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Abstract

The transition from traditional, teacher-centered teaching to Outcome-Based
Education (OBE) represents a substantial change in the organization of
teaching, learning, assessment, and classroom roles. This qualitative study
explored the challenges experienced by teachers while shifting from
traditional teaching toward OBE in the English Department of Farah
University. A descriptive qualitative design was employed. Data were
collected through semi-structured interviews with ten teachers and analyzed
thematically. The analysis generated seven major themes: pedagogical
transition from traditional teaching to OBE; challenges in designing
outcome-based instruction; assessment-related challenges; contextual and
institutional constraints; teachers’ professional challenges; students’
readiness and adaptation; and teachers’ strategies for managing the
transition. The findings showed that participants generally recognized the
value of OBE for increasing student participation, practical learning, learner
responsibility, and attention to demonstrable achievement. However,
implementation was constrained by difficulties in formulating measurable
learning outcomes and aligning outcomes, instruction, and assessment;
continuous assessment and rubric development; large class sizes; limited
teaching and technological resources; insufficient practical training;
increased workload and documentation; limited time; and students’ initial
preference for traditional examination-oriented learning. Teachers
responded through advance planning, collaboration with colleagues, group
work, clear communication of learning outcomes, continuous feedback, and
adaptation of assessment materials. The study concludes that effective OBE
implementation should be understood as a gradual institutional change rather
than a simple change in teaching terminology. Sustainable implementation
requires practical and continuous professional development, adequate
resources, manageable workloads, student orientation, collegial
collaboration, and sustained institutional support.
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reo


mailto:nasirahmadbinam40@gmail.com

Teachers’ challenges in shifting from traditional teaching to ...

2O @ 2 (e 3907 4 (Simis pu p5 1S9 50 lsbul Sl Wl
ol gyl (gl O3 akedsld
o5l ol ¢ SldgS Jladls Lla gy oLy dool oo
o>

2 oo BB il e 5T 4 )l s pmaslinl 5 (g gmte (slaosed I s
23 s 5okl G GEE 53 55 5« sl 5 6,80k ¢ sl A0 5 b (SR
) Olsbiad & Sl 0l plowil oo Hlar gy B b G ol L S o bl it Laoes
drln OT b gl (e Biel & Ssmie a3 51 LME Ol 3 ol3 05y (eSSl 0L
G ) Sloglas ol os plasl o5 (S 3805l edlitel b Sl Gaied gk e
3030 Fdge S gy S ekl b 5 (55T mear Olslial 51 55 03 b 4l Lutas slaaLian
3 B30T S bl odas ppdpe i ol 4 Sloghan Jolou L ool 3515 o
L G Al cmlS p (me ey (b G Al el (e AT 4 i s
s ames ()5l 5 (ST s Olslial  Shes (sl Sl £ (60l 5 Jams (Slalongitoesn s 5L5,1L
ESTART R OBUSEST il a8 sls Olis el 108 -l o o (g1 Olskal (slas ol
an 5 (ot S0 Cos Bhasme 5 B Sy Sh 62800 b e
Gl (Jl ol b dzidls o o BB g odalin LB glasysliws 5 5505 5 OUT (6 mdocd s
JB 5 =S S5k T 25 53 ulshs alaz Slis g ol en (g3date SlaHler Lo S
oo (gl Slogd 5 s I (S0l s Ol Saler sl ¢ onia
5 ol e Codploms a3 Ohame 3L sl (WSS ) (b 5 Slbelss oL
Codgtoms < (luditns 5 S @ Rl Okl gLy s S b5 50T 35S S5 IS
Slp Olsbal . Olowzel 2 (a5, 850L 5 spmie Glooped 4 hamms (5 oMl Jlas 5 Sloj
Sl 3l eslizal (OKan b ¢SS A5 (g5paelp Asle olaspely 51 s 2l ol Co ke
il SWlnl 5 slpe Jodad 5 lalss et alyl e OBlame sy 50k el e 25 5
L) ESG Olsiear ol gl p e B geT S50 Gl Gt GLaaBly bl s S n 3linl
MG b Dol 53 i3 Do By 6 52 3.8 1 53 ol 5 Snlen s
LSS lbelss 5 olate Glaaali s pilis 3870 ol (w31 5 oI5« 5l 1 s (Sloo g
SolwesleT (5,8 e el Do e (S LS dl.‘.a Silupalp cObsbial  Shs
AEL e e Saas glasly ldelss Coles 5 Olalinl Ol (6,5 K0n o 585 < (Dlaaos
ez 6500 Olskl sl [l (S pinie eyl (e S s T ST oS

el O3 55

YYs



e

i % \
N Jags wpemeele ol ol 3, Tssue: 2 year:2026, 1448, 1405

Introduction

Educational reform in higher education increasingly requires
teachers to move beyond a primary concern with content
coverage and final examinations toward approaches that make
student learning and achievement more visible. Outcome-Based
Education (OBE) is one important expression of this shift. In an
outcome-based orientation, educational processes are organized
around what learners are expected to know, understand, and
demonstrate. Spady (1994) presented OBE as an educational
orientation centered on significant learning outcomes, while later
work connected outcomes with curriculum, teaching, learning
activities, assessment, and evaluation. Biggs and Tang (2011)
similarly emphasized constructive alignment, in which intended
learning outcomes, teaching-learning activities, and assessment
are deliberately connected.

In English language education, the transition is particularly
significant because learning is not adequately represented by
students’ ability to recall information about language. Outcomes
may include communication, interaction, productive skills,
problem solving, and demonstrable language performance.
Consequently, shifting toward OBE can affect lesson planning,
classroom interaction, teaching strategies, assessment, feedback,
teacher roles, student roles, and learning resources. The transition
is therefore better understood as a change in educational
orientation than as the adoption of a single teaching method.

Traditional language teaching has historically included
approaches that placed substantial responsibility on the teacher
for presenting content, explaining grammar, organizing practice,
and controlling classroom activity. Richards and Rodgers (2014)
show that language teaching methods have differed in their
assumptions about teachers, learners, language, syllabus,
classroom activities, materials, and assessment. The issue is not
that every traditional practice is ineffective, but that a
predominantly teacher-centered and examination-oriented system
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can create tensions when institutions introduce an outcome-
focused and student-centered model.

International literature suggests that adopting OBE formally
does not necessarily mean that it has been implemented
successfully. Teachers may understand OBE principles while
experiencing difficulty translating them into measurable learning
outcomes, aligned activities, appropriate assessment tasks, and
classroom practices. Systematic evidence has identified
continuous assessment and feedback, time and resource
management, teaching materials, curriculum redesign, facilitation
skills, and diversification of teaching and assessment as recurring
implementation challenges (Piyasena et al., 2023). These
challenges indicate that OBE requires changes not only in
individual classroom practice but also in professional
development, assessment systems, resources, workload, and
institutional support.

The Afghan higher-education context makes these issues
particularly important. Katawazai (2021) found generally positive
attitudes toward OBE and student-centered learning among
lecturers in Afghan public universities, while also identifying
important implementation difficulties involving curriculum
orientation, teaching-learning-assessment policies, infrastructure
and facilities, and teacher workload. This evidence suggests a
possible gap between teachers’ acceptance of the reform and their
capacity to implement it under existing institutional conditions.

Despite growing discussion of OBE in Afghanistan,
relatively limited attention has been given to teachers’ detailed
experiences of the transition in regional universities and,
specifically, in English language departments. The present study
therefore focuses on Farah University and examines how teachers
understand the transition, what difficulties they experience, how
the transition affects teaching and assessment, how students
respond, and what strategies teachers use to manage the process.

The purpose of this study was to provide an evidence-based
understanding of the challenges teachers in the English
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Department of Farah University face when shifting from
traditional teaching methods to Outcome-Based Education and to
identify =~ practical =~ recommendations  for  supporting
implementation.

The study is significant because it provides local qualitative
evidence about the implementation of an educational reform
within a regional Afghan university. The findings may help
teachers identify practical difficulties in applying OBE, help
academic leaders understand the conditions affecting
implementation, and provide evidence for professional-
development planning and institutional decision making. The
findings may also help explain why a positive attitude toward
OBE does not automatically produce consistent classroom
implementation.

Traditional teaching is not a single historical method. Rather,
language education has included a succession of approaches with
different purposes and techniques. Grammar-Translation, for
example, emphasized grammatical knowledge, translation,
reading, vocabulary, and written accuracy. Audiolingualism
emphasized listening and speaking, repetition, pattern practice,
and habit formation. Communicative Language Teaching later
placed greater emphasis on meaningful communication and
learner interaction (Larsen-Freeman & Anderson, 2011; Richards
& Rodgers, 2014). This history shows that changes in language
teaching have often reflected changing views of language,
learning, and educational purpose.

OBE differs from these methods because it is not simply
another method of language teaching. It provides a broader
framework for deciding what learners should achieve and how
curriculum, instruction, learning activities, assessment, and
evaluation should contribute to those achievements. Spady (1994)
emphasized significant outcomes and opportunities for learners to
achieve them. Biggs and Tang (2011) provide a complementary
practical perspective through constructive alignment, in which
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learning outcomes guide teaching-learning activities and
assessment.

Methodology

Research Approach and Design

The study employed a qualitative approach and a descriptive
qualitative research design. This design was appropriate because
the purpose was to understand and describe teachers’ experiences,
perceptions, challenges, and strategies rather than to test a
statistical hypothesis. The design allowed participants to explain
their experiences in their own words and enabled the researcher
to identify recurring patterns across accounts.

The study was conducted at Farah University. Ten teachers
from the Faculty of Education participated in the study. The
participants included four permanent teachers, one part-time
teacher, and five teachers teaching supplementary subjects such
as Computer, Pashto, Islamic Studies, History, and Dari.
Participants were selected purposively because they were
considered relevant to the research problem.

A semi-structured interview protocol was used as the primary
data-collection instrument. The questions addressed teachers’
understanding and perceptions of OBE, differences between
traditional teaching and OBE, classroom practices, learning
outcomes, lesson planning, assessment, student participation,
professional development, workload, institutional conditions, and
strategies for managing implementation difficulties. The semi-
structured format provided consistency across interviews while
allowing participants to elaborate and respond to follow-up
questions.

After participants were identified, the researcher explained the
purpose and academic nature of the study. Interviews were
conducted with the ten participants, with follow-up questions
used where clarification or additional detail was required. The
responses were then organized for analysis.
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Principles and Implementation Requirements of OBE

Several principles are central to outcome-based education. First, there
should be clarity of focus: teachers and students need to understand
what students are expected to achieve. Second, educational planning
should begin with intended outcomes and work backward to
appropriate learning activities and assessment. Third, learners should
be given meaningful opportunities to reach important outcomes. Fourth,
assessment should provide evidence of achievement rather than merely
measure recall of content (Spady, 1994; Biggs & Tang, 2011).

In practice, these principles create substantial professional demands.
Teachers need to formulate measurable outcomes, design activities that
contribute to those outcomes, select or create appropriate assessment
instruments, provide feedback, and monitor achievement over time.
Wiggins and McTighe (2005) similarly emphasize backward design:
desired results should guide evidence of learning and instructional
planning. In language education, this may mean designing outcomes
around demonstrable speaking, writing, reading, listening, interaction,
or task performance rather than merely completing textbook units.

Implementation also depends on institutional conditions. Piyasena
et al. (2023) identify recurring challenges involving continuous
assessment and feedback, time and resources, teaching materials,
educator mindset, curriculum redesign, facilitation skills, and
diversification of teaching and assessment. Premalatha (2019) likewise
highlights the importance of systematic course and program outcome
assessment. These findings imply that OBE implementation cannot be
reduced to teacher compliance with a new terminology or curriculum
document.

OBE in the Afghan Context

Research in Afghanistan suggests that teachers may view OBE
positively while encountering difficulties in classroom implementation.
Katawazai (2021) reported positive attitudes toward OBE and student-
centered learning but identified constraints associated with curriculum,
policy, infrastructure, facilities, and workload. This is important for
interpreting the present study because it suggests that implementation
challenges may be structural as well as pedagogical.
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The present research addresses a more localized gap by examining
teachers’ own accounts in the English Department of Farah University.
English teaching has particular requirements because many intended
outcomes involve communication, interaction, productive language
performance, and practical use of language. Understanding teachers’
experiences therefore provides evidence about how broad OBE
principles are translated into everyday classroom practice.

Data Analysis

The interview data were analyzed using thematic analysis. The
researcher first became familiar with the interview material
through repeated reading. Initial codes were then identified,
related codes were grouped into categories, and broader themes
were developed and reviewed. The final analysis produced seven
major themes. Thematic analysis was appropriate because the
study sought to identify recurring patterns across teachers’
accounts while preserving the contextual meaning of their
experiences (Braun & Clarke, as reflected in the thesis
methodology).

Trustworthiness and Ethical Considerations

Trustworthiness ~ was  addressed  through  credibility,
transferability, dependability, and confirmability. The analysis
remained closely connected to participants’ responses, coding,
themes, and interpretations, and participant quotations were used
where appropriate to demonstrate the evidential basis of findings.
Participation was voluntary, confidentiality and anonymity were
considered, and participants’ information was used for academic
research purposes.

Findings

The thematic analysis of the ten interviews generated seven
major themes. The themes demonstrate that teachers generally
recognized the educational value of OBE but experienced
substantial difficulties when translating its principles into
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classroom practice. The seven themes are summarized in Table

1.
Table 1. Summary of the Major Themes Identified from the Interview Data

No. Main Theme

1 Pedagogical Transition from
Traditional Teaching to OBE

2 Challenges in Designing Outcome-
Based Instruction

Assessment-Related Challenges

Contextual and Institutional
Constraints

Teachers’ Professional Challenges
Students’ Readiness and Adaptation

Teachers’ Strategies for Managing
the Transition

Pedagogical Transition from Traditional Teaching to OBE

Participants described the transition as a change from content coverage,
lectures, memorization, and final examinations toward learning
outcomes, student participation, practical application, and continuous
assessment. P1 explained that in traditional teaching teachers often
focus on delivering content and completing the syllabus, whereas in
OBE the focus is more strongly placed on learning outcomes,
participation, practical skills, and evidence of performance. Participants
also described a change in their role from primarily providing
information toward facilitating learning.

This transition affected more than classroom activities. Teachers
reported that they increasingly considered what students should be able
to demonstrate at the end of a lesson or course rather than simply
whether a textbook unit had been covered. Group work, discussion,
practical activities, and interaction were consequently more important.
The finding indicates that teachers perceived OBE as a pedagogical and
cultural shift rather than simply a new assessment system.

Challenges in Designing Outcome-Based Instruction

Teachers experienced difficulty formulating measurable learning
outcomes and aligning outcomes with teaching activities and
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assessment. The challenge was not necessarily a rejection of the
principle of alignment. Rather, participants understood that alignment
was required but found the technical process demanding. Preparing a
lesson required teachers to consider the intended outcome, select
suitable activities, and ensure that assessment provided evidence of the
same outcome.

Participants also described the additional planning time required by
this process. The findings suggest an important distinction between
conceptual awareness and practical competence: knowing that
outcomes, teaching, and assessment should be aligned does not
automatically mean that teachers have sufficient experience to write
measurable outcomes or design appropriate assessment tasks. This is
consistent with the thesis literature review and with the constructive-
alignment perspective of Biggs and Tang (2011).

Assessment-Related Challenges

Assessment was one of the strongest challenges reported by
participants. The shift from final examinations toward continuous and
varied assessment increased teachers’ responsibilities. Participants
identified rubric development, fairness, consistency, feedback, record
keeping, and assessment of large numbers of students as demanding.

Rubrics were regarded as useful but technically difficult. Teachers
reported difficulties in defining performance indicators that clearly
distinguished levels of achievement and in applying rubrics consistently
across large classes. P4 explained that he sometimes reused assessment
templates and rubrics from previous semesters and modified them
rather than creating everything from the beginning. This illustrates how
teachers developed practical strategies to manage the additional
assessment burden.

Continuous feedback created a similar tension. Participants
recognized that feedback helped students understand weaknesses and
improve, but providing frequent feedback and recording assessment
results increased workload. Thus, assessment was both an important
mechanism for OBE and a major source of professional pressure.

Contextual and Institutional Constraints

Large class sizes were among the most consistent barriers. P3 described
preparing outcome-based lesson plans, designing assessment, and
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managing continuous assessment for large classes as major challenges.
Participants reported that classes of approximately forty or fifty
students made individual feedback, comprehensive assessment, group
activities, and consistent rubric application difficult.

Limited teaching resources and technology were also repeatedly
mentioned. Participants referred to limited teaching materials, restricted
access to instructional technology, unstable internet, insufficient
classroom technology, and limited facilities. These findings show that
some OBE difficulties are structural rather than purely pedagogical.
Even when teachers understand what OBE requires, implementation
may be restricted when the physical and technological conditions are
inadequate.

Time limitations were reported at both classroom and professional
levels. Teachers indicated that extensive course content, interactive
activities, continuous assessment, and feedback compete for limited
instructional time. Institutional support was not described as completely
absent; rather, participants generally perceived a gap between the level
of support available and the level required for complete
implementation.

Teachers’ Professional Challenges

Insufficient practical training was one of the clearest professional
challenges. Participants reported receiving information or workshops
about OBE but described the training as limited in duration or too
theoretical. They wanted more opportunities to practice writing
learning outcomes, designing student-centered activities, developing
rubrics, and conducting outcome-based assessment. P1 emphasized the
need for practical and continuous training, while P2 distinguished
between theoretical workshops and the practical guidance and
mentoring teachers need.

One participant stated in Dari/Pashto that he had not yet learned the
OBE program in a sufficiently technical or professional way. This
illustrates that teachers’ levels of practical OBE preparation were not
uniform.

Increased workload was another recurring issue. Teachers reported
additional time requirements for learning outcomes, lesson planning,
assessment, grading, documentation, feedback, and monitoring. P4
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directly stated that the transition had increased his workload. Several
participants also described an initial period of stress and uncertainty
followed by greater confidence as experience accumulated. This
suggests that professional experience can support adaptation, but
experience alone cannot remove structural constraints.

Students’ Readiness and Adaptation

Participants described student adaptation as gradual and mixed. Some
students welcomed active learning and continuous assessment, while
others preferred traditional lectures and examinations because these
were familiar. Participants identified limited confidence, language
difficulties, fear of mistakes, and previous examination-oriented
learning as factors that could reduce participation.

At the same time, teachers observed that many students gradually
became more comfortable with OBE. With guidance and repeated
exposure, students participated more actively in group activities,
discussions, and practical tasks. Participants therefore viewed student
resistance not as permanent rejection but as an adaptation issue that
could be addressed through orientation, clear communication,
guidance, and time.

Teachers’ Strategies for Managing the Transition

Teachers were not passive in the face of implementation difficulties.
They described several strategies for managing the transition. Advance
lesson planning was one important strategy. Teachers reported revising
outcomes and assessment plans before semesters or lessons and
preparing activities in advance to reduce pressure during teaching.

Collaboration with colleagues was another strategy. Teachers shared
ideas, materials, and experiences to address common problems. Group
work was used both to increase student participation and to make
classroom management more feasible. Clear communication of
learning outcomes helped students understand why activities and
assessments were changing.

Continuous feedback, rubrics, assessment templates, and adaptation
of existing materials were also used. These strategies show that teachers
were developing locally practical ways to cope with the demands of
OBE. Several participants indicated that accumulated experience
gradually improved their confidence.
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Discussion

Pedagogical Change and the Meaning of OBE

The first major finding is that teachers understood OBE as a meaningful
shift in educational orientation. Their descriptions of movement from
content coverage toward learning outcomes, participation, practical
learning, and continuous assessment correspond with the theoretical
foundations of OBE. Spady (1994) places significant learner outcomes
at the center of educational planning, while Biggs and Tang (2011)
emphasize alignment among intended outcomes, teaching-learning
activities, and assessment. The present findings show that teachers were
attempting to enact this shift in everyday practice.

The finding also corresponds with Katawazai’s (2021) Afghan
evidence that lecturers generally held positive attitudes toward OBE
while practical implementation remained limited. The present study
adds a localized English-department perspective: teachers described
changes not only in policy or course documents but also in their
classroom roles, lesson preparation, assessment practices, and
interaction with students.

Designing Outcomes and Constructive Alignment

Difficulties with measurable outcomes and alignment were central to
the findings. This supports the logic of constructive alignment, which
requires teaching activities and assessment to contribute directly to
intended learning outcomes (Biggs & Tang, 2011). The finding also
supports the broader literature reviewed in the thesis, which identifies
defining outcomes, selecting teaching-learning activities, and
assessment as closely connected implementation tasks.

The important issue is therefore not simply whether teachers know
the definition of OBE. Teachers need practical competence in
translating outcomes into lesson activities and assessment evidence.
Professional development should consequently include practice in
writing measurable outcomes, designing aligned tasks, constructing
rubrics, and checking alignment rather than being limited to theoretical
presentations.

Assessment, Feedback, and Workload
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The strong emphasis on continuous assessment and rubrics
demonstrates the practical consequences of OBE. Premalatha (2019)
emphasizes the importance of course and program outcome assessment,
while Piyasena et al. (2023) identify continuous assessment and
feedback as recurring challenges in OBE implementation. The present
study confirms that assessment is both educationally valuable and
professionally demanding.

The workload finding is particularly important. OBE seeks greater
individual attention, feedback, and evidence of achievement, yet large
classes and limited time can make these expectations difficult to fulfill.
Teachers therefore experience a workload paradox: the approach asks
for more individualized and continuous attention while contextual
conditions may restrict the time and resources needed to provide it.

Institutional Conditions and Class Size

The findings show that implementation cannot be understood solely as
a matter of teacher willingness. Large classes, limited technology,
insufficient materials, time constraints, and incomplete institutional
support directly influence teachers’ ability to use active learning and
continuous assessment. This finding closely corresponds with
Katawazai’s (2021) identification of infrastructure, facilities, policy,
and workload as important barriers in Afghan universities.

Class size is particularly important because it affects several OBE
processes at once: group work, student participation, individual
feedback, rubric application, assessment, and classroom management.
It should therefore be regarded as a structural implementation issue
rather than simply a classroom-management problem.

Teacher Training, Confidence, and Professional Adaptation

Participants’ distinction between theoretical and practical training is a
significant finding. One-time workshops may introduce OBE
terminology without providing teachers with enough opportunities to
practice the complex skills required for implementation. The present
findings suggest that professional development should be continuous
and practice-oriented, including mentoring, peer collaboration, lesson
design, assessment design, and follow-up.

The reported movement from initial stress toward greater confidence
also suggests that experience matters. However, experience alone
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cannot compensate for inadequate resources, large classes, or limited
time. Teacher capacity and institutional capacity therefore need to
develop together.

Students’ Adaptation

Students’ initial preference for traditional lectures and examinations is
understandable in a context where those practices are familiar. The
findings show that adaptation is gradual. Importantly, teachers also
observed increased participation and responsibility after students
became familiar with active and outcome-based learning. This suggests
that student orientation should accompany teacher training. Introducing
new expectations to teachers without preparing students for their
changed roles may increase resistance during the transition.

The Transition as Institutional Change

Across all seven themes, the central issue is the gap between the
demands of OBE and the conditions available for implementation.
Participants generally did not reject OBE. Rather, they valued its
potential while identifying constraints that made full implementation
difficult. This finding is consistent with the broader literature’s
distinction between adopting OBE formally and implementing it
effectively.

The evidence therefore supports understanding OBE as a gradual
institutional transformation. Training teachers without improving
resources, workload, assessment systems, and student preparation is
unlikely to be sufficient. Likewise, providing resources without
developing teachers’ practical competencies is also insufficient.
Sustainable implementation requires these elements to develop
together.

Conclusion

This study examined teachers’ challenges in shifting from traditional
teaching to Outcome-Based Education in the English Department of
Farah University. Based on semi-structured interviews with ten
teachers and thematic analysis, the study found that teachers generally
viewed OBE positively and recognized its potential to improve student
participation, practical learning, learner responsibility, and attention to
demonstrable achievement.
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At the same time, implementation was associated with substantial
challenges. Teachers experienced difficulties in formulating
measurable learning outcomes and aligning outcomes with teaching and
assessment. Continuous assessment, rubric development, fairness,
feedback, and documentation increased assessment demands. Large
class sizes, limited resources and technology, restricted time, and
insufficient institutional support created additional structural barriers.
Professional challenges included insufficient practical training,
increased workload, and initial stress. Students’ unfamiliarity with
active learning and their preference for traditional examinations also
complicated the transition.

Nevertheless, teachers demonstrated active adaptation. They used
advance planning, collaboration, group work, clear explanation of
learning outcomes, continuous feedback, rubrics, assessment templates,
and adaptation of existing materials. Their experiences suggest that
confidence can grow through practice, but individual effort cannot fully
overcome institutional constraints.

The central conclusion is that successful OBE implementation at
Farah University depends on the interaction of teacher capacity, student
readiness, and institutional support. OBE should therefore be treated as
a long-term process of pedagogical and institutional change rather than
a short-term change in terminology or assessment procedures.
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