge and skills in simulated or real-life
settings. Authentic assessment from the perspective of Kohl (2017), Moria et al
(2017), and Wylie and Lyon (2020) effectively measures intellectual capacity as it
engages students in realistic circumstances that necessitate the latter to showcase their
comprehension, logical reasoning, and problem-solving skills in addressing archetypal
exercises. The benefits of students’ involvement in authentic tasks were highlighted in
the previous section. Therefore, it can be stated that authentic assessment values both
the learning processes and results. Dewey (1938) argues that authentic exercises that
encompass memorisation, soliciting students to evaluate and contemplate knowledge,
glue informed knowledge in the latter’s cognitive structures. That is, authentic
exercises save students from memorising information, and this explains why both

lecturers’ students scored good grades despite the gap between their integrated
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pedagogies and the set summative assessments. This implies the need for the UOM to

revamp its assessment formats. The following presents students’ experiences with CIL.

4.2.3 Students’ Experiences with ClI

Like lecturers A and B, the students from both courses were observed to have

contrasting experiences with CI. Their assertions are as follows:

‘Student C: (err...err...smiling) I love this teaching method, (pointing to
his friends), we learned different things lah, useful lah, the only thing is
lah his slides are too wordy. When he explains, | only listen to him lah
(giggling), 1 don’t read the slides (laughing). Student E: Actually,
there’s no need to read the slides, he already explains everything in
practice, and we learn from our practice too, the practice covers
everything, and for me, this is what I like, there’s no need to remember
all the slides, what we learn in class is enough. Student A: | agree with
her (pointing at student E), his way of teaching taught us a lot,
sometimes it's boring to stay in a class where the lecturer lah keeps on
talking and talking, and we feel sleepy (giggling), but this one | like
how he made us do things lah, we learn how to work out projects, solve
situations in a team, and that’s too within specific time frames...yes
(nodding), we learn how to solve problems, how to work together, how
to create instructional design, so yeah, he kind of gives us a lot of
exposure of what is waiting for us at the workplace. Student B: | agree
also, and when he gives his example when he was working in industries,
this makes us reflect and know better what we should do, what kinds of
arguments we should put in our projects, and we also learn from that.
For me, yes, | would like to continue learning this way, it's more hard
work, because (err...err), now we also need to participate in class, but
we learn. Student E: | feel that | learned a lot, in terms of writing, and
speaking (nodding), | got the chance to practice my speaking, and
working together, and mostly what I enjoyed was I learned better when
I did my research and discussed with them. So yeah, tiring but we learn,
that’s important. Student A and B (nodded in agreement)’- Lecturer A’s
students.

‘Student G: I don’t mind continuing with this teaching method but I
think- an- she should- explain well, like she put different perspectives
on the table- but we failed- in connecting the different perspectives.
This was very confusing for me. Student I: Actually, | agree with her
(pointing at student G), we understood the purpose of her teaching using
the varied perspectives but it would have been great if we could
understand lah, how the different perspectives match, because, it was
confusing as each perspective had a different approach. But overall, 1
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like this method, because | get to know lah, how the topics are viewed
differently in different courses, and how different people have different
opinions. | liked the field activities, researching, and interviewing, this
was interesting, but only that connection part was missing. Student F:
For me, | could draw the connections, it was difficult, but | sat with it
for hours and hours and researched online a lot. I could see how they
connect and why some aspects were viewed differently, based on my
research, specific parts overlap because every course had a different line
of thinking, but in general, yes, | learned a lot, | felt forced lah to learn
(giggling), to participate in class and | like how she allowed us to judge
the material with our Islamic knowledge. Student J: hmm, agree, even |
liked that part the most, initially, it was quite confusing to understand
the Western theories, in Malaysia, we’ve been learning different things
lah, but she allowed us to use our Islamic knowledge to evaluate the
theories, | understood better the western theories. And | also (pointing at
student 1), liked the field activities lah, that was interesting, | was happy
doing the interviewing, and the flip classroom lah, this gave us the feel
of being a teacher. Student F: And the activities lah, made me more
involved in the course, and | felt satisfied lah when 1 finally was able to
stand and teach in front of my friends. It gives me confidence, and when
it comes to the connection, | think she wants us to make it on our own. |
am happy to continue with the method (smiling)’ Lecturer B’s students.

Though the above affirmations underscore lecturers A’s and B’s students’
willingness to continue learning through integrated approaches, the challenges related
to teaching and learning that they faced throughout research are also unveiled.
Lecturer A’s students affirmed having rewarding learning experiences with the
interdisciplinary approach as the experiential activities saved them from knowledge
memorisation and developed their twenty-first-century competencies. This finding
thus evidences that CI builds students’ appreciation of learning by rendering
theoretical knowledge authentic and meaningful, increasing involvement, motivation
and creativity while concomitantly developing transferable skills. The ‘too wordy
slides’ of lecturer A appeared to be better understood by his students through the
practical application of the same, showcasing that lecturer A’s integrated teaching
style resonates with Dewey’s (1938) and Vygotsky’s (1978) idea about classrooms
being representatives of real-life scenarios for students to concoct and negotiate their
meanings, reflect and problem-solve with their counterparts as a community. Also, the
willingness of the students to embrace the hard work that CI anticipates from them
highlights their engagement in the self-actualisation stage, wherein they desire to

exploit new learning opportunities to reach their full potential (Maslow, 1943). CI can
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hence be said to have intrinsically motivated the students to take ownership of their
learning. This finding tallies with that of Karimova’s and Rutti's (2018) study, which
equally underlined the combination of interdisciplinary and experiential teaching as
impactful and enriching for learners’ educational experience. Like lecturer A’s
students, the undergraduates of Entrepreneurship and Print online media production in
Karimova’s and Rutti’s research expressed high appreciation for the authentic,
practice-based learning while developing interdisciplinary competencies essential for
the existing workforce. Thus, teaching interdisciplinary content experientially
significantly improves undergraduates' readiness for professional environments,

making this a promising direction for curriculum design in HE.

Unlike Lecturer A’s students, Lecturer B’s students encountered difficulties in
making sense of the various disciplinary perspectives of the explored topics as a unit.
Their assertions were also supported by professional B, who equally remarked that the
students failed in connecting the various disciplinary perspectives in their tasks,
though they were able to critically dissect each. This, therefore, raises the question as
to how far Lecturer B has understood the multidisciplinary concept. By not acting as
the more knowledgeable other in helping her students to see the connections among
the varied disciplinary perspectives, lecturer B can be stated to have allowed her
students to experience disequilibrium in their mental structures (Piaget, 1960), or as
Vygotsky (1978) claimed, put them in the zone of proximal development. Lecturer
B’s lack of knowledge of the multidisciplinary approach was hence the core hurdle
hindering integration. A profound mastery of related disciplinary content and of
methodologies of teaching multidisciplinary content to students is hence implicated.
In contrast to the other students, student F appeared to have allowed the challenges in
his existing schemas to trigger further learning as he invested efforts in identifying the
connections. This implies that ClI promotes ownership and interest in learning.
Additionally, it was observed that the students’ confusion turned into happiness when
Lecturer B drew from Islamic knowledge in reading Western theories. This shift was
due to their ability to connect the newly learned secular theories with their prior
Islamic knowledge in their mental schemas. Simply put, the student’s prior Islamic
knowledge could be said to have positively influenced their acquisition of Western

theories and the capacity to apply higher-order reasoning in evaluating them. The
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tangible pedagogical tools were also evidenced to have sustained the students’ interest
in the lessons, which sought their active participation and gradually moved them
towards functional musings. These activities, as evidenced in Kapur’s (2018) and
Akpan et al’s (2020) study, permitted the students to feel fulfilled and ‘confident’ as
they made learning constructive, meaningful and relevant to the students’ realities,
wherein the latter’s life competencies were tapped into through their interaction with
the physical and immaterial world. The activities were visibly seen to give students
the feel of what was awaiting them outside the university classroom. It could be stated
that the student-led teaching approach was what made the students happy to continue
with this teaching approach. The following presents information about the second
studied research site, the UOH.

4.3 THE UNIVERSITY OF HAMLET (UOH)

At the UOH, five final-year students of the elective course ‘Introduction to Creative
Writing’, their lecturer (Lecturer C), an editor (Professional C) and five final-year
students of the ‘Understanding Drama’ course, their lecturer (Lecturer D) and a
screenwriter (Professional D) formed the sample size. Lecturer C opted for the
interdisciplinary and transdisciplinary approach while Lecturer D used the
multidisciplinary approach throughout fourteen weeks of research. The participants’

involvement with Cl is delineated in the following sub-segments.

4.3.1 The Effectiveness of Cl in Balancing Knowledge and Doing

Like lecturers A and B, lecturers C and D tailored their fourteen integrated lessons in
line with Bloom’s (1956) taxonomy in the PDSA stage 1 cycle. Excerpts

demonstrating the same are as follows:
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Table 4.5 Introduction to Creative Writing Using the Interdisciplinary Approach

Week 1-3: Learning Objectives Teaching Activities Integration
Topic Strategies
Literary Analysis Identify figurative elements, techniques Research Figurative English Literature,
&Narrative Writing and devices in different text genres and Classroom Language Sort English (Writing),
(Music Videos/ scrutinize how they contribute to meaning Discussion Figurative Communication,
Shakespearean and effect. Broun work Language Somety_, Culture,
sonnets 18, 116 Understand the purpose of different o Moo 8 Puzzle Education,
&130), excerpts narration types and oral traditions in Scavenger Economics,
from Twelfth Night delineating viewpoints, values, beliefs, Hunt Group Technology,
As You Like It/ and ideals. _ Psychology,
Victorian novels- ¥ N Graphic Essay Philosophy.
Analyse the multiplicity within and across
The Tale of Two : 5 - .
- Elizabethan and Victorian societies as
Cities, Great

Expectations.

explored in the studied poems and fiction.

Compare the diversity within and across
the contemporary period and establish
individual connections between the
varying texts representing their worlds
and the self.

Write texts using varied genres, styles and
forms.
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Table 4.6 Introduction to Creative Writing using the Transdisciplinary Approach

Week 13:
Topic

Learning Objectives

Teaching Strategies

Activities

Integration

Information Writing
Research a pertinent

social issue.

Study previous written
and spoken texts on the
selected issue and reflect
on it based on your

research.
Write a newspaper

article on the chosen

social issue.

Identify a social issue.

Draw connections
among previous texts on
the chosen issue with
individual research &
reflection.

Create an informed
newspaper article on the
chosen issue.

Video Watching
on the chosen
issue.

Research
Questioning
Group work

Perusing and
discussing

previously published

materials on the
chosen issue in the
respective group.

Interviewing
concerned figures.

The studied group of
students chose the theme
‘Politics’. They drew from
the following fields:

— Racism
— Economics
— Education

— Science and
Technology

— Sociology

— Psychology

— Entrepreneurship
— Philosophy




ecl

Table 4.7 Understanding Drama

V\_{_%eFI;Cl: Learning Objectives Teaching Strategies Activities Integration
Definition of Drama Define drama Group Discussion | — Drama Circles Sociology
Significance of studying State the importance of Questioning Philosophy
Drama drama Audiovisual Performing Arts

Evolution of Drama over
time

Constituents' parts of
plays.

Explain the evolution of
drama

Identify and critique

constituent parts of plays.

materials/clips

History & Geography

English (The four
language skills)

Cinematography




Like the studied lessons and courses at the UOM, both the lesson plans and the course

outlines of the two investigated modules at the UOH followed Bloom’s (1960)

taxonomy in planning, differentiating and assessing learning processes and outcomes

across varied cognitive complexity levels. Their adherence to the taxonomy unveils

their willingness to go beyond the lower-order thinking, notably ‘defining’ and

‘stating’ and focus largely on higher-order thinking skills such as ‘analysing’,

‘evaluating’, ‘drawing connections’, ‘critiquing’, ‘writing/creating’. Below is a brief

portrayal of the two-course outlines in the PDSA stage 1:

e |dentify » Differentiate * Evaluate
* Explain * Relate * Design
* Appraise
Chart 4.5 Introduction to Creative Writing
Week 1-2 Week 3-8 Week 9-14

— Study music videos,
prose, poetry and short
fiction

— Journal Entries

Integrated Disciplines
(Interdisciplinary):
English, Communication,

ICT, Sociology,
Geography, History.

— Argument Writing
— Writing a rant

— Graphic Essays

— Journal Entries

Integrated Disciplines
(Interdisciplinary):

English, Communication,
ICT, Cultural Anthropology

— Independent novel study
— Information Writing

Integrated Disciplines
(Transdisciplinary):

English, Racism, Economics

Education, Science and
Technology, Sociology,
Psychology,
Entrepreneurship, Philosophy

Methodologies:

Research, classroom
discussion, group work and
presentation, Journal Entry.

Methodologies:

Group Discussion, writing,
sharing draft for peer
feedback, Presentation and
Journal Entry

Methodologies:

Research, Perusing previous
relevant written/verbal texts
in groups, Group discussion,
literature circle.
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e Define * Analyse Develop a
= Explain = Critically critical
* Critique evaluate appreciation
* Write
Chart 4.6 Understanding Drama
Week 1-3 Week 4-9 Week 10-14
— Definition of Drama | — ‘Waiting for Godot’- — Arthur Miller- A short

— Origins of Drama
— Why Study Drama

— Key elements/stage
conventions

— Elizabethan
period/Shakespeare’s
life/works/contexts
Language Imagery

Integrated Disciplines:

English Language,
Drama, Society and
Culture, History,
Philosophy. Sociology,
Cinematography.

Plot/structure of the
play/Contexts/Tragicomic
elements/ Themes

— Absurdism, Existentialism,
Characterization, Language,
Imagery.

— George Bernard Shaw-
Context/Setting/Genre/Plot/
Characterization/
Themes/Language and
Style/Imagery.

Integrated Disciplines

Performing Arts, English,
Society and Culture,
Psychology, Philosophy, ICT,
Economics.

biography
— Genesis of all my sons

— Setting, Plot,
Characterization,
Themes, Language,
Style, Symbolism,
Imagery, Allegory.

—  Write a critical
appreciation of the
studied texts.

Integrated Disciplines

English, Performing Arts,
Communication,
Philosophy, Society and
Culture, ICT.

Methodologies:

Games, Classroom
Discussion.

Methodologies:

Drama Circles, Project work,
Role Play

Methodologies:

Drama circles, Slam,
Classroom Discussion.
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A reading of the course outlines in the initial stage of the PDSA cycle showcases
lecturers C’s and D’s resolution in imparting factual, conceptual, procedural and
metacognitive knowledge to students on a progressive level with learning
methodologies and activities designed accordingly. In the course outlines, the lecturers
visibly highlight their determination to move their students from the lower learning
division, which is defining and delineating, to the more advanced one, notably
evaluating and creating. Like lecturers A and B, lecturers C and D adhered to the
constructivist learning theory by planning weekly lessons that were one step ahead of
the introduced cognitive level. According to Piaget (1960), this progressive
organisation of knowledge permits students to experience assimilation, that is, fitting
new information into their pre-existing mental schemas and accommodation, wherein
they alter their existing schemas to tackle new situations in a poised manner. To
Piaget (1960), these processes help students embrace cognitive enlightenment.
Vygotsky (1978), on the other hand, perceives the progressive cognitive tasks as what
keeps the students’ ZPD in motion, that is, keeping them in a dynamic learning zone
wherein they are faced with optimal challenges and provided with tailored scaffolds to
complete tasks. To Vygotsky (1960), this zone renders learning meaningful and
interesting for learners. Interestingly, the planned activities, as at UOM, support
Vygotsky’s (1960) argument about the significance of social interactions in
developing human intelligence. The set activities establish learning as a social process
instead of as an individual cognitive journey of discovery, as propounded by Piaget
(1960), soliciting students’ engagement in collaborative tasks with their counterparts.
Also, if the designed lessons brought in relevant knowledge from diverse disciplines,
the set activities facilitated the balancing of the integrated knowledge with practice,

hence, meeting the IIIT’s (1954) requirements of CI.

Unlike lecturers A and B, lecturer C’s designed lessons in the PDSA stage 1
did not alter throughout the research. In his interview, lecturer C asserted that:

‘I know my students well. I have worked with them for the past two
years. | planned each week’s content by bearing in mind their level. 1
teach the topics in depth. And the transdisciplinary approach is broad,
so it allows them to use different means, err, err, of their choice to
discover new learning and write the papers. For that, they had to be on
different sites chosen by them too, which teaches them the skills, err,
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criticality, at ease talking to different people, addressing concerns...As
long as the end product is good, and it was (smiling), I don’t mind any
particular ways they adopt to reach it. | would say, | appreciate it, on the
contrary, it teaches them responsibility and to learn on their own.’

Lecturer C’s above affirmations unveil that a sound mastery of the students’
learning profiles can hinder the occurrence of critical incidents in class. The broadness
of the transdisciplinary approach proved to have provided the students with the
freedom to discover knowledge in sites of their choice, thus allowing them to be at the
centre of their learning processes wherein they also practised twenty-first-century
skills, notably critical thinking, responsibility, independent learning, researching,
problem-solving and interpersonal. These skills are currently sought by both the
Mauritian and the global markets (Future Work Skill, 2020; International Labour
Organisation, 2018; World Employment Forum, 2022), and can therefore be said to be
an effective preparation for the students for work. Adapting literary rigour to real-life
relevance is a type of teaching which Dewey (1933) tags as cohesive and well-
rounded.

On the other hand, lecturer D’s planned lessons in the PDSA stage 1 were
slightly altered in terms of instructions which were added to facilitate his students’

understanding. An exemplification of the changes in lecturer D’s class is as follows:
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Chart 4.7 Instructional changes in lecturer D’s lesson plans

Lecturer’s D's ability to alter his instructional strategies on the spot showcases his
flexibility and high attention level in reacting duly to the unpredictable to enhance his
students’ learning, that is, addressing diverse needs and adaptability and increasing
productivity by giving supplemental instructional support for complex, abstract
content in interactive teaching. It can thus be stated that lecturer D calculatedly used
an instructional strategy that would most likely bring the desired learning outcomes
from his students. This study evidences that instructional strategies, as added content
used by lecturers A and B, are both stimuli that promote meaningful teaching and
learning experiences. Like lecturers A and B, lecturer D’s engagement in reflection in
action demonstrates that reflection is not necessarily a retrospective undertaking, but it
can be performed forthwith during the process of teaching. Lecturers A’s, B’s and D’s
engagement with reflection in action highlights, as mentioned by Dewey (1933), their
broad knowledge base to take a holistic, active and consistent approach to teaching

while critically considering the unexpected. Consequently, reflection in action proves

128



to be an expertise, as Schon (1983) mentions, that every instructor must possess,
hence, implicating the need for the latter to demonstrate the skill in teaching and
learning since they are key figures in the process of easing learning and aiding their
students to discern what they can attain. Lecturer C’s and D’s planned lessons show
that not all lecturers are resistant to pedagogical changes, thus contradicting
Roopchand’s (2019) and Hardin-Ramanan et al’s (2020) studies, which generalised

customary teaching in Mauritius’ HE.

Building on the above, lecturers C and D, like lecturers A and B, balanced
theories with practice through the set pedagogical activities. This is exemplified
below:

Table 4.8 Balancing theoretical knowledge with application in lecturer’s C class

Week Theoretical Knowledge Application
1-2 Study music videos, prose, poetry Cast of Characters, Stage
short fiction, and Journal Entries. Directions, Settings.

Readers’ Theatre
Prose Scavenger Hunt
Journal Prompts

3-8 Argument Writing Debating
Writing a rant Shark Tank
Analyzing literature with graphic Mind Mapping
essays Graphic Essay
Journal Entries Journal Prompts

9-14 Independent novel study (link Research work
provided themes with reality) Field interviews
Themes: Crimes and Deviance, Literature circles

Corruption, The Economic World,
Human health and Welfare (Pick one)

Information Writing

Writing prose, drama and
newspaper articles.
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Table 4.9 Balancing theoretical knowledge with application in Lecturer D’s Class

Week Theoretical Knowledge Application

1-3 Definition of Drama The Expert game.
Origins of Drama Pass the Pause.
Why Study Drama Jump over the imaginary ball.
Key elements/stage conventions | Freezing Frames.
Elizabethan One-word story.
period/Shakespeare’s
life/works/contexts
Language Imagery

4-9 ‘Waiting for Godot’- Posters with themes to chart book
Plot/structure of the themes/ characterization/ plot
play/Contexts/Tragicomic progression.
elements/ Themes Drama Circle/Design a role play on
Absurdism, Existentialism, the studied text.
Characterization, Language, Create a 21st-century character
Imagery. using characteristics of the
George Bernard Shaw- postmodernist era.
Context/Setting/Genre/Plot/Char | project work.
acterization/ Themes/Language
and Style/Imagery.

10-14 Arthur Miller- A short biography | Posters with themes to chart book
Genesis of all my sons themes/settings/characterization/lite
Setting, Plot, Characterization, rary devices.
Themes, Language, Style, Drama circle/Mount up a slam on
Symbolism, Imagery, Allegory. | the studied text.

Write a critical appreciation of the
studied texts.

An examination of tables 16 and 17 highlights that, as at the UOM, the set of
cognitive activities by lecturers C and D for the initial weeks do not align with the
type of exercises Piaget (1960) recommended for their students’ age. For a second
time, this study proves that age is not a determining factor of which cognitive stage
students should be in. According to lecturers C and D, they started from scratch

because:
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‘Look, I acknowledge the students’ previous knowledge of creative
writing. They've been doing this in both O and A levels, but | need to
ensure that they still remember the basics. | cannot jump to the complex
topics because as much as | know them they need the basics to
understand the complex. Despite being exposed to those genres before,
they, as expected, had some difficulties in understanding, analyzing, and
evaluating the music videos and the other texts as well, as poems and so
on. The activities | planned helped them to have a good understanding
of the studied texts plus being able to dissect and write texts on their
own. Writing texts was one of the main Los and this way was best to
teach them to write.” —Lecturer C

‘I have to start with definitions. If not, all the complex learning that I
teach them would not have been futile. The definitions are like the
scaffolds. You know, when I asked them in class, ‘define drama’, all
went silent. It’s not that they do not what drama is but they cannot
define it, talk about its origin, its significance. This needed to be sorted
out first for them to be able to critically read plays in the subsequent
weeks. I needed to do this...else, they would murder drama (laughing),
and their exams as well (laughing and winking). No, the base had to be
there and this helped them a lot throughout.’-Lecturer D

Based on the above two affirmations, lecturers C’s and D’s students, despite
being above the age of nineteen, initially found themselves in Piaget’s (1960)
preoperational stage of cognitive development due to their inability to engage in
operational thinking and process understanding and complicated thoughts. As
suggested by Bloom (1956) and Vygotsky (1978), the lecturers preferred to start with
the basics, which ultimately turned out to be scaffolds for the teaching of complex
concepts through interactive activities. In this regard, the students could assimilate and
accommodate connected complex notions in their mental schemas without having to
face any disequilibrium. In the ‘Introduction to Creative Writing’” module, as lecturer
A, lecturer C, once done with his inductive explanation, tested his students’
understanding through the set activities. In the FGD, his students affirmed the

following:

‘Student K: I am very grateful for him to start with the definition, this
helps me a lot to understand the whole course. The journal prompts, the
mind mapping, and the scavenger hunt help me to identify and rganize
the information. | know what | should do. Student L: yes, the activities
were very helpful and they made the class very interesting. For me, the
activities were fun, but when 1 reflect on my participation in class, |
realise that those activities helped me a lot, like the readers’ theatre,
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which was my favourite, gave me the feel of theatre. | can stand on
stage and act. (Student M): in movies also (laughing), and writing plays
too. The shark tank activity shaped this skill of ours, honestly. Student
K: (nodding seriously), and these activities did not make us only study
texts, but write as well, and for me, this was an achievement. Student N:
| agree with them all, we also had to debate where it was not only about
writing the pros and cons on paper but pretty much doing the debate,
arguing our points, as he said (pointing at student L), reflecting on the
debated points, and writing succinct arguments. Student O: Me too, |
agree with them. | enjoyed the scavenger hunt and the graphic essays.
Mounting a graphic essay was fun for me, and most importantly, | felt
happy that | could create materials, (Student M), haha, like on Pinterest
(Student O), haha, yes, it felt good. Also, the fieldwork required us to
research, interview people, and write on our chosen theme, Student K:
The last weeks were quite tiring but we were on job sites, we got access
to different news channel and magazines teams, we split up, (pointing at
M, and N), they interviewed people from the industries and us (pointing
at L and O), we went to the channels. This was a very fruitful
experience, we got the feel of what’s awaiting us if we join channels or
industries. Student M: it’s not only being on the different sites, after
conducting interviews and doing some observations and our research,
we sat down and discussed and then wrote our project. Most
importantly, we did not study one specific field, we had to research
others too and this | liked the most, it was like forming me for the
future. The theme we chose was ‘The Economics’. Student K: We did
our research, and discussed the overlapping disciplinary parts in the
literature circles. Student N: not necessarily taking content, but how we
perform a task from other disciplines, like my knowledge of IT, Comics,
Arts to mount up comics.’

The students’ affirmations highlight their positive experiences with CI in
balancing theories with applications through the set pedagogical activities, which
acted as scaffolds permitting the latter to process the newly introduced knowledge into
their previously existing schemas, thus striking an equilibration between assimilation
and accommodation. Reading from Vygotsky’s (1978) perspective, the differentiated
aspects of the set of pedagogical activities helped the students to master their ZPDs.
The activities were also seen to support twenty-first-century skills development and
alongside knowledge, and their application in practice. Applying knowledge and skills
in practical activities helped the students to engage in higher-order thinking, wherein
the focus was on attaining the highest level of Bloom’s (1960) taxonomy. Eventually,
the students were able to act in the reader’s theatre and shark tank activities after

studying movies, create informed arguments and graphic essays after reflecting on
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their participation in the debating, literature circles, and mind mapping activities
wherein they practised twenty-first-century skills such as written and spoken
communication, listening, tolerance, reflection, problem-solving, digital and critical
thinking. By incorporating the practice of these skills with knowledge acquisition,
lecturer C can be said to respond to international educational screeches notably the
OECD (2022), UN (2022) and UNESCO (2022) for preparing students with the right
expertise for work in their field. The fact that the students found the learning
processes to be ‘happy’, ‘give me the feel’, ‘fun’, and ‘interesting’ proves the
occurrence of meaningful learning through constructivist, playful activities in the
students’ cultural environment wherein they were able to gradually embrace cognitive

maturation and bridge the gap between theories and practice.

Furthermore, in the process of applying knowledge to practice, the set
activities, as suggested by the IIIT’s (1989) model of CI, required the students to see
learning as a whole by drawing from related disciplines, skills and real-life working
situations to complete the assigned tasks. The interconnectedness of interdisciplinary
knowledge, integration of theory with practice, and the formation of informed
perceptions based on the link between in-class knowledge and out-of-class realities
met the IIIT’s (1989) first three steps of CI. According to Nordin and Dan (2002),
involvement in these three steps promotes comprehensive, holistic education, thus
aligning with the Islamic perspective of the necessity of education to encompass both
spiritual and worldly needs. Since the transdisciplinary approach provided the
students with a literary theme which was mirrored in their social reality, the students
had to seek access to related job sites for interviewing, researching, analysing, and
being able to succinctly write reality genres and news/magazine articles. This type of
teaching can therefore be stated to be informed and to blur the gap between the
university and the market. As affirmed by student M, who appreciated this type of
teaching for ‘forming me for the future’, CI proves to possess the capability of
producing graduates' work readiness. According to the World Employment Forum
(2022), employers are currently searching for knowledgeable and skilled employees
who can solve problems in their entirety, and demonstrate twenty-first-century skills
and a happy demeanour. Lecturer C’s students appear to have developed those in-

demand traits through interdisciplinary and transdisciplinary approaches. This finding
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aligns with that of Atkinson (2024), whose research confirms that a transdisciplinary
approach enhances disciplinary integration, transferable employability skills and
students’ autonomy. This statement is corroborated by professional C, who evaluated

the students’ performance from a professional perspective:

‘I was very delighted to rate their graphic essay and their written tasks.
It was a glee. | must say that their writings were insightful, well-
researched, and informative (smiling), and what was amazing was that
they managed to incorporate their voice. Their lecturer trained them
well...Of course, I agree, his teaching methods were most effective for
the students to own their learning and write weighty points. You know,
often, we come across writers who simply collocate information, bits of
research here and there, but theirs was a cohesive piece. The
vocabularies appear to be calculatedly chosen while keeping the
language simple. Of course, for publication, there would need some
minor changes, in structure, and in-detail feedback to be reviewed, but
content-wise, for an initial draft, I would say they did a good job. For
the prose, the plays, and their graphic essays, | am one hundred per cent
certain that these can be on the market already. They are written pieces
that are easily read, understood, informative, interesting, and mostly,
analytical and critical...Yes, they are very welcome on board, they
would do well career-wise. There’s one student, (referring to student K),
he’ll get the front page soon after he joins, he’s good (smiling)...When
the students were on site, journaling, interviewing, researching, you
know, all these are very tiring and irritating somehow, but they were
here to learn and they showed enthusiasm to nail their tasks. That was
their spirit. They had good mannerisms.’

Like professional A, professional C’s affirmations reveal that lecturer C's
students' demonstrated knowledge and skills prepared them for the workforce. This
finding evidences Cl, as both an approach and end-product, to be successful in placing
international educational policies (UNESCO, 2022; UN, 2022; OECD, 2022),
university and global and local market requirements (Sarita et al, 2020; World
Employment Forum, 2022), on the same footing while creating individuals with
twenty-first-century skills. CI is therefore the solution, as proved by this study, to
shape holistic graduates with the in-demand expertise for work. Similarly,
professional C affirmed her support of the interdisciplinary and transdisciplinary
integrated approaches used by lecturer C for moulding work-readiness in her field.
Her assertions that the students’ graphic essays, their other written genres, and their

articles, though requiring some fine-tunings, were fit for publication highlight the
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latter’s abilities to meet the market demands. The particular mention of student K’s
exceptional abilities underpins CI to effectively prepare him to excel at work while
building appreciation for enhanced improved outcomes. This mention reinforces
Vygotsky's (1978) argument that every child has a specific cognitive journey and
develops higher mental order functions through collaborative exchanges with more
advanced others, in this case, adult employees in the field, thus, proving that the field
works socially contributed to the cognitive development of the students, particularly
student K and not self-initiated discovery as argued by Piaget (1960). Conversing with
the employees who acted as the more knowledgeable others helped the students, as
Vygotsky (1978) stated, to internalise the ‘how to do it’ part through the received
inputs, notably hints and instructions through both inner and private speech. This
delineates why the students delivered good writing pieces. Individuals’ cognitive
development is therefore best comprehended through social and cultural experiences.
The enthusiastic and well-mannered spirits of the students eventually meet IIIT’s
(1989) fourth point of its ClI model alongside the concern of Mauritian employers
(Sarita et al, 2020), of hired graduates’ poor demeanours and unwillingness to learn.
Contrarily, lecturer C’s students demonstrated the opposite. This eventually led to the
final criterion of the IIIT’s (1989) CI model, which is to create wholesome individuals
with cognitive, psychomotor and emotional maturation to tackle both personal and
professional situations. Ultimately, this finding corroborates Drake’s and Savage’s
(2016) statement about CI being the most appropriate strategy to balance knowledge
and doing due to its unifying framework that supports interdisciplinary capabilities.

Moving to the second studied module at the UOH, notably the ‘Understanding
Drama’ course, which, like the module ‘Historical and Philosophical Foundations of
Malaysian Education’ at the UOM, adopted the multidisciplinary approach. Like
lecturers A, B, and C, lecturer D balanced knowledge with doing through his planned

pedagogical exercises. Below are his students’ affirmations stated in the FGD:

‘Student P: Yes, | believe he did a good thing by starting from the
beginning. (They all nodded) It’s not like we don’t know what’s drama
but it’s a long time since we’ve done that, in secondary school, and we
may have missed some significant points. Student Q: if he had jumped
in the middle, for sure, we would be at a loss, so we appreciate that he
started from the beginning. Student P: | also appreciate his teaching
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strategies, he taught us the basics, and the plays, all from different
perspectives. We had different perspectives from different disciplinary
areas to explore different themes. This helped me a lot in understanding
(interviewer intervention: how?) by bringing in different perspectives,
err understanding from different disciplines, philosophy, sociology,
psychology, English, and cinematography, to illustrate themes or better
understand the characters. Student R: | would like to add to that if you
permit, when he gave us the different perceptions of how to treat a
theme from diverse disciplines, personally yeah, this helped me to think
broader like it made me, sat down, think over the different perceptions,
and then wrote my analysis. This helped greatly for the poster and the
games because it gave us a deeper understanding. We devour the texts
with our interpretations in the drama circles, mostly. Student S: The
activities as he (pointing to student R) said, helped us to evaluate
themes through different disciplinary lenses. That was interesting, and
the way he planned everything, instructions, games, and writings, made
us write from different perspectives. | liked it when he encouraged me
to voice out my evaluations of themes from different perspectives on
paper. Student T: As he just (pointing at student S) said, the activities
helped us implement what we learned. They tested our knowledge, I
would say and we acted in our drama circles. When it comes to
difficulties, I would say we hardly had because you know, he planned
the course, not In a scrambling one, (Student S), It was comprehensive,
yeah, so we got along well. Student R: The activities were very good, it
was good to use textual information to create, recreate, act, discuss and
play with (Student P) and this made us enjoy the lessons and be
satisfied.’

An analysis of the above affirmations reveals that, unlike lecturer B’s students,
lecturer D’s students had a non-confusing teaching and learning experience with the
multidisciplinary approach, as also evidenced in Hero et al (2019) research. Contrary
to being ‘confused’ as lecturer C’s students were, lecturer D’s students appeared to
have been actively engaged by, in, and with the multidisciplinary learning. According
to them, this was due to their lecturer’s ability to connect the different disciplinary
perspectives in a comprehensive whole, as opposed to lecturer B, who, according to
her students and professional B, omitted this step. Like lecturer C’s students, lecturer
D’s students appreciated their lecturer for beginning with the basics, which acted as
scaffolds for their understanding of advanced topics. Using the scaffolds showcases
that the cognitive development of students relies on how effective the primary
instructions were; that is, it could be stated that the basics that students learned in the
early cognitive stages influence their subsequent learning stages. This delineates why

lecturer D altered his instructional strategies to promote assimilation and
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accommodation in the students’ minds throughout the fourteen-week course.
Moreover, unlike the other studied courses, the first three weeks of this module
acquainted the students with drama only through games/play, which, apart from being
a form of sociocultural learning (Vygotsky, 1978), permitted the students to create and
negotiate meanings upon their experiential experiences (Dewey, 1933). This is
typified in student R’s affirmation when he claimed to have felt the need to ‘[sit]
down and think over the different perceptions’ before writing his analysis. In this
respect, multidisciplinary learning can be said to promote deeper understanding,
critical thinking, reflection, evaluation and collaborative learning, which, according to
Dewey (1933) and Webster (2009), provides students with the intellectual freedom to
discover knowledge in the existing world surrounding them. By encouraging his
students to share their expressions and explorations of the studied texts from varying
disciplinary perspectives in the drama circles with their counterparts, lecturer D
showcases his adherence to Dewey’s (1933) philosophy of progressive education,
wherein academic freedom was perceived as democratic and thus, students’ rights.
According to Dewey (1933) and Vygotsky (1978), when students are encouraged to
practice their academic freedom, they turn into critical, analytic thinkers who are
active in the teaching and learning processes. Eventually, lecturer D’s students
demonstrated strong engagement in each weekly lesson and were successful in
‘implement what we learn’ through the activities wherein they engaged in Bloom’s
(1956) higher-order thinking functions like ‘writing’, ‘creating’, ‘recreating’, and
‘[evaluating]’. The affirmations of their enjoyment and satisfaction with the
multidisciplinary lessons showcase their rewarding experiences. Below is professional

D’s comment on the lecturer D’s students’ performances:

‘Impressive. Their work (lifting the students’ posters and pointing at the
latter’s projects, characters’ creations, and critical appreciation of
studied texts [written essays]) are very good pieces. | was happy going
through them and to be honest with you (pointing at the interviewer), |
learned creativity, many things, you know, visual mind-mapping tools,
no dialogue for a while, holding the audience in the beauty of silence,
careful precision of each snapped shot. This was amazing and as you
can see they focus on these minute details in their writing, that when
you are reading, you already visualize the whole thing. So, they do
make good screenwriters, their projects, posters, and essays demonstrate
logic, creativity, their critical minds, most importantly, their ability to
analyse and reflect... this is what we trained interns for here. | believe
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the drama circles helped them to have insightful discussions. If you
study the characters they created, you’ll marvel. It’s interesting, that the
characters in the eras they studied with present-day traits...Yes, I
believe that their lecturer did a very good job, but you know, apart from
writing, creating and so on, it would also be good if the students would
put into action, like create a short movie enacting what they’ve created.
But that does not mean that they weren’t good...yes, yes, very likely, |
would be happy to have them for an initial internship, they are already
writing beautifully with the inclusion of the genre traits, and they would
do good in the writing field, no doubt (smiling) and if they possess the
acting qualities, that would be a surplus (smiling).’

A study of professional D’s affirmations highlights that the multidisciplinary
approach prepared the students for the position of screenwriters. Based on the
judgment of professional D, the students displayed in-demand skills of the job through
their tasks, and this corroborates the effectiveness of the set activities by lecturer D to
help his students apply their evaluated readings in practice. With the creation of
authentic learning scenarios, the activities, besides giving the students academic
freedom, helped them to unleash their twenty-first-century skills, notably analytical
thinking, reflection, creativity, social collaboration, digital writing and creating and
technical expertise, namely knowledge of media production and character, theme and
plot development. Professional D’s assertion that the students’ displayed skills were
what ‘we trained interns for here’ showcases that the set activities have balanced
students’ knowledge of drama with practice and were successful in alleviating gaps
between university and market demands. Additionally, the acceptance of professional
D to have learned new media techniques from the students unveils the benefits of the
latter’s involvement with academic freedom which as Dewey (1966) speculated
permitted the young minds to be non-reductive, process-oriented and thoughtful,
implying that the teaching of knowledge and skills cannot be isolated from the
development of students’ thinking faculty. To Dewey (1966, p. 152), this type of
teaching promotes ‘intelligent learning, of learning that employs and rewards minds’.
That is, the integration of knowledge and skills leads to the successful completion of
thoughtful actions. This line of Dewey’s (1966) argument mirrors Vygotsky's (1978)
and Bloom’s (1956) theories about promoting cognitive functions through knowledge
application. Though professional D acclaimed that it would be a plus if lecturer D had

an activity requiring the students to act out their creations, he reasserted the students’
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preparedness to work in the drama industry by affirming that ‘they write beautifully’,
‘would do good in the writing fields” and were welcomed for ‘an initial internship’.

The following segment presents lecturers’ C’s and D’s experiences with CI.

4.3.2 University Lecturers’ Experiences with ClI

Like lecturers A and B, lecturers C and D admitted to having positive experiences

with CI. In their interviews, they affirmed the following:

‘I had a good experience, I would say, with this type of teaching, which
is very new to me. When | read the leaflet you gave (pointing at the
interviewer), | wanted to know more about CI. It looks fascinating to
me, that’s why (smiling) I accepted to be part of your (pointing at
interviewer) research. (Raising a higher tone), | did my research too,
and this was when | decided to plan lessons using both the inter and the
trans. The trans was more appealing to me, but I say let’s start with inter
to get the students familiar with this type of teaching...Yes, [ would like
to continue but there are some constraints, to be realistic, on an
individual level, it would be very difficult for me to do all the planning
for all the classes that | teach, time is a problem, resources are another
and most importantly, it's tiring, for me to teach all my classes like this,
I would need extra support from the university, like bringing in together
different lecturers to discuss how specific modules can be taught
through CI, an even a support assistant. Alone, one lecturer doing all the
research, study first, design activities, it’s tiresome. I did not have any
problem with the university telling me what | was doing or where | was
sending students. The university allows us to teach the way we want
here (laughing), and this was why | could be part of your (pointing at
interviewer) research. In terms of the final assessments, | would say that
given that it is a module that develops students' creative writing, the
final assessments where students had to write, tallied with the lessons.
Of course, it’s standardized so the students had to write in the different
registers studied in class. The students’ scores are significantly higher
for this module; I was analyzing this...Yes, of course, I would want to
use it in the future, in other year classes, but support from the university
is needed.’ - Lecturer C

‘I used the multidisciplinary method and I like it very much (smiling). I
learned a lot, | learned how to identify relevant disciplines and make
them relevant to my teaching. It’s a plus not only for my students but
for me as a lecturer also, it widens my perspective and allows me to
teach holistically, and what gives me real satisfaction, is my students’
outcomes. They were successful in meeting the Los, in writing plays,
and in negotiating themes, characters, and happenings from the different
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introduced perspectives. | feel that this is a teaching method that |
would like to try in my other classes, and see the results...Yes, I’ll be
honest, it’s very tiring, but it’s our job. We are paid for that. We are
given time to plan our lessons, so we can use the same given time to
plan wisely. It’s our responsibility as lecturers here to see to it that our
students master the modules we taught (pause), and | would say this
method of teaching is effective. When | observed and talked to the
students during and after the classroom activities, | saw that they were
motivated, very much into the lesson, and willing to get things right.
There was cooperation as a team, working, and discussing to reach
agreements. Their writing, when | read them, | feel satisfied. They were
insightful. The problems were mostly mine (smiling), | needed to see
how to get all the content covered within the fourteen weeks, take time
to research activities, and be very attentive in class like you know, | saw
some stern faces when I first started, so I was like, they’re not
understanding, | need to simplify, when | changed my strategies, like
pausing with classroom discussion and using concept mapping to ease
understanding with some questioning, it helped them, then I continued
with the class discussion. But all these | took positively, they built me
up, as a lecturer and the students for work. Certainly, | agree, it’s my job
to prepare them for work, if it weren’t mine, who would it be, what
would be the use of the students to coming to university then? ... I
would also like to try the other two types of integration, they look
interesting.’- Lecturer D

A close reading of the above two affirmations underpins lecturers’ C’s and D’s
rewarding teaching and learning experiences with CI. Finding CI to be ‘fascinating’
and ‘interesting’, lecturer C, by conducting his research before settling on which
integrated approach type to use in his class, demonstrates his willingness to process
and assess new knowledge relevant to his professional practice and update his
pedagogical knowledge base to improve his teaching and attaining new teaching
demands. His keenness to ‘know more’ about CI displays his optimistic self to hone
his professional competencies, and this contrasts with lecturer B’s abhorrence in using
CI to meet existing teaching and market demands. Thus, it can be stated that readiness
to learn and improve one’s professional self relies heavily on one’s behaviour,
implicating the need for professional development programmes to cultivate a desire in
lecturers to keep abreast with new knowledge, trends and developments in the
pedagogical field. Moreover, like lecturers A and B, lecturer C admitted that alongside
time and resource constraints, he found CI to be ‘tiresome’, particularly the
researching and planning phases and would like to continue to use CI if the university

provides additional support notably an assistant or bringing concerned lecturers
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together to discuss about the planning of integrated modules. His proposition raised
significant implications for university teaching, for example, a rethinking of HE’s
practices, building lecturers’ collaboration in planning integrated courses, displaying
sound professional expertise by lecturers and the provision of assistants. The question
remains, ‘How willing are universities to embrace CI?’ and implicates a new line of
research exploring universities’ heads’ perceptions of integrating university modules
to balance knowledge and doing, forming holistic students with twenty-first-century
expertise to meet the market’s demands. Despite CI proving to ameliorate lecturer C’s
students’ grades, the ‘tiresome’ aspects of the method appear to discourage the latter

from continuing to use it.

Interestingly, what lecturer C found to be ‘tiresome’, lecturer D found to be
‘my job’ and ‘responsibility’. Contrary to lecturer C, lecturer D, though, admitted that
CI was ‘tiring’ and time-consuming, stressed that these challenges were ‘personal’,
that is, his, and would devise ways of tackling them. His determination to address the
challenges, ability to teach holistically and satisfaction with his students’ performance
demonstrated his readiness to improve his and his students’ efficiency, performance
and the opportunity to exploit his and his students’ potential. Unlike the other lecturers
who fussed about the hard work that went into the planning phase, lecturer D appeared
to have enjoyed his as he emphasised the strengths he embraced throughout his
research about connecting relevant disciplines in a unified unit. Unlike lecturer B,
who, like lecturer D, used the multidisciplinary approach and affirmed that preparing
graduates was not her job, lecturer D affirmed that it was his, as the students enrolled
for university for utilitarian purposes. This study, therefore, highlights two
contradictory perceptions of two lecturers in two different universities using the
multidisciplinary integrated teaching approach. Addressing contradictory perceptions
on multidisciplinary integrated approaches highlights the necessity for professional
development opportunities for lecturers to tally their understanding and practices of ClI
across geographical locations. Open dialogues, professional development initiatives
and collaborative efforts between lecturers, university leadership and relevant
stakeholders to ensure alignment in views and practices on multidisciplinary teaching
practices are solicited. The establishment of clear interactive channels and

opportunities for knowledge sharing and discussion can aid in bridging gaps between
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contrasting perspectives and effective educational environments across institutions.
Lecturer D’s elucidation on the reasons he altered his instructional strategies in class
highlights his flexibility in adapting to the immediate needs of his students. According
to Dewey (1966), Vygotsky (1978), and Bloom (1956), this teaching trait leads to true
learning and therefore explains why lecturer D’s students successfully met the set
learning objectives. In contrast to lecturers A and B, lecturers C and D did not find the
written summative assessments to be a major constraint as their modules tapped into

the development of writing skills. The following presents the students’ experiences

with ClI.

4.3.3 Students’ Experiences with ClI

Like their lecturers, the students asserted to have fulfilled experiences with CI. In their

FGD, the latter claimed the following:

‘Student N: We like it, I do. I like how we sat together (referring to the
literature circle activity) and dissected texts. Err, you know, | learn a lot
through this, like we discuss characters, themes, and plots from diverse
perspectives, and each one of us brings our ideas, and our research and
this helped us to understand the texts better and be able to write our
interpretations. Student K: Agree, apart from the lit circle, the mind-
mapping and journal prompts helped too. These helped us in structuring
our ideas, gaining a better understanding of the texts, of the events in
chronological order, and deriving our interpretations and these helped us
with the shark tank which | find to be very amusing. When we had to
mimic characters and get our groupmates to guess the character, | found
this interesting because it in a way tested how much we understood our
characters and got us to be in the shoes of the characters we were
studying (cut by student O) and the readers’ theatre as well (Student K),
yeah, we recreated scripts and presented them to the class. Student O:
The casting of characters, being the director, getting to practice
directions, like you know, a bit like getting the feel of what occurs
behind the stage as well, so it’s like he wanted to provide a whole
picture of things, and this for sure increased our knowledge and
understanding of not only you know acting or recreating texts but
mounting up a real scene using the technicalities. Student M: 1 like this
way of teaching too, it enhanced my writing and allowed me to develop
my ability to defend my points, practising my persuading skills which I
learned from my Public Speaking class, and mostly, the research and
on-site work. | believe this was very fruitful because I learned a lot from
the sites, from interviewing people, from research, from writing and
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rewriting drafts to make my work good (student K nodding). The
techniques we learned as well (pointing to student O), that was nice, we
learned how to mount things up, and how to create digital writing
(referring to graphic essays) which I must is still not well realised in
Mauritius. Student L: Yeah the graphic essays were interesting to do, |
enjoyed it because it's not something common...yes yes, I would love to
learn like this again (smiling), Student K: We all do actually (they
smiled and exchanged glances)’- Lecturer C’s students.

‘Student P: The class was very amusing. We enjoyed a lot, we had loads
of fun. Student R: We learned better through the different games (pause)
Student T: The games were mind-blowing, they made us learn in a fun
way and this made us want to attend the class. In the games, we learned
how to use several perspectives from several disciplines to do tasks
together, we had to use that knowledge to complete the tasks well. And
these games made us all very much into the lessons. Student S: | would
say that through the games, we don’t need to remember information
now, it is etched in our memory, and | think this is because we were
very engaged as (pointing to student T) said. We learned together how
to identify, use the right info, analyse, and sort info to win the games.
That was amusing. And the games that were done in the beginning
weeks helped us a lot to write our posters (pause) Student P: Yes, |
agree, we knew which info to add, which analysis to add, how to present
a critical analysis of the themes, the characters, the narration from
varying perspectives and then we deduce our understanding. The drama
circles work wonders too. This is where we had fun among ourselves,
we cracked some jokes (all laughing), interpreted the plays from
different angles based on our research, and created a slam. That was
super fun! Student T: we had more fun in the preparation phase than
when we were on stage. But as they said, we did not only understand
drama from drama perspectives, or literary critics, we learned it from
varying perspectives, different disciplines, different interpretations, and
different ways of seeing things, and we analysed each of them and then
together discussed our interpretation. Our interpretations as our lecturer
said, are informed...Student P: he said the same for our group project.
Personally, I believe that we were able to make informed interpretations
because of the initial weeks, the games helped us a lot in understanding
drama, we played, acted, and had fun but we learned through them.
Student S: For me, the games helped me to sort out information, to
understand the characters’ thoughts better and to develop my reactions
towards their actions. Student Q: For me, I like this way of teaching, it’s
new, it’s interesting, | feel obliged to give my full concentration, and
sometimes | daydream (all laughing) because | feel bored, sitting and
taking down notes. This way of teaching makes me active, makes me
feel interested, and | liked the games, the games kept me focused and
made me learn new ways of how interpreting happenings. | would like
to continue learning in this way and am sure they do too (they all
nodded) ...What do Sociology, Psychology, history, economics, society,
and culture say about particular themes? This connects to our real life,
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we have to same themes in reality, same to same problems, so | used my
reality knowledge as well. Combining all these different perspectives
gave me deeper insights into the themes, and the characters, and helped
me personally to understand how drama reflects my reality. We always
read that literature mirrors life, and it feels good to see how it is
reflected, how things are mirrored, and what are the solutions the
protagonist took, would | take the same or others? Student K: hmm, |
agree, it’s true. We did enjoy writing up our interpretations (smiling).’-
Lecturer D’s students.

An evaluation of lecturers’ C’s and D’s students showcases their learning
gains, contentment and satisfaction with their experiences of integrated teaching. The
interconnectedness of varying disciplines, integration between theory and practice and
the connection of in-class experiences to that of out-of-class experiences, as
propounded by the T (1989) model of Cl, permitted the students to cross-curricula
and link their learning to real-world value and eventually helped them to embrace
insan-kamil, that is, their holistic development. Students from both lecturers’ classes
demonstrated mastery of the cognitive, affective and psychomotor domains of
learning. Lecturer C’s students’ acknowledgement of ‘learning a lot’ through literature
circles wherein ‘each one of us brings our ideas, and our research and this helped us to
understand the texts better and be able to write our interpretations’ corroborates
Vygotsky’s (1978) cognitive development theory which advocates that individuals’
mental abilities are developed through collaborative and cooperative exchanges with
counterparts of the same culture. By interacting with individuals of their culture, the
students built their schemas through their received experiences from literature circles’
discussion, mind-mapping and journal prompts, which acted as scaffolds for them to
accommodate and assimilate complex knowledge, particularly acting, recreating and
writing informed arguments and interpretations of varying genres. The scaffolded
activities hindered contradictions and inconsistencies in the students’ existing
knowledge structures, therefore creating an equilibrium in their schemas while they
progressed to their next cognitive stage of development. Social interaction, as
highlighted by Vygotsky (1978), thus proves to facilitate students’ cognitive
development. Moreover, the latter claimed to have enjoyed the knowledge application
parts wherein their immersion in fieldwork’s investigation as well as in-class tasks
like the readers’ theatre, shark tank and debating made them develop tacit knowledge

alongside generic and technical skills. Interestingly, besides the brought-in
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interdisciplinary knowledge of lecturer C, CI proves to allow students to bring in
expertise they found relevant from their experiences. Eventually, student M used his
knowledge and skills to persuade his counterparts from his Public Speaking class
while debating his points. This exemplifies learning as a unified entity, in contrast to
being fragmented. CI can be said to permit knowledge, skills and experiences to
transcend disciplinary divides, and this type of teaching, as affirmed by the IIIT’s
(1958) model of CI equips students with both cross-curricular theoretical and applied
knowledge; competencies which are required by both the existing local and
international markets. Furthermore, the students expressed their happiness in creating
their graphic essays since digital writing is ‘not common in Mauritius’, demonstrating
their desire to bring innovation to the field of creative writing, traits which the World
Employment Forum (2022) listed as crucial for the future of work. Like lecturers A’s
and B’s students, lecturer C’s students agreed to continue working with this teaching

style.

Moving to lecturer D’s students, the latter had positive experiences with
understanding drama from multidisciplinary areas through play. Inherently engaging
and enjoyable, the games proved to enhance the students’ motivation, memory
retention, understanding and positive emotional experience while allowing them to
apply their multidisciplinary knowledge and skills in practical situations. This finding
aligns with research conducted by Dervin et al (2020), Hwang et al (2021), Kolb and
Kolb (2019), and Mayer et al (2019), who equally found direct learning experiences to
promote a higher level of engagement, motivation, knowledge retention, and
emotional well-being among students. The application of multidisciplinary knowledge
to solve the games bridges the gap between theory and practice. Such types of
activities have been proven by Hwang et al’s (2021) research and Liu et al’s (2020)
meta-analysis as most effective for preparing students for real-world challenges and
improving their problem-solving abilities, therefore, significantly increasing students’
employability and readiness for the workforce. As lecturer C, lecturer D set games for
the preliminary weeks and acted as scaffolds for their students to master the lower
cognitive level of Bloom’s (1956) taxonomy, which is ‘identifying’, ‘understanding’,
and ‘sorting out relevant information’. The mastery of the lower level of the taxonomy

struck a balance among the students’ adaptation, assimilation and accommodation
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processes of new complex knowledge, that is, analyzing, writing informed
interpretations from varying disciplinary lenses and creating a slam. For a second
time, this study proves that the mastery of the lower cognitive levels is imperative for
the mastery of the higher levels of cognition. Additionally, the students affirmed to
have found the learning processes as ‘fun’, ‘amazing’, ‘interesting’, ‘engaging’,
‘active’ and ‘kept focused” which apart from giving them enjoyable learning
experiences, fueled their intrinsic motivation which could be seen through their
display of positive behaviours, creativity and innovation and social interaction. Their
enjoyment of learning also includes the fact of them exploring knowledge from
diverse disciplines before reaching ‘informed’ interpretations. By and by, the students,
in their assertions, refer to ‘together’ while delineating their successful completion of
tasks, particularly while solving the games, mounting the slam, discussing plays in
drama circles or writing their projects. According to Vygotsky (1978), collaborative
learning environments which solicit students to be involved in social speech,
negotiation and joint problem-solving boost cognitive development by internalizing
knowledge, regulating thinking and developing social and communicative skills, thus,
allowing the latter to transform external speech into internal thought processes
wherein they can self-guide, self-regulate and problem-solve. Consequently, this type
of teaching proves not solely to create knowledgeable individuals with twenty-first-
century skills but also with positive behaviours which are in-demand traits by both the

Mauritian and global markets. The following concludes the study.
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CHAPTER FIVE

EPILOGUE

5.1 CONCLUSION

This section encapsulates the unveiled findings received from this study. The primary
purpose of this study was to assess the effectiveness of CI in balancing knowledge and
doing in higher education to meet market demands. The key research questions were:
(1) How does ClI influence the development of twenty-first-century skills in students?
(2) What are the comparative impacts of different integrated teaching approaches on
students' learning outcomes? It lays down the theoretical, practical, pedagogical and
methodological contributions of the study followed by its limitations. It closes with
the implications for practice and future research. Chapter 5 concludes this research
study by reiterating the importance of integrating theoretical and practical knowledge
through CI.

5.2 SUMMARY OF FINDINGS

The goal of this study is to assess the effectiveness of CI in balancing knowledge and
doing in HE to meet market demands. This comparative qualitative study gathered
data from two research sites notably the integrated teaching approaches at UOM and
the integrated teaching approaches at UOH using inductive comparative case-based
techniques for fourteen weeks, that is, a semester-long. The comparative analysis was
performed in adherence to Creswell’s (2013) data analysis steps. The findings from
both research sites(UOM and UOH) support the hypothesis that Cl enhances twenty-
first-century skills. However, some crucial limitations were noted, such as limited

generalizability due to the specific cultural context of the study sites:
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1. Integrated Teaching Approaches at UOM

This research studied two modules namely ‘The Instructional Design and Multimedia’
and ‘Historical and Philosophical Foundations of Malaysian Education’ at the UOM.
If the ‘Instructional Design and Multimedia course followed the interdisciplinary
integrated approach, the ‘Historical and Philosophical Foundations of Malaysian
Education’ opted for the multidisciplinary integrated approach. Both integrated
modules were positively accommodated by the research subjects, were designed using
Bloom’s (1956) taxonomy and defied Piaget’s (1960) argument about age being a
significant factor in determining which cognitive stage development individuals found
themselves in. In the beginning weeks, the students, despite being above the age of
18, were able to tackle tasks in the second and third cognitive operational stages only,
while according to Piaget (1960), based on their age, they should be in the fourth
cognitive operational stage. The researcher noted an unexpected finding that cognitive
development was not strictly age-dependent, which was a significant departure from
Piaget’s (1960) theory. This observation underscores the influence of sociocultural
factors on learning, as emphasized by Vygotsky (1978). Hence, this study proves that
social interactions, rather than age, are crucial in determining cognitive development
phases in individuals. Moreover, the planned integrated lessons of both modules in the
PDSA stage 1 cycle adopted a slightly diversified route in class with the addition of
content to ease students’ understanding. Lecturer A broke down convoluted topics into
smaller units and lecturer B resorted to the addition of Islamic content to simplify
complexity. Logical factors, time constraints, exhaustion, end-minute class allocation,
constant reviewing of lesson plans, unaligned assessments and university rigid rules

were the commonly identified challenges by both lecturers throughout the research.

In the ‘Instructional Design and Multimedia’ course, the interdisciplinary
teaching approach made the students apply their learned theoretical knowledge,
demonstrating not just understanding but also evaluation and synthesis, which are
Bloom’s highest cognitive levels. This critical reasoning and problem-solving
capability are crucial for leadership roles and addressing societal challenges, as
highlighted by Johnson (2020). According to lecturer A and professional A, the
students’ active engagement in the learning processes and their successful completion

of tasks in their entirety demonstrated their mastery of knowledge application
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alongside that of the twenty-first-century skills; competencies which are imperatively
sought in employees by the Malaysian and global markets. The students were
successful in drawing from connected disciplines to address cognitive tasks which
turned them into reflective practitioners reflecting on which theoretical aspects
worked or failed in practice, and what could be implemented to complete the tasks
successfully in their entirety. Their engagement in praxis fueled their cognitive
development, particularly their critical reasoning, creativity and problem-solving.
Professional A asserted that the students’ tasks were fit to be used in the workforce,
portraying the latter’s readiness to join the field. CI can therefore be said to have

prepared lecturer A’s students with the in-demand markets’ requirements.

The addition of Islamic content to ease students’ comprehension in ‘The
Historical and Philosophical Foundations of Malaysian Education’ multidisciplinary
module endorses Vygotsky’s (1978) sociocultural theory which argues that learning is
inherently dependent on culture which influences what and how students think, thus,
implicating the consideration of the effects of culture on learning processes and
environments. Though lecturer B acknowledged welcoming the multidisciplinary
integrated teaching and its strengths in preparing her students to score good grades,
she made it clear that transcending disciplinary divides to help her students meet the
market’s demands was not her responsibility as a lecturer. According to her, her job as
a lecturer is to only transfer ‘rudimentary knowledge’ to her students. Her assertions
contradict significant HE policies namely the Malaysian Education Blueprint (2021-
2025), and the Ministry of HE (2023) which urge lecturers to equip students with
industry knowledge and mitigate gaps between university and market demands. A
perusal of the aforementioned HE policies presents graduate work readiness as a core
criterion for university. Further, lecturer B appeared to have failed to master the
definition of multidisciplinary teaching as she merely delineated the theories from
varying disciplinary areas in a non-unifying framework. By allowing her students to
discern how to connect the different disciplinary perspectives in a unified whole,
lecturer B could be said to have left her students unattended in their ZPDS wherein
they experienced cognitive disequilibrium. Except for student F who felt compelled to
research how to connect the varying perspectives, lecturer B’s failure in connecting

the multiple viewpoints befogged her remaining students who experienced difficulties
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in relating the varying disciplinary lenses in their work, a remark which was also
highlighted by professional B. Nevertheless, the students admitted to having enjoyed
the multidisciplinary integrated knowledge application processes wherein through
authentic learning activities they derived comprehensive understanding, developed
collaboration, creativity and deeper skills of evaluation, that is, thinking critically
beyond the conventional boundaries to address the achievability of different aspects of
theories and policies in reality. Although professional B stated that the students could
not present their critical arguments in a unifying framework, he affirmed their mastery
of twenty-first-century skills and ability to employ a combination of complex
expertise, particularly to critically comment on the application of the studied theories
in practice through different logical and methodological approaches while dealing
with a variety of disciplinary perspectives. Hence, by balancing knowledge and doing,
the multidisciplinary teaching practices employed by lecturer B, though failing to
connect the diverse disciplines as a whole, can be said to equip her students with the

in-demand employability skills, as attested by professional B.

2. Integrated Teaching Approaches at UOH

Adhered to Bloom’s (1956) taxonomy, both studied courses notably, ‘Introduction to
Creative Writing” and ‘Understanding Drama’ at the UOH were happily received by
both lecturer C and D and their students. The first eight weeks of the course
‘Introduction to Creative Writing’ were taught using the interdisciplinary approach
and the remaining weeks were taught using the transdisciplinary approach. Contrarily,
the ‘Understanding Drama’ course was instructed using the multidisciplinary
approach for the whole of the fourteen weeks. An examination of the set activities in
both studied courses revealed that both lecturers C and D began with cognitive
activities tallying with Piaget’s (1960) preoperational stage with gradual progression
towards concrete and formal operational thinking. For a second time, this study proves
that age is not a determining factor as to which cognitive operational stage one must

belong to.
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In the ‘Introduction to Creative Writing’ course, lecturer C balanced
knowledge with doing through simulated work activities and field trips. The students
affirmed having fulfilling learning experiences with both the interdisciplinary and
transdisciplinary integrated teaching approaches within which they were successful in
adapting, accommodating and assimilating new knowledge in their mental repertoire.
The activities were set up one stage above the other, thus, they were differentiated and
acted as scaffolds for students to master convoluted knowledge in their ZPDs and
strike a balance between the latter’s mental schemas and their environments. The
knowledge application phase highlighted the students’ strong engagement in higher-
order functioning wherein the emphasis was attaining Bloom’s (1956) highest
cognitive level. Eventually, besides applying knowledge, the students demonstrated
engagement with analyzing, synthesizing and evaluating the newly stored knowledge.
This was reflected in their demonstrated ability to act, discuss and negotiate meanings
and create informed arguments across various genres incorporating varying
disciplinary perspectives in connection with real-life experiences. According to
professional C, the set activities in and out of class prepared the students for work as
they showed mastery of the required knowledge, skills, and positive behaviours to join
the creative writing industry. Consequently, both the interdisciplinary and
transdisciplinary approaches prove to prepare lecturer C’s students for work. Like
lecturers A and B, lecturer C affirmed that integrated teaching is time-consuming and
tiring to prepare and would require additional support from the university such as
bringing staff from relevant disciplines together to concoct integrated modules or the

hiring of an assistant to share the workload with.

Unlike the above three modules, the ‘Understanding Drama’ course employed
game activities for the initial three weeks to actively engage students by, in and with
the multidisciplinary aspects of learning. The games proved to improve the students’
motivation, knowledge retention, comprehension, and emotional experiences in their
application of multidisciplinary knowledge to win the games. Acknowledged by the
students themselves, the games acted as scaffolds for them to better comprehend
drama, that is, assisting them to identify, organise and sort relevant information which
aided them in the subsequent weeks to analyse, evaluate, create, and recreate plays.

This finding reveals that the mastery of the lower faculty of Bloom’s (1956) taxonomy
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influences the mastery of its higher levels and at the same time sheds light on the
students’ involvement with twenty-first-century skills. The set activities for the
subsequent weeks proved to unleash the students’ critical minds, creativity, problem-
solving and collaborative skills by permitting them to engage in intellectual freedom,
that is, sharing, discussing, dissecting, negotiating, evaluating and recreating explored
texts across varying disciplines. According to professional D, the multidisciplinary
teaching approach of this module prepared the students for the position of
screenwriters as their written assignments, dialogues, and projects, apart from
comprising minute details that facilitated visual imageries, reflected both in-demand
employability skills and technical expertise in media production. The displayed
expertise by the students, from the viewpoint of professional D, is what he trained
interns for and he even admitted to having learned new media techniques from the
students, highlighting the significance of the latter’s engagement in intellectual
freedom. Therefore, it is proven that the multidisciplinary integrated approach can
effectively prepare students for work. Further, like the above lecturers, lecturer D
underpinned integrated teaching practices as tiring but he added that it was his job and
responsibility to use the time allocated to him for preparing modules wisely. He

expressed his interest in trying the other types of integration in his upcoming classes.

Overall, this study demonstrates that Cl is effective in balancing knowledge
and doing to meet market demands. These findings are significant as they support
existing literature on the benefits of integrated learning approaches (Smith, 2018) and
highlight the potential of CI to equip students with essential twenty-first-century
skills, thereby addressing critical gaps between higher education and workforce

requirements. Below exemplify the achieved objectives of this study:
\=Agree

X= Disagree
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Table 5.1 The study’s achieved objectives

Cl balanced Cl develobed twenty- Cl was Cl was positively
knowledge f_p y positively | received by students
. . irst- . L
Modules with doing to . received and willing to
century/employability ) ) .
meet market s by continue with this
skills in learners. .
demands. lecturers. | teaching approach.
Introduction to
Multimedia and \ \ \ \
Design.
The Historical and
Philosophical
Foundations of \ \ X \
Malaysian
Education.
Introduction to
Creative Writing. v v v v
Understanding
Drama. v v v v
Table 5.2 Lecturers’ standpoints
Statements Lecturer A | Lecturer B | Lecturer C | Lecturer D
Effectiveness of CI in balancing
knowledge with doing. v v v v
Effectiveness of CI in developing
twenty-first century/employability skills N N N N
in students.
The willingness of lecturers to transcend | Agreed with Agreed with
diSCip“nary divides in the future. conditions. X conditions. \/
The ability of CI to close gaps between
university and market demands. v v v v
Integrating the curriculum to prepare
students for work is my responsibility. v X v v
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Table 5.3 Professionals’ Standpoints

Statements

Professional A

Professional B

Professional C

Professional D

The ability of CI to equip
students with theoretical and
practical knowledge.

The ability of CI to help
students master twenty-first-
century/employability skills.

The ability of CI to produce
graduates' work readiness.

The ability of CI to cultivate
the market’s expected positive
behaviours in students.

Table 5.4 The challenges encountered by lecturers

Time Heavy workload / University Continue with CI
Lecturers : ) Assessments L .
constraints Preparation traditional rules. | against all odds.
Agreed with
A v v v v conditions.
B v v v v X
C N N X X Agree_d_ with
conditions.
D X \ X X \

Table 5.5 Unexpected Findings

1. Cognitive ability is not determined by age, but developed through social

exchanges, collaborative exercises, and constructive learning processes.

with doing.

2. CI helps students develop technical, job-specific skills by balancing knowledge

3. Clinstills market-desired positive behaviours in students.

The following presents the contributions of this study to literature.
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5.3 CONTRIBUTIONS OF THIS STUDY

The findings of this study have theoretically, practically, pedagogically and
methodologically contributed to existing literature. Each of their contributions is

explicitly elucidated below:

1. Theoretical Contribution

This study defines Cl as a teaching approach that involves the intentional and
systematic blending of various related disciplinary areas to create cohesive,
interconnected learning experiences for students. Integrated units are designed to
encourage deeper comprehension, twenty-first-century/employability skills and
meaningful connections. CI can take three forms notably thematic, interdisciplinary
and multidisciplinary strategies. To clear confusion between multidisciplinary and
interdisciplinary, two terms that are often misunderstood or interchangeably used for
each other in literature, this study highlights the demarcations between them. The
multidisciplinary integrated approach refers to the connection of varied drawn
knowledge and skills in studying academic topics while the interdisciplinary
integrated approach evaluates, synthesises and coordinates content across disciplines
in a methodically lucid whole. Further, based on the analysed findings, this study
defines CI as an end-product as a representation of a comprehensive and unifying
educational framework that prepares students for twenty-first-century/employability
skills while fostering their understanding of the interconnected nature of knowledge
and their surrounding environment. The established definitions are meant to cast away
uncertainties revolving around the varying interpretations of Cl as an approach and
end product. Moreover, this study proves the effectiveness of constructivist teaching
approaches, Bloom’s (1956) taxonomy, the PDSA cycle (Deming, 1950) and the
IIT’s (1989) model as relevant to the designing, implementation and outcome of

integrated curricula.
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2. Practical and Pedagogical Contribution

This study underscores ClI's numerous practical and pedagogical contributions to
enhance teaching and learning experiences. Making learning relevant to students’
reality, developing students’ higher-order thinking faculties namely problem-solving,
logical reasoning, creativity and innovation across varied related disciplinary areas
leading to a more holistic comprehension of topics, fostering students’ learning
interest, motivation, cultural competence and empathy through the exploration of
multiple perspectives and worldviews and preparing the latter to meet existing market
demands are the key contributions of CI to pedagogy. Drawing from these findings, it
can be said that CI contributes to a more meaningful, interactive and efficient
educational experience that prepares students to thrive, personally and professionally,

in the existing interconnected and complex world.

3. Methodological Contribution

This study employs a comparative multiple-case study design to collect empirical
evidence. The gathered qualitative findings contribute significantly to the literature on
ClI by giving rich, comprehensive, contextually situated viewpoints into the complex
multi, inter, and trans-disciplinary learning processes, hence, contributing to the
ongoing furtherance of the aforementioned integrated practices. Also, the findings can
aid academics in meaningfully designing and delivering integrated teaching units that
foster cohesive connections across disciplines. Since the majority of available research
on ClI in existing literature adheres to the quantitative research paradigm, this study
systematically scrutinizes qualitative data before generating findings that emerge from
the data itself. Therefore, the adopted qualitative approach of this study can be stated
to underscore nuanced insights on the operations, mechanisms and upshots of CI
based on empirical evidence while closing the gap of the scant availability of
qualitative findings on CI. The findings can serve as references for academics in the

field willing to extend the scope of this study.

The following presents the limitations of the study.
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5.4 LIMITATIONS OF THE STUDY

Despite proactive steps such as the provision of a leaflet comprising the definition of
ClI alongside that of its three types that this study adheres to, preceded by a verbal
elucidation of the same in unambiguous English to the lecturers, lecturer B failed in
connecting the diverse introduced disciplinary perspectives in her multidisciplinary
teaching. Her failure to master the definition of the multidisciplinary approach
provided incomplete data, thus, compromising the quality and validity of the gathered
data in her case while restraining the depth and breadth of data obtained from the
research. This led the researcher not to lay hands on significant nuances and insights

related to the studied topic.

Moreover, although the study adopted the PDSA cycle to plan and implement
integrated lessons at the UOM and the UOH because the cycle has been evidenced to
be practically effective in any disciplinary sphere and for the successful
implementation of innovative changes across educational landscapes (Lewis, 2015;
OECD Future of Education and Skills 2030, 2018), its findings are context-specific
and are impacted by cultural norms and institutional structures which may not appear
in other geographical locations. This restrained the transferability and applicability of
the study’s findings to larger populations and other geographical sites which may

elicit different sets of data. The following presents the implications for practice.

5.5 IMPLICATIONS FOR PRACTICE

Based on the findings received, this dissertation has implications for practice for
concerned subjects who hold key positions in planning, implementing and evaluating

university courses.

To begin with, to address the gap between university curricula and market
demands, it is implicated that university administrators integrate interdisciplinary and
transdisciplinary approaches into their programs. Employers and policy-makers

should collaborate with educational institutions to ensure that graduates possess the
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required skills. Additionally, future research should explore the long-term impacts of

Cl on career success.

Since the lecturers in this study identified resource allocation as a hurdle to
integrating lessons, this study implicates the need for university stakeholders to
provide resources notably cross-curricula research initiatives, collaboration among
staff within and across faculties, and administrative, technological and funding
support services to ease the processes and implementation of CI in HE. Collaboration
across faculties and programs can hinder universities from having duplicated modules

while maximizing staff competency and the university’s resources.

Moreover, this study showcases that Cl requires strategic development of
academic courses. It therefore implicates university program developers to calibrate
universities’ aims, visions and priorities with HE policies, accreditation standards and
market demands. Lecturers’ and employers’ viewpoints are also solicited to be catered
in for the structuring of multi-, inter- and trans-disciplinary integrated units to promote
shared goals of integrated teaching and learning practices and academic
accomplishments and ensure the relevancy of the designed courses to the existing
market demands. The planned courses should be susceptible to changes notably in
incorporating emerging trends or digital evolution in society. That is, integrated

lessons should have a flexible and compliant nature.

Furthermore, the planning and implementation phases of Cl, as highlighted by
this study, mark a cultural shift at universities. Training lecturers with the right
knowledge, expertise and demeanours to embrace this change positively is crucial as
they are key actors in planning integrated lessons, particularly writing learning
objectives that tap into varied related disciplines, choosing the most appropriate in-
class materials, setting up cross-curricula diagnostic, formative and summative
assessments while using hands-on teaching strategies. The training should be ongoing
and also familiarise lecturers with the different constructivist pedagogical strategies
that they can employ to teach integrated lessons alongside the varied assessments and
evaluation methods which involve how to appraise students’ learning across various

disciplines through authentic exercises mirroring reality or job-simulated ones.

158



Lastly, this study proves that CI can equip students with twenty-first-
century/employability skills notably problem-solving, logical reasoning, creativity,
innovation, negotiation, collaboration, digital, interpersonal and respect. Since these
transferable skills are in demand by existing employers across the globe, it can be said
that CI prepares students to thrive in rapidly evolving job markets. Positioning market
demands with in-class integrated units on the same footing aids students in having a
steady transition from university to the workplace. This is why this dissertation

implicates the use of Cl in HE to meet market demands.

The following presents implications for future research.

5.6 IMPLICATIONS FOR FUTURE RESEARCH

This study has implications for future research on pedagogy and integrated studies.
Future research should compare the effectiveness of interdisciplinary,
multidisciplinary, and transdisciplinary approaches on students' academic performance
and employability. New doctoral students could explore topics such as the impact of
Cl on different cultural contexts or the role of technology in integrated teaching

methods.

Research can also examine the extent to which lecturers’ ongoing professional
development and training prepare them to corroborate Cl and implement it in their
practices. Additionally, the university’s support in terms of infrastructure, resources,
funding and manpower in promoting CI is a research area to be explored. The cultural
and organizational hurdles can be underscored followed by empirically tested

propositions to overcome them.

Further, studies can focus on the planning of well-grounded, vigorous and
reliable assessment and evaluation tools to gauge learning objectives and outcomes,
the successful implementation of integrated lessons alongside the impact of CI on

students’ academic attainment and employability.
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Lastly, longitudinal research can scrutinise the longstanding and feasible
impacts of Cl in HE to meet market demands. The career paths of graduates through
integrated programmes can be trailed to analyse their professional ascendancies,
contributions to their sphere and involvements with integrated practices at work.

Addressing these points can contribute to the advancement of educational theory and

practice.
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APPENDIX A

INFORMED CONSENT FORM FOR: THIRD YEAR
UNDERGRADUATES IN EDUCATION

Informed Consent Form for: Third Year Undergraduates in Education
Title of Research:

Curriculum Integration in Higher Education: Transcending Disciplinary Divides to
meet Market Demands.

Principal Investigator, Affiliations, and Contact Information:
Miss Shaima B. Illahibaccus-Sona.
Doctoral candidate at International Islamic University

shaima.illahibaccus@agmail.com

Institutional Contact:
International Islamic University,
Faculty of Curriculum Instructions and Design,

Gombak, Selangor, Malaysia.

A. Introduction and Purpose of the Study

This informed consent is for third year undergraduates in Education at the University
of Hamlet and Macbeth, whose permission, I, Miss Illahibaccus, S, doctoral candidate
at the International Islamic University, Malaysia, am seeking to be part of research at
your respective university. Both your Chancellor and lecturer have given consents to
undertake this study. I am now seeking yours. As you must certainly be cognizant of,
university education in the twenty-first century, is lambasted for imparting
fragmented, habitual, and dated knowledge to students like you who, at the workplace,
are facing numerous documented hurdles. This statement, as you may be informed, is
seconded by various recent research published in the literature as well as informal
exchanges by concerned subjects on social networking sites and debates in written and
verbal press. Consequently, this study, has as purpose to integrate curriculum, that is
transcending disciplinary divides to see if this strategy helps you in meeting markets’
demands.
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B. Description of Research

Once the permission of your institution, your academics, and yours are received,
alongside your counterparts who agreed to be part of research, you will then be
needed to participate in an integrated teaching class for two months where your
lecturer will teach you topics of his choice using the integrative methods, that is,
teaching you a topic in its entirety. For example, to teach you the topic of ‘Gender in
Education’, your lecturer may draw information from the field of Sociology, History,
Biology, English, Mathematics, Information Technology, Economics, and many more.
After this stage, alongside your counterparts, you will be required to participate in a
focus group discussion which will be about your experiences with integrative teaching
and learning.

C. Potential Benefits

This study will provide you with the opportunity to grasp topics in their entireties,
rather than in bits and pieces and tap into the development of your expertise in dealing
with issues from informed perspectives. As you are aware, real life issues do not come
in fragments, but as a whole.

D. Ethics

Participation in this study is voluntary, that is, at any point in research, you may
revoke consents without giving any reasons or facing any penalties. The identity of
your institution and yours will be kept hidden and pseudonyms will instead be
employed. Personal identifiers will be removed from all gathered data including the
sound recorded focus group discussion which will be transcribed, coded, and stored in
encrypted files in password protected folders, divulged to none, and destroyed post
research. Confidentiality and anonymity will be maintained throughout research.

E. Authorisation

By signing this form, you agree that your provided data can be presented as findings
in this study and in presentations, and can be used for publication. Signing this form
also entails that you agree with the research procedures explained above and willingly
consent to be part of this study.
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I voluntarily agree to participate in this research program

O Yes

O Ne
I understand that I will be given a copy of this signed Consent Form.

Name of Participant (print):

Signature: Date:

Name of Witness (print):

Signature: Date:

Person Obtaining Consent:

Signature: Date:
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APPENDIX B

INFORMED CONSENT FORM FOR: UNIVERSITY CHANCELLOR

[Informed Consent Form for: University Chancellor (s)]
Title of Research:

Curriculum Integration in Higher Education: Transcending Disciplinary Divides to
meet Market Exigencies.

Principal Investigator, Affiliations, and Contact Information:
Miss Shaima B. Illahibaccus-Sona.
Doctoral candidate at International Islamic University

shaima.illahibaccus@amail.com

Institutional Contact:
International Islamic University,
Faculty of Curriculum Instructions and Design,

Gombak, Selangor, Malaysia.

A. Introduction and Purpose of the Study

This informed consent is for chancellor (s) at the University of Hamlet and Macbeth,
whose permission, I, Miss Illahibaccus, S, doctoral candidate at the International
Islamic University, Malaysia, am seeking to conduct research at your respective
university. As you must certainly be cognizant of, university education in the twenty-
first century, is lambasted for imparting fragmented, habitual, and dated knowledge to
students who, at the workplace, are facing numerous documented hurdles. This
statement, as you may be informed, is seconded by various recent research published
in the literature as well as informal exchanges by concerned subjects on social
networking sites and debates in written and verbal press. Consequently, this study, has
as purpose to integrate curriculum, that is transcending disciplinary divides to see if
this strategy aids students in meeting markets’ demands.
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B. Description of Research

After receiving your permission, | intend to seek permission from one academic and
his/her ten final year undergraduates in Education to participate in research. Once
gaining the green light, I will request the academic to teach topics for a duration of
two months to the ten students using the integrative approach; that is, they will be
required to create authentic activities that allow students to individually complete
tasks mirroring those at the workplace. A professional will be solicited to evaluate the
students’ performance. After this stage, an interview will be conducted with the
academic and the professional while the ten students will be required to participate in
a focus group discussion which will be about their teaching and learning experiences
with the integration of curriculum. Prior research, the academic will be explicitly
explained about curriculum integration, what it is all about, and its different types. A
leaflet consisting of these information will be attached to this and their informed
consent forms.

C. Potential Benefits

Subjects participating in this study, be it academic or students, are likely to develop a
thorough understanding of how topics from one module could be taught and learned
as a whole, by drawing from various connected disciplines. For example, to teach the
students quantitative data analysis, the academic can draw from Mathematics
(Calculations), English (Reporting), Information Technology (Computing), Sociology
(Empathy), and many more. In this regards, the academic gets the opportunity to teach
topics as a whole to students who in turn get fruitful teaching and learning experiences
of comprehending the topic in its entirety, rather than in fragments. As the adage says,
real world problems do not come in pieces, but as a whole.

D. Ethics

Participation in this study is voluntary, that is, at any point in research, your
institution, and the involved subjects may revoke consents without giving any reasons
or facing any penalties. Instead of the institution’s and subjects’ name, pseudonyms
will be assigned. Personal identifiers will be removed from all gathered data including
the sound recorded interviews and focus group discussion which will be transcribed,
coded, and stored in encrypted files in password protected folders, divulged to none,
and destroyed post research. Confidentiality and anonymity will be maintained
throughout research.
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E. Authorisation

By signing this form, you agree that your provided data can be presented as findings
in this study and in presentations, and can be used for publication. Signing this form
also entails that you agree with the research procedures explained above and willingly
consent for your institution to be part of this study.

I voluntarily agree to participate in this research program

O Yes
O No

I understand that I will be given a copy of this signed Consent Form.

Name of Participant (print):

Signature: Date:

Name of Witness (print):

Signature: Date:

Person Obtaining Consent:

Signature: Date:
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APPENDIX C

INFORMED CONSENT FORM FOR UNIVERSITY LECTURERS
IN EDUCATION

Informed Consent Form for University Lecturers in Education
Title of Research:

Curriculum Integration in Higher Education: Transcending Disciplinary Divides to
Meet Market Exigencies.

Principal Investigator, Affiliations, and Contact Information:
Miss Shaima B. Illahibaccus-Sona.
Doctoral candidate at International Islamic University

shaima.illahibaccus@agmail.com

Institutional Contact:
International Islamic University,
Faculty of Curriculum Instructions and Design,

Gombak, Selangor, Malaysia.

A. Introduction and Purpose of the Study

This informed consent is for academic (s) at the University of Hamlet and Macbeth,
whose permission, I, Miss Illahibaccus, S, doctoral candidate at the International
Islamic University, Malaysia, am seeking to be part of research at your respective
university. The Chancellor at your university has given his/her positive consent. As
you must certainly be cognizant of, university education in the twenty-first century, is
lambasted for imparting fragmented, habitual, and dated knowledge to students who,
at the workplace, are facing numerous documented hurdles. This statement, as you
may be informed, is seconded by various recent research published in the literature as
well as informal exchanges by concerned subjects on social networking sites and
debates in written and verbal press. Consequently, this study, has as purpose to
integrate curriculum, that is transcending disciplinary divides to see if this strategy
aids students in meeting markets’ demands.
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B. Description of Research

After receiving the permission of your institution and yours, | intend to seek that of
ten of your final year students in Education. You will then be needed to teach topics of
your choice for two months to the ten students using the integrative approach; that is,
you will be required to create authentic activities that allow students to individually
complete tasks mirroring those at the workplace. You will also be requested to hand in
your integrated lesson plans for analysis. A professional will be solicited to evaluate
the students’ performance. After this stage, you will be interviewed about your
professional experiences in teaching integrated lessons. Prior research, you will be
explicitly explained about curriculum integration, what it is all about, and its different
types. A leaflet consisting of these information will be attached to this and their
informed consent forms.

C. Potential Benefits

This study will provide you with the opportunity to teach students using the integrated
approach and develop and hone your skills in teaching topics in its entirety. Indirectly,
this study will contribute to your professional growth.

D. Ethics

Participation in this study is voluntary, that is, at any point in research, you may
revoke consents without giving any reasons or facing any penalties. Instead of the
institution’s, students’ and your name, pseudonyms will be assigned. Personal
identifiers will be removed from all gathered data including the sound recorded
interviews and focus group discussion which will be transcribed, coded, and stored in
encrypted files in password protected folders, divulged to none, and destroyed post
research. Confidentiality and anonymity will be maintained throughout research.

E. Authorisation

By signing this form, you agree that your provided data can be presented as findings
in this study and in presentations, and can be used for publication. Signing this form
also entails that you agree with the research procedures explained above and willingly
consent to be part of this study.
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I voluntarily agree to participate in this research program

J Yes

0 No

I understand that | will be given a copy of this signed Consent Form.

Name of Participant (print):

Signature: Date:

Name of Witness (print):

Signature: Date:

Person Obtaining Consent:

Signature: Date:
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APPENDIX D

INFORMED CONSENT FORM FOR: PROFESSIONALS IN
EDUCATION

Informed Consent Form for: Professionals in Education
Title of Research:

Curriculum Integration in Higher Education: Transcending Disciplinary Divides to
meet Market Exigencies.

Principal Investigator, Affiliations, and Contact Information:
Miss Shaima B. Illahibaccus-Sona.
Doctoral candidate at International Islamic University

shaima.illahibaccus@agmail.com

Institutional Contact:
International Islamic University,
Faculty of Curriculum Instructions and Design,

Gombak, Selangor, Malaysia.

A. Introduction and Purpose of the Study

This informed consent is for professional (s) whose permission, I, Miss Illahibaccus,
S, doctoral candidate at the International Islamic University, Malaysia, am seeking to
participate in research. As you must certainly be cognizant of, professionals at the
workplace, as recent research and written and spoken medias highlighted, are
constantly being pilloried for not meeting up market’s demands. Their university
education is censured for failing to prepare them with the right knowledge and skills
for the world of work. Consequently, this study, has as purpose, to integrate
curriculum, that is, blurring disciplinary divides to teach subjects in their entireties,
rather than in isolations.

189


mailto:shaima.illahibaccus@gmail.com

B. Description of Research

Academics will be required to teach integrated lessons for a period of two months to
ten final year undergraduates of Education and at the end of which, the academics will
set up tasks related to work and you will be requested to assess students’ performances
on those tasks. You can assign them grades or write remarks and your evaluation of
them will be further discussed in an interview with me post this stage.

C. Potential Benefits

This study will provide you the opportunity to apply your professional skills and
aptitudes in evaluating final year undergraduates’ performances in Education.

D. Ethics

Participation in this study is voluntary, that is, at any point in research, you may
revoke consents without giving any reasons or facing any penalties. Your identity will
be kept hidden and pseudonyms will be assigned instead. Any personal identifiers will
be removed in the gathered data including your sound recorded interview and be
transcribed, coded, and stored in encrypted files in password protected folders
divulged to none, and destroyed post research. Confidentiality and anonymity will be
maintained throughout research.

E. Authorisation

By signing this form, you agree that your provided data can be presented as findings
in this study and in presentations, and can be used for publication. Signing this form
also entails that you agree with the research procedures explained above and willingly
consent to be part of this study.
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I voluntarily agree to participate in this research program
O Yes

0 No
I understand that I will be given a copy of this signed Consent Form.

Name of Participant (print):

Signature: Date:
Name of Witness (print):
Signature: Date:

Person Obtaining Consent:

Signature: Date:
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APPENDIX E

LEAFLET: INTRODUCING CI

What is Curriculum Integration?

Curriculum Integration is commonly referred to as topics which are taught as a
whole; that is, the examination of topics is not restricted to a particular discipline but
draws knowledge from various other disciplines to have an informed understanding/

to understand a topic in their entirety.
- Curriculum Integration transcends disciplinary divides.

- There are three types of Curriculum Integration: (I) Multidisciplinary (drawing
from several academic disciplines to teach a topic through divergent angles and
focusing on connecting the diverse explored perspectives (1), Interdisciplinary
(establishing, harmonizing and synchronising connections across disciplines in a
coordinated and coherent manner) and (111) Transdisciplinary (learning areas are
embedded in a real-life context, treating disciplines as socially constructed
structures. Learning focusses on what students need to know to solve prevailing

issues in their reality).

Teaching strategies: Student-Centered, Constructivist, Experiential, Job-simulated

ones.
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APPENDIX F

FOCUS GROUP DISCUSSION

Focus Group Discussion for Final Year Undergraduates in Education
1. Tell me about your experiences with curriculum integration.
- Did you enjoy the lessons? What did you like about it?

- Has this teaching and learning type helped you to gain a unified

perspective of explored topics?

- Has this teaching and learning type helped you apply theoretical
knowledge in practice? What did you learn from this process?

2. What are the benefits of such teaching and learning type?

- Have you noticed changes in your academic performance and individual

growth?

3. What type of skills have you developed so far? Skills like problem-solving,

meaning-making, ...
4. What are the challenges you encountered along the way?

5. Would you like to embrace curriculum integration at University, that is, continue

learning through this teaching and learning type? Why?

6. Do you think that this teaching and learning type prepares you better for work? In

what aspects, specifically?
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APPENDIX G

ACADEMICS’ INTERVIEW QUESTIONS

. Tell me about your experiences with Curriculum Integration.
. What are the plus points of this short journey with curriculum integration?
. What are the challenges you encounter along the way?

. Did your students enjoy the lessons? Was there a change in their academic
performance and individual growth?

. What about their mastery of the twenty-first-century skills?

. Do you think Curriculum Integration effectively balances theoretical knowledge
with applied knowledge?

. Do you think Curriculum Integration effectively mitigates gaps between
universities and the market demands?

. Teaching topics in their entirety appear in both local and global educational
policies. Why do you think then that Universities abstain from such teaching and
learning type? Why?

. Do you intend to continue using this teaching strategy from onwards? Why?
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APPENDIX H

INTERVIEW WITH PROFESSIONAL(S)

1. You evaluated the students based on the demanded skills at the workplaces of your
field. How were the students’ performance?

Did the students display the demanded market skills? Which skills?

Did the students apply theoretical knowledge to practice? Elucidate.

- Did the students demonstrate evidence of learning from the practical
application? How?

- Were the students successful in addressing challenges in their entirety?
Explain.

- Are you satisfied with the way the students solved problems?

2. Do you think the students are equipped with the knowledge and skills to solve
work related issues in the field? Why?

3. Do you think that teaching topics in their entirety better prepares students for work
as compared to the customary methods? Why?

4. Do you think that by balancing academic knowledge with applied knowledge,
universities meet your demands? Why?

5. Are there any challenges that you encountered throughout the rating process?
Explain.
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APPENDIX I

EXCEPT OF INTER-RATER FORM

Rater 1 Rater 2

Theme: Theme:

1. Benefits of balancing knowledge with | 1. Efficacy of curriculum integration in
doing through curriculum integration sustaining knowing and doing.

2. Aacdemics’ experiences with | 2. Lecturers’ involvement and faced
curriculum integration challenges with curriculm integration.

3. Students’ experiences with | 3. Students’ involvement and faced
curriculum integration. challenges with curriculum

integration.
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