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Abstract

This study arises out of the initiative of the Ministry of Higher Education and Scientific Research
(MoHESR) of the Kurdistan Region of Iraqg (KRI) to implement the Bologna Process to enhance
the quality of the university programmes and take another step forward to internationalise its
universities. There are certain principles in the Bologna Process that must be well considered in
the processes of design, development, and delivery of programmes. This study addressed the
effectiveness of the newly implemented curricula of the departments of English in the views of
their students after the implementation of the Process. This study is carried out by doing
quantitative research with undergraduate students studying at colleges of basic education at
the University of Sulaimani, the University of Duhok, and Soran University. A closed-ended
questionnaire is utilised to collect data. The findings are noteworthy, students agreed to a
moderate extent with the curricula of their undergraduate study since the principles are
employed to a certain degree. In particular, the principles that students showed great
agreement with were the principles of alignment and employability. The students, however,
demonstrated less agreement in terms of the principle of student-centred learning in the
curriculum, and the students barely found transparency. This highlights that relevant
stakeholders in these programmes must reconsider the application of the curriculum principles
of the Bologna Process to achieve its objectives better.

Keyword:Bologna Process, curriculum design, curriculum principles, implementation,
undergraduate students
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1. Introduction

In 2015, the MoHESR of KRI decided to implement the Bologna Process to
enhance the quality of the university programmes and to take another step
forward to internationalise its universities (Marchionne & Zipoli, 2021). The
MoHESR’s decision encouraged higher education institutions in the region to
implement the Bologna Process in their study programmes. Two newly
established universities, the University of Charmo and the University of Zakho,
started the implementation as pilot universities in the academic year 2017-2018.
The other universities gradually embarked on the Process in the following

academic years at the level of their faculties.

The Bologna Process is a comprehensive higher education reform initiated in
Europe to harmonise and strengthen the higher education systems of European
countries and make Europe’s system outstanding and more competitive globally
(European Commission/ EACEA/Eurydice, 2018). Initially, 29 European
countries signed the Bologna Declaration in 1999. These core missions of the 29
Bologna Declaration signatory countries attracted other European countries and
encouraged them to join the Bologna Process. Consequently, these reforms
reached 49 countries, including Belarus and Russia (European Commission, n.d.).
Moreover, among the aspects of the reform were degree structure, ECTS for

credit collection and transfer, and quality assurance (c¢f. ECTS Users’ Guide,
. _______________________________________________________________________________________________________________|
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2015). Reform in these areas has led to reform in curriculum design, delivery, and
implementation (Sacilotto-Vasylenko, 2015). Accordingly, the FEuropean
Commission has issued guides for curriculum design, delivery, and evaluation

over time, including the ECTS Users’ Guide (2015).

One of the primary goals of the Bologna Process is to advance the quality of
study programmes across Europe. To this end, like any other programmes, the
teacher education programmes, including English language, underwent some
reform (Sofu et al., 2018). Degree structure, ECTS for accumulating and
transferring credits, learning outcomes, and quality assurance were among the

reform areas (Sacilotto-Vasylenko, 2015).

Even though it has been about seven years since the Bologna Process was
implemented in the KRI, very few studies have been done in the area in

comparison with the period of implementation.

Amin et al. (2021) conducted a study to explore the attitudes of the faculty at
the University of Garmian towards the preparations made for the implementation
in terms of introducing the Process and effectiveness of the newly introduced
pedagogy course. This was carried out through a survey, and the results show the
applicability of the Process due to having resources, including staff and
infrastructure. Ade (2021) investigated the challenges and problems three KRI
universities had faced while implementing the Process. A questionnaire was
distributed among the staff of the universities. The findings demonstrate that
Soran University offered more information regarding the Bologna Process than
Cihan University and Erbil Polytechnic University. Moreover, Qadir’s (2022)
study focused on the influence of financial aspects on the KRI higher education
system. Isleyen et al. (2024) studied the impact of the Process on enhancing
students' academic level at Soran University using a questionnaire distributed

among 204 students. The results revealed that the newly implemented system
. __________________________________________________________________________________________________________|
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resulted in outstanding outcomes in terms of levelling up students. A master’s
thesis was conducted by Sharif (2022) on the applicability of the Bologna Process
in departments of English at four KRI universities to investigate the challenges
students, teachers, and academic staff encountered during the implementation
stage and identify the effectiveness of the Process, adopting both qualitative and
quantitative methods. Results show that administrators, teaching staff, and
students faced several challenges, such as large classes, inadequacies in
university infrastructure, problems with implementing student-centred learning,
a burdensome workload on teaching staff, staff shortage, financial problems, and

lack of support.

None of the above studies touched on the curriculum aspect at all. In fact, very
few studies have been conducted on the curriculum of English departments,
including English teacher education departments, in the region. Hassan's (2014)
study is about the effectiveness of the printed materials utilised to learn English
at tertiary education in the region. Ismail (2016) studied the assessment
procedures and alternative assessments used by KRI English language university
teachers. This is, however, only focused on the assessment element, not the other
curriculum components. Furthermore, Azeez (2019) carried out a comprehensive
study on the objectives and content of the curricula of English language
departments at colleges of languages or Arts at two KRI universities. He took the
perspectives of learners, teachers, and decision-makers regarding the purposes
and content of the programme. However, the data collected in the study were
collected before the implementation of the Bologna Process in the region, since
the curricula of universities were restructured after the introduction of the Process.
Moreover, Omer's (2023) study explores the planning, designing, and developing
of the curricula of English departments at colleges of basic education (i.e.,

English teacher education department) at three KRI universities. As part of her
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study, she took students' perceptions of the curricula; however, she did not base
her study on the Bologna principles for curriculum design and development, as

those departments implement the process in their study programmes.

The present study on students’ perspectives on the curricula of English
departments is different from the above-mentioned studies in some ways. First, it
puts focus on the curricula of such departments in line with the Bologna Process.
Second, it examines the Bologna curriculum principles of the Bologna Process.
Third, it takes students’ viewpoints on the new curricula, in which student
involvement in the process of curriculum development and receiving their
feedback after implementation is found essential in the Bologna Process (cf.

ECTS Users’ Guide, 2015).

Upon the implementation of the Bologna Process in the KRI institutions, study
programmes redesigned or developed their curricula to accommodate the
Bologna curriculum standards. Hence, it is significant to take students’
viewpoints regarding their new curriculum. Such an endeavour uncovers the
degree to which the programme developers in the department. To this end, the
study strives to answer the following question: How do the students perceive the
effectiveness of the KRI English departments' curricula in the context of the

Bologna Process?

2. Literature Review

2.1 Curriculum Principles in the Bologna Process
In the context of the Bologna Process, curriculum is considered a group of

aligned modules established on learning outcomes that are validated for awarding
a particular qualification through credit accumulation and promoting certain
competences (Lokhoff et al., 2010). This study uses the terms curriculum and
programme interchangeably to give this meaning.
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There are certain general principles in the Bologna Process that direct and
shape the curriculum and articulate the whole Bologna Process philosophy. These
curriculum principles are as follows: student-oriented learning, employability,
stakeholder involvement, transparency, consistency, and flexibility (c¢f. ECTS

Users’ Guide, 2015; Gonzalez & Wagenaar, 2008).

2.1.1 Transparency
Another principle of the Bologna Process is transparency — transparency

across a higher education system and within the programmes of a specific
university or department. In other words, the whole framework is built upon
transparency. To this end, ECTS is used as a transparent tool that facilitates the
accumulation and transfer of credits to make the processes of learning, teaching,
and assessment transparent, and it is highly valuable in optimising student time
for accomplishing learning outcomes (cf- ECTS Users’ Guide, 2015). Gonzalez
and Wagenaar (2008) believe that when the programmes are designed based on

learning outcomes, everything will be more transparent and coherent.

Moreover, it is also asserted in the European Commission Guide that the
Course Catalogue is a crucial document which must be available and accessible
online on the university’s website to students before joining and throughout their
programme of study; this brings more transparent programmes of a university
(ECTS Users’ Guide, 2015). The Course Catalogue is an official document of a
university which involves “user-friendly and up-to-date information on the
institution’s learning environment”, its degree programmes and individual
programme components (e.g. learning outcomes, teaching and assessment
procedures, etc.) to be accessible by students and other pertinent stakeholders
(ECTS Users’ Guide, 2015, p. 54). In addition, Lokhoff et al. (2010) believe that
the programme profile is a transparent document to all relevant stakeholders

about the programme and what students would attain upon successful completion.
I ———
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The fundamental entry that increases programme transparency within the
programme profile is the “careful and accurate definition of Programme

Competences and Learning Outcomes” (Lokhoff et al., 2010, p. 21).

Furthermore, there must be a transparent progression in how credits and
modules are structured and sequenced throughout the programme (Gonzélez &
Wagenaar, 2008). They also point out that this also includes the constant
development of subject-specific and generic competences that need to be
achieved with regard to "knowledge, understanding and skills" (p. 143).
Transparency in the alignments amongst learning outcomes, ECTS, workload,
curriculum content, and teaching, learning, and assessment procedures is also a
must to make programmes comparable and compatible (Gonzalez Ferreras &

Yarosh, 2018).

2.1.2 Involvement of Stakeholders
The Bologna Process encourages interactive dialogues and engagement

among all internal and external stakeholders in the process of curriculum design
and delivery (ECTS Users’ Guide, 2015). It is also indicated that student
involvement among the stakeholders is crucial to identify their needs and
ambitions, which parallels the student-centred learning system. For instance, it is
found essential to take students’ views regarding the allocation of study hours
(workload), as well as receive their feedback to see to what degree the workload
is appropriate and realistic (ECTS Users’ Guide, 2015; Gonzalez & Wagenaar,
2008).

2.1.3 Student-Centred Learning
Lokhoff et al. (2010, p. 57) define student-centred learning in the light of the

Bologna Process as an approach that enhances the learning process, highlights
the students’ accomplishments, and meets “different learners’ priorities and [is]

consistent with reasonable students’ workload” (i.e. workload that is applicable
. _______________________________________________________________________________________________________________|
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and possible based on the time provided in the learning programme). They also
state that it can greatly involve students in selecting content, mode of learning
(i.e., online and in-class), pace, and place of learning. Students can develop
various competences based on the student-centred programmes, which are
important for academic, professional, and occupational aspects. In the Leuven
Communiqué, it is confirmed that student-centred learning should facilitate
learner autonomy, modern methodologies for teaching and learning, and
establishing efficient support systems (Leuven/Louvain-la-Neuve Communiqué,
2009, p. 3). Moreover, it seeks to enhance learning via meaningful interaction
with teachers and learners, valuing learners as engaged contributors in their own
learning process while also cultivating skills that can be practised in other

situations (ESU, 2010, cited in ECTS Users’ Guide, 2015).

There are certain teaching, learning, and assessment activities that support
student-centred learning and active learning approaches. To this end, Gonzalez
and Wagenaar (2008) list a large group of teaching and learning activities and

assessment methods.

Examples of teaching activities are lectures, seminars (small group teaching),
tutorials, exercise classes, workshops (classroom-based practical sessions),
problem-solving sessions, demonstration classes, teaching internships, distance

learning, and e-learning (p. 157-8).

Some relevant examples of learning activities for university students could be
these (p. 95-6): attending lectures, reading books and journals, doing searches for
in-person and online relevant materials, carrying out research (even if small scale),
identifying and solving problems set by the teacher, demonstrating teaching skills,
writing reports and papers, produce projects with peers, preparing and giving

individual or team presentations, providing constructive feedback on work and
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make good use of the criticism, asking questions and share results with others

using media means, conducting self-evaluation.

Some modes of assessment are collected by Gonzalez and Wagenaar (2008,
p. 97) and Lokhoff et al. (2010, p. 36), such as examinations (oral and written),
tests of knowledge or skill, oral presentations, project work, forms of continuous
assessment, self- or peer reflection, textbook or material analysis, observing skills
performance, teaching placement reports or journals, portfolios, and written

essays or reports.

It is worth mentioning that learning, teaching, and assessment should be varied

to accommodate students’ learning styles and preferences.

2.1.4 Flexibility
The Bologna Process strongly recommends a programme structure with

flexibility for its students in different forms (ECTS Users’ Guide, 2015). In
tertiary education, flexibility entails various ways that enable students to pursue
educational routes that map their needs (European
Commission/EACEA/Eurydice, 2012). To meet different learning styles, needs,
and preferences, it is recommended that there should be chances to enhance
individual learning ways (e.g., autonomous learning, in-class, e-learning),
elective activities, and more flexibility in the course schedule (p. 26). It also
includes a variety of teachers’ delivery styles to map the different learning styles
of students. It is also necessary to have different forms of assessment and offer
different assessment choices. Last but not least, study programmes need to be
structured to give elective modules in which students choose the ones that meet

their needs or interests (Gonzéalez & Wagenaar, 2008).
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2.1.5 Alignment
The Bologna Process has established the principle of coherence or alignment

between the intended programme learning outcomes, teaching and learning
activities, and methods of assessment. This constructive alignment is
fundamental for study programmes (Biggs, 2003). This helps students to obtain

the intended knowledge, skills, and competences by the end of the programme.

2.1.6 Employability
Employability was one of the initial objectives of the Bologna Process.

Programmes need to be designed and developed to secure students’ potential
employability. To this end, students must acquire certain knowledge and cultivate
skills and capabilities in their subject area that equip them for the potential job
market and promote good citizenship (Gonzéalez & Wagenaar, 2008). Hence, this
should also be reflected in the teaching, learning, and assessment procedures of

the programme to ensure its effectiveness and productivity.

3. Methodology
This study adopts a quantitative research design that aims to gather students’

perceptions of the present curriculum of the English language. This reveals, to a
certain degree, the alignment of the curricula with the Bologna Process principles
from the students’ perceptions. To achieve the aim, the study strives to answer
the following question: How do the students perceive the effectiveness of the KRI

English departments’ curricula in the context of the Bologna Process?

3.1 Scope and Participants of the Study
The data for this study were collected from the morning-shift students at the

departments of English language at colleges of basic education from three
universities, namely the University of Sulaimani, University of Duhok, and Soran
University, for the academic year 2022-2023. The students from the University
of Sulaimani were in grade three, while those from the other universities were in

[v7,i4, 2025] 1110



T’WEJER Soran University | Twejer | Volume:7, Issue:4, Jan 2025 aai

grade four. This rationale for grade selection was that it was preferred to select
students with the longest experience in the newly implemented Bologna
Curriculum, which was grade three for the former and grade four for the latter
universities. Such students have a better understanding of the curriculum. From
these three universities, 147 students (38 males and 109 females), as the sample
of the study, voluntarily participated (convenience sampling). The age range of
the students was 20 to 23 years old, and 50, 47, and 50 students from the
University of Sulaimani, Soran University, and the University of Duhok,

respectively, participated in the study.

3.2 Study Tool and Procedure
To gather information for this study, a written questionnaire was utilised as an

instrument for data collection. The questionnaire was designed based on the
Tuning Approach for curriculum design, development, and evaluation. It
encompasses 16 items using a five-point Likert scale (strongly disagree, disagree,
undecided, agree, and strongly agree) to measure students' perspectives of the
newly implemented curriculum. The items target the principles of curriculum
design and development in the context of the Bologna Process. The questionnaire
entails five main sections or principles: transparency, stakeholder involvement,
student-centred learning (or learning environment), flexibility, consistency (or
alignment), and employability. The questionnaire was built on these principles. It
was directed to the EFL students at colleges of basic education at the universities
of Sulaimani, Duhok, and Soran (see appendix). They were asked to choose one
answer for each statement. Questionnaires are defined by Taylor et al. (2006) as
a set of questions requiring respondents to answer in a predetermined sequence.
One rationale behind utilising a questionnaire is practicality. It can be
accomplished in the absence of the researcher. Data can be simply and punctually
gathered within a short timeframe from a substantial sample (Bell, 2005).
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3.3 Reliability and Validity of the Tool
The questionnaire has criterion-referenced validity as it was structured based

on the predetermined standard that students must be involved in the process of
workload allocation and teaching, learning, and assessment activities. Also, it was
designed based on the curriculum design and development principles suggested
in the framework of the Bologna Process (ECTS Users’ Guide, 2015; Gonzalez
& Wagenaar, 2008).

The original questionnaire had been piloted, and as a result, three items were
removed. To analyse the closed-ended items of the questionnaire, the SPSS 27th
version is utilised. The internal reliability of the questionnaire was determined by
Cronbach's Alpha. The internal consistency among the items is valued at 0.74,

showing that there is internal reliability among the items.

4. Results and Discussion
147 students in the sample manifest a moderate coherence between the

curricula of the departments of English and the principles of curriculum design
and development in the Bologna Process. The analysis and discussion of the

results are presented below.

4.1 Results

4.1.1 Transparency in the Curriculum
Table 1 below illustrates the viewpoint of respondents regarding the degree of

transparency in the programme. The result shows that the programmes lack
openness due to the reason that departments or institutions did not provide any
handbook regarding the content of their study programme. Participants, to a great
extent, disagreed (about 65%), and about 15% were unsure that their faculties
released any guidebook. This low alignment is affirmed by a weighted mean of

2.35 and a standard deviation of 1.045.
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Table 1: Degree of Transparency in the Curriculum

St L}
St'rongly Disagree | Undecided Agree S
Disagree Agree | Mean | SD
n| % n| % |n| % n % | n| %
21.8 42.9 14.3 21.1 0.0
Transparency | 32 % 63 % 21 % 1.045 % 0 % 2.35 | 1.045

4.1.2 Student Involvement in the Curriculum Development
According to the results in Table 2 below, participants somewhat agreed with

their engagement in the programme development in the relevant areas; however,

they showed their strong agreement with the last aspect (item 3).

58.5% of students agreed or strongly agreed with the statement, “My needs
and interests in learning are well considered by the department and teachers”
(item 1). The mean score for this item is 3.44 (= standard deviation of 1.067).
This demonstrates that their needs and preferences were not largely taken into

account.

Table 2: Student Involvement in the Curriculum Development

St'rongly Disagree | Undecided | Agree bayigly
Disagree Agree | nNean | SD
n % n % n % |n| % | n| %
St. involvement
4.8 17.7 19.0 46.3 12.2
(needs and 7 % 26 o 28 % 68 % 18 % 344 | 1.067
preferences)
St. involvement 1.4 18.4 26.5 46.9 6.8
(workload allocation) 2 % & % a2 % - % o % el R
St. involvement
(feedback on 36 | 2431 68 |63 26 [T 16| 1000 1 [ &7 217 | 0.946
% % % % %
workload)

Similarly, in item 2, about 54% of the respondents found the module workload
reasonable and doable, with a weighted mean of 2.17 and a standard deviation of

0.946. This shows that students agree with the established study hours per module.

On the other hand, more than 70% of the participants disagreed that their
feedback was received regarding the appropriacy of the level of working hours of

students allocated for each module (see item 3 in Table 2 above). The mean and
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standard deviation for item 3 are 2.17 and 0.946. It is noticeable from the results
that students believe that they had not been listened to in the process of workload

allocation for the programme by the department.

It can be concluded from the results in Table 2 that students were, to a
moderate extent, engaged during the development stage of the curricula of the
English departments. Still, they should have been listened to more and their needs

and interests better considered.

4.1.3 Student-Centred Learning Environment
As can be seen from Table 3 below, which demonstrates the learning

atmosphere of the EFL classes at those three universities, limited student-oriented
learning was reported. This shows that the classroom activities were a mix of

teacher- and student-oriented ones.

In the first item, students, to some degree, agreed that there were limited
opportunities in the EFL classrooms to learn collaboratively and reflect on their
own learning and autonomous learning. About half of the participants (55.7%)
agreed that there were such opportunities in their classes, with a mean of 3.29 and
a standard deviation of 1.093. However, in the following item, 43.5% of the
participants reported that they normally do all the inside and outside-class
activities independently. The mean response for item 2 is 3.10, with a standard
deviation of 1.131. This implies that such a curriculum principle was not well
planned during the curriculum development of the departments of English once

they implemented the Bologna Process.
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Table 3 Degree of Student-Centred Learning (Environment)

St.rongly Disagree | Undecided | Agree Strongly
Disagree Agree | pMean | SD
n % n % n % |n| % | n| %
Learning
environment
(e inatessi, B ‘f,: 38 2;;9 20 1;:26 69 4,‘,29 13 if,/f 329 | 1.093
reflect on learning,
learn independent)
Learning
environment 4.8 34.7 17.0 333 10.2
(Ao Activiees i % 51 % 25 % 49 % 15 % 3.10 | 1.131
individually)

4.1.4 Flexibility in the Curriculum
In relation to the flexibility principle, as indicated in Table 4 below, students

agreed to some extent with the level of flexibility in their undergraduate

programme. However, the level of flexibility varies from one aspect to another.

Respondents showed strong agreement in terms of the optional modules of the
programme (item 1). The majority of the students (about 70%) reported the range
of elective courses offered in the programme, which assists them in choosing

based on their needs.

Concerning the curriculum flexibility in learning, participants had different
views (items 2 and 3). Around 57% disagreed with item 2: “There are
extracurricular activities to enhance my academic skills like language club,
debate competition, student newspapers, etc," with a mean of 3.59 and a standard
deviation of 1.121. On the contrary, more than half (51%) of respondents
approved that there are choices among a variety of learning ways in each module
that they can learn through, like “role-playing, discussions, learning from pictures
and videos, reading texts)” (item 3), and around 37% disagreed with that, with
the means of 2.73 and 3.22 and standard deviations of 1.285 and 1.097

respectively.
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Table 4: Flexibility in the Curriculum

Strongly Disacree Undecide Aoree Strongly
Disagree g d il Agree | Mean | SD
n % n % n % |n| % [ n| %
Flexibility in
programme 2.0 24.5 5.4 48.3 19.7
(list of optional ? % 2 % & % " % 29 % a9 | LA
modules to choose)
Flexibility in
learning 16.3 40.8 6.1 272 9.5
{extmanreicylan 24 % 60 % 9 % 40 % 14 % 2.73 | 1.285
activities)
Flexibility in
learning 5 ?,/:' 46 301%;3 21 1(;;3 61 401/;5 14 ?,/05 322 | 1.097
(choice of learning)
Flexibility in
teaching
10.2 28.6 10.2 34.7 16.3
(teachers prefer to 15 % 42 % 15 % 51 % 24 % 3.18 | 1.293
lecturing & do most
of class work)
Flexibility in
teaching
(use different forms 6.8 32.7 12.9 374 10.2
of teaching: group 10 % 48 % 19 % 55 % 15 % 3.12 | 1.173
activities, discussion,
lecturing)
Flexibility in
assessment 4.8 18.4 23.1 442 9.5
(alternative assessment 7 % 2 % o4 % B2 % i % ' | LB39
is common)
Flexibility in
assessment 8 502 24 1%3 24 106;’ 64 4;‘)5 24 1324 3.53 | 1.131
(Tests mainly used)

Regarding flexibility in teaching, the results do not show that the students
strongly agree with the degree of learning options they have in the programme.
In item 4 above, 51% of the respondents show approval that teachers favour
lecturing and dominating the classroom time. The mean and standard deviation
for this item are 3.18 and 1.293. If this is the case, it reveals that there 1s not much
flexibility in teaching in the programme. This is further confirmed in item 5, in
which merely 47.6% of them (70 out of 147) agreed that teachers adopt a variety
of teaching styles to engage them in the sessions, with a mean score of 3.12

(standard deviation 1.173).
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With regard to assessment, just like flexibility in learning and teaching, there
is, to a moderate extent, flexibility, even though there are some who did not
decide. As shown in item 6, about 54% agreed that delivering seminars, teaching
demonstrations, portfolios, and report/essay writing is used to meet students’
preferences, with a weighted mean of 3.35 and a standard deviation of 1.039. In
contrast, more than 60% of them indicated that “tests are mainly used to assess
students’ learning” (item 7). This is well-regarded, with a weighted mean of 3.53
and a standard deviation of 1.131. This implies that despite the reality that tests
are primarily used to assess students in the departments of English, other
assessment forms are frequently utilised for particular purposes to accommodate

students’ interests in the three universities under this study.

In general, Table 4 discovers that some aspects of flexibility in the curriculum
are, to some extent, taken into consideration, such as providing a good list of
optional modules and different choices of learning and assessment to meet their
learning styles and personal preferences. In contrast, students reported less

flexibility in forms of teaching in the programme.

4.1.5 Consistency in the Curriculum
Table 5 below illustrates that respondents assume a strong alignment between

components of their curricula (i.e., objectives, teaching activities, and assessment
forms). Unlike the above-mentioned principles, most of the students showed
agreement with their curricula in terms of alignment. Approximately three-
quarters of the participants agreed that the aims, classroom activities, and
assessment forms of each module are completely consistent. This is also

confirmed by a weighted mean of 3.71 and a standard deviation of 1.070.
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Table 5: Consistency (Alignment) in the Curriculum

St.rongly Disagree | Undecided | Agree Biongly
Disagree Agree | nfean | SD
n % n % n % |n| % | n| %
Alignment
; z 4.1 13.7 9.6 52:1 20.5
(aims, teaching 6 % 20 % 14 % 76 % 30 % 3.71 | 1.070
and assessment)

4.1.6 Employability in the Curriculum
According to Table 6 below, the curricula of English language departments

well prepare their students for an English language teaching career because the
employability potential is highly considered in the programme. Concerning item
1, students demonstrated their agreement towards the relevance of the department
modules to their future potential teaching career. More than 60% agreed that there
1s a strong connection between the content of the curriculum and their future
career, while only about 14% showed their disagreement. This high alignment is
confirmed with a weighted mean of 3.61, a standard deviation of 0.975, and 72.24%

agreement.

Table 6: Degree of Considering Employability in the Curriculum

St.rongly Disagree | Undecided | Agree Siougty
Disagree Agree | mMean SD
n % n % n % |n| % | n| %
Future career
(programme 3.4 10.5 21.1 50.3 14.3
modules relevant 2 % 18 % ! % 14 % 2l % 3.61 | 0575
to future career)
Future career
(have key 0.7 9.5 18.4 46.3 25.2
knowledge and 1| | 14| 27 | 68|37 54| 3.86 | 0.929
: % % % % %
skills to teach
effectively)

In addition, respondents fairly agreed with item 2 above: “I have key
knowledge and skills that I need to have to teach in educational settings
efficiently.” The majority of the participants, precisely 105 out of 147, presume

they have the necessary knowledge and skills to teach in schools. This is a key
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area of strong alignment, with a weighted mean of 3.86 and a standard deviation

of 0.929, indicating robust support for career readiness.

Generally, it can be concluded from Table 6 that the principle of employability
in the curricula of departments of the English language is considered from the

students ' perspective.

4.2 Discussion
The overall findings of the study indicate that, on the whole, the students

support the curricula to some degree as the principles are partially implemented.
In other words, principles of alignment, employability, and student-centred
learning are given more consideration than student involvement and flexibility,
and transparency is given the least amount of consideration in the viewpoints of

students.

Regarding the transparency in the curriculum, results demonstrated a lack of
openness as the EDs have not produced a programme specification handbook for
students. The European Commission insists on the significance of making
programmes transparent by providing a course catalogue so that students have
enough information about their programme in terms of objectives, content,
teaching, learning and assessment procedures, ways to develop throughout the
way, and so on (ECTS Users’ Guide, 2015). This shows that the institutions ought
to issue their own course catalogues and, in parallel, the departments of English
language produce relevant handbooks to make their study programmes

transparent and more welcoming to students and other stakeholders.

Results also showed that students were engaged in the process of curriculum
development of their departments to a moderate extent. Student engagement
favourably influences the success of curriculum design and development

(Brooman et al., 2014). Additionally, Bovill et al. (2009) state that student
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involvement in the curriculum design requires staff to address student learning
needs effectively and link the curriculum with the path preferred by students.
Besides, Gonzéalez and Wagenaar (2008) affirm that students must be listened to
while allocating workloads for the programme modules. Kember (2004)
identifies the significance of receiving student feedback to determine whether
student perspectives accommodate the curriculum designers’ intentions.
Moreover, Scully and Kerr (2014) consider it essential to take students’ views of
workload to address student concerns. Therefore, this requires the engagement of
students in the process more actively in relation to curriculum design or

development, workload allocation, and gathering student feedback.

Concerning the practice of student-centred learning in the EDs in the view of
their students, results indicated that it is implemented with limits. The
significance of shifting to student-centred learning in higher education is insisted
on by Stefani et al. (2000) in order to empower learners and promote their ability
to learn and work autonomously. Collaborative learning is also encouraged in
student-oriented learning, which enhances student motivation and engagement in
the classroom (Zairul, 2018). Additionally, collaborative learning offers students
chances to assess and reflect on their progress. Thus, this suggests that student-
oriented learning must be further considered by teachers and other relevant

stakeholders in the departments.

When asked about the degree of flexibility in the programme, students
mentioned that flexibility exists to a moderate degree. Having a range of flexible
elective courses in the curriculum to cater to students' needs has been highlighted
by many educational experts and researchers (e.g., Kristiansen et al., 2011;
Movchan & Zarishniak, 2017). Additionally, the European Commission has
regularly repeated the importance of flexibility in its reports over the past years

on implementing the Bologna Process (e.g., European Commission/EACEA/
. _______________________________________________________________________________________________________________|
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Eurydice, 2012, 2015, 2018). Flexibility in teaching, learning, and assessment is
pointed out in the ECTS Users' Guide for flexible study programmes (2015).
Accordingly, the EDs should reconsider the flexibility principle, especially in
teaching, learning, and assessment, to be more aligned with the Bologna

standards.

Concerning alignment in the EDs’ programme, students assumed a strong
alignment amongst outcomes, teaching, and assessment procedures. Biggs (1996,
2003) and Biggs and Tang (2010, 2014) insist on the significance of constructive
alignment between the curriculum components. This demonstrates that the
principle of consistency or alignment is greatly considered by curriculum

developers in the departments.

Furthermore, results demonstrated that students presumed that their
department's study programme prepares them for their future teaching profession.
This sounds promising because employability has been a central principle of
designing and enhancing study programmes since the declaration of the Bologna

Process (cf. ECTS Users’ Guide, 2015; Lokhoff et al., 2010).

5. Conclusion and Recommendation
In summary, this study provides the opportunity for EFL students in the

departments of English at three KRI universities to express their perceptions
regarding the curricula of their departments. It gains students’ perspectives
regarding the recently implemented curricula of their undergraduate study in the
era of the Bologna Process to gather their perspectives. This is to identify the
degree of coherence of their curricula with the principles of the Bologna Process
from their viewpoints. The overall outcome of the study revealed that students,
to a moderate degree, agree with the curricula as the principles are somewhat
practised. The aspects of the curriculum in which students showed strong

agreement are essentially confirmed in the principles of consistency and
. _______________________________________________________________________________________________________________|
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employability. The principle of student-centred learning, however, is less
considered in the curriculum, and the students barely find transparency. As for
the principles of student engagement and flexibility, it is found that they are

implemented to a moderate extent.

It is, however, generally and frequently required that these principles must be
well taken into account during the processes of design, development, and delivery

of the curriculum in the framework of the Bologna Process.

To eliminate the deficiencies in the undergraduate programmes of the
departments of English, it is strongly recommended that the key players in the
universities review the practice of these principles. It is also advisable to better
tune their degree programmes on such principles to enhance quality, equip
students with 21st-century skills, and enhance theiremployability potential. In
particular, the findings suggest reconsidering the application of the principles of
student-centred learning, transparency, and flexibility in teaching in the curricula
of English departments. Furthermore, even though a single-tool study cannot give
an inevitable answer since it is extracted from a PhD mixed-method study, it
affords a starting point for additional research to look at the issue more closely
through analysing relevant documents and listening to key players and a larger
scale of students. Additionally, it is essential to conduct a similar study at the

other KRI universities, and each principle can be explored in further detail.
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6. Appendix

Student Questionnaire
Please choose the right option:
University: Sulaimani ( ) Duhok ( ) Soran ()
Grade: 1 ( ) 2() 3() 4()
Gender: Male () Female ( )

Please sincerely respond to the following statements by ticking one option ONLY.

Strongly
Disagree

Strongly

No. Statements
Agree

Disagree | Undecided | Agree

The department has provided a
handbook in which there are enough
information about the department (e.g.
aim, objectives & learning outcomes of]
the department, name of modules,
learning/ teaching activities, topics
covered in each module, assessment
forms and criteria)

My needs and interests in learning are
2. | well considered by the department and
teachers.

| find each module workload

reasonable and doable.

The department has received our

4. | feedback regarding the amount of
workload we have in each module.
There have been opportunities to learn
5. | in a team, reflect on our learning
experience, and learn on our own, etc.
I’m usually asked to do in-class and
6. | outside class activities and assignments
individually.

There have been different

7 elective/optional modules in each

" | semester which helped me to choose
the ones I find most useful.

There are extracurricular
activities to enhance my

8. | academic skills like language
club, debate competition,
student newspapers, etc.

There are different ways in each
module in which I can choose to learn
through (e.g. recorded sessions shared

online. online sessions. face-to-face)
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Strongly
Disagree

Strongly

No. Statements
Agree

Disagree | Undecided | Agree

10 Teachers prefer lecturing and do most
" | of talking and work in class.

Teachers use different forms of

1 teaching (e.g. lecturing, discussion

" | sessions, group activities) to help
students to engage in learning
Alternative assessment forms (not
exams) are commonly used (e.g.

12. | giving seminars, lesson demos,
portfolios, writing reports or essays)
to meet my preferences.

13. Tests are mainly used to assess
students’ learning

There is a strong connection between
module aims, classroom activities and
how we are assessed, including exams
and others forms.

15. | I find all core and elective modules
relevant to my future career.

I have key knowledge and skills that I
16. | need to have to teach in educational

settings efficiently.

14.
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