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Abstract

This study investigated the beliefs and practices of primary school English
language teachers in eastern Malaysia with regards to the country’s School-
Based Assessment (SBA) reform. The study also investigated the contextual
factors affecting the teachers’ beliefs and practices, aiming to understand
the effects of these beliefs on their practice of SBA in order to extend our
understanding of teachers’ interpretations of SBA, the challenges influencing

these interpretations and thus, what affects the implementation process.

After preliminary interviews with seven teachers, the study selected three
who had an understanding of and knowledge about SBA and examined their
claims to be implementing it. The study conducted classroom observations
and then, using post-observation interviews, explored the reasons behind
the teachers’ practices. The teachers interpreted and implemented SBA
using their pedagogical knowledge and beliefs and incorporating existing
teaching—learning practices, and they showed awareness of the goals and
aims of the SBA initiatives. However, contextual factors affected their
implementation process, and thus, their practices deviated from some of the
underlying principles and objectives of the SBA policy. The study pointed to
a limited uptake of the SBA policy and provided evidence of the importance
of studying both the teachers’ prior or existing beliefs about assessment and
the contextual factors, to understand the motives behind the teachers’ actual

assessment practices and their attitudes towards assessment reforms.
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Chapter 1: The context of the study

1.1 Setting the background for SBA

Many countries, including Malaysia, have introduced school-based
assessment (SBA) or known as Pentaksiran Berasaskan Sekolah (PBS in
the Malay acronym) into their education systems. SBA is considered a
complement to (or substitute for) the external public examination system
(Black & Wiliam, 1998) and is perceived as playing a role in providing
students with access to key twenty-first century knowledge and skills. The
assumption is that SBA will increase the opportunities for students to learn
the skills required to excel in education and employment (Ministry of

Education, 2012).

The reason for my interest in this topic is that, as a primary school teacher, |
have seen and experienced the struggles involved in putting SBA into
practice. As teachers, my colleagues and | often express our disappointment
and concerns regarding our knowledge and training as well as being unsure
what SBA actually means for classroom practice. But despite the
frustrations, we continue to implement SBA as mandated. | am interested in
understanding how in-service primary school teachers interpret SBA.
Specifically, | want to identify what they do and why they do it, in terms of
SBA in the classroom. | also want to discover how closely practice matches
what the policy actually mandates, and identify the implications of this for the

reform policy, and for educational innovation more generally.
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A number of researchers have suggested that teachers’ beliefs and values
can impact how they interpret new curriculum policies (e.g. Raselimo and
Wilmot, 2013; Yook, 2010; Zhang and Liu, 2014). Uncovering teachers’
beliefs and practices may therefore provide some understanding of how
educational reform is being interpreted in the Malaysian context. This may
contribute to knowledge concerning educational change and the kind of
support in-service primary school teachers may need when implementing

future curriculum reforms.

This study was designed to explore teachers’ beliefs. This entails
investigating their underlying conceptions about the English language, about
teaching and learning, about roles within the classroom and about the
influence these beliefs have on the teachers’ interpretations of the Malaysian

SBA policy.

In the following section and the remaining discussion in this chapter, | first
deal with the rationale behind the introduction of SBA. This entails a
discussion about the Malaysian primary school, the KSSR English
curriculum (or Kurikulum Standard Sekolah Rendah Bahasa Inggeris in the
Malay language) and what teachers are expected to do with SBA. A
discussion of the concept of SBA in the Malaysian education system follows.
| then delineate the characteristics of teaching and assessment in the
Malaysian educational context, in particular the challenges in the teaching
and assessment of the English language subject in Malaysian primary
school classrooms. Finally, | briefly discuss the primary school teachers and

parents’ reactions towards SBA at the beginning of its introduction.
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1.2 Rationale behind introducing SBA into the Malaysian

educatio n system

The rationale behind the introduction of the Malaysian primary school SBA
will be discussed in four parts. The first relates to primary school education
reform. The second part discusses the examination system or the
summative assessment in Malaysia, while the third discusses the
importance of the English language in Malaysia. Finally, a discussion about
the government transformation programme is put forward which explains the
reform of the KSSR English curriculum and the enforcement of the

Malaysian SBA.

1.2.1 The Malaysian primary school education reform

In the early 1980s in Malaysia, Curriculum or Kurikulum Baru Sekolah
Rendah (KBSR) was introduced and intended to promote educational needs
for students with a diverse range of abilities and to move from a traditional to
a more child-centered curriculum. Although KBSR is known to have resulted
in many achievements and much success, it was also, however, highly
criticized by educationists partly because the related training was
authoritarian in nature, meaning that the teachers were trained in how to
teach but not how to be critical, reflective, innovative or adaptive (Abdul
Rahman, 1987). Teachers’ degree of implementation of the KBSR was also
generally low, due to a lack of guidance and supervision (e.g. Noor Azmi,
1988). Under the KBSR, the primary schools were subject to two further

innovations, the Smart School project in 1996 and the teaching of
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mathematics and science in the English language in 2002. Both innovations
are also known to have contributed to the formulation of the new curriculum
and the establishment of the SBA policy in the education system. | will briefly

discuss these two innovations.

The Smart School project was introduced in 1996 and focused on
curriculum, pedagogy, assessment and teaching-learning materials as well
as on student-centered learning as the basis for designing learning activities.
Under the Smart School project, each subject is divided according to the
students’ learning abilities, so that they may learn at their own pace.
Assessment is criterion-referenced and diagnostic. The assessment system
was developed to measure students’ achievements in terms of cognitive
development, communication, social-emotional development and science
technology (Ministry of Education, 1997). It also represented the first
introduction to school-based assessment in the Malaysian primary school.
However, some locally conducted studies (e.g. Omar and Sinnasamy, 2009;
Sidhu et al., 2011) indicated that school-based oral assessments were not
actually implemented as expected, because of a lack of ability and
knowledge among the teachers regarding implementing such a school-
based system. Thus, it was assumed by curriculum reformers that proper
establishment and appropriate enforcement might help with the
implementation of a school-based assessment system in the Malaysian

primary school education system.

The teaching of Maths and science in English language programme (or

simply known as Etems) was another innovation, introduced under the
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KBSR curriculum in 2003. The huge increase in education-related
information and knowledge in the late 1980s and early 1990s as well as the
apparent decline in English language skills among Malaysians were the
reasons behind the introduction of the teaching of maths and science in
English language programme. However, this innovation was not
consultative, because it was simply announced through the media by former
Prime Minister Mahathir Mohammad (Gill, 2007). It was also heavily
criticised from its initial introduction. Most of the issues stemmed from the
gap between rural and urban students having widened. In addition, only
19.2% of secondary school teachers and only 9.2% of primary school
teachers were reported to be sufficiently proficient in English (The Star,
2009). The teachers’ linguistic incompetence was a huge influence on the
termination of the Etems policy after only seven years of implementation.
The reason for a new type of assessment in English language teaching and

learning is further discussed in the next section.

1.2.2 Examination s or summative assessment in Malaysian

primary school

Before the establishment of SBA, former Malaysian Education Minister Musa
Mohammed had stated that the Malaysian education system needed a new
approach. He emphasised that the system needed to be less exam-driven
and should instead introduce a means by which to develop the creativity and
skills that students needed to meet future challenges. The former Malaysian
Director General of Education, Murad Mohd Noor, expressed his agreement

with these views, arguing that the obsession with high-stakes national
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examinations at primary, secondary and even university levels had reduced
the time teachers had to develop students’ talents, abilities and potential

(Utusan Malaysian, 2005).

The teaching and learning in the Malaysian primary school classroom had
somehow become too focused on planning and preparing students for
national standardised examinations. Students were usually trained during
the early years of primary school to answer exam format questions, so that,
by Year Six (the last level of primary school), they would be well prepared to
sit the national exams. Teaching had developed towards rote learning
(drilling, repetition and memorising), but it was not only training and
preparing the students, it was also training the teachers and parents
nationwide to place a high value on examination results in all compulsory
subjects in primary school, mainly English language, mathematics and

science as well as the Malay language.

In the teaching of the English language, the examination system had made
teachers focus on teaching literacy skills, mainly reading and writing, with
the communicative component of the language apparently neglected (Ali,
2003). This does not mean that the teachers were not trained to teach and to
create a balance by teaching all the functional skills, as specified in the
syllabus (MOE, 1987; 2003; 2011; 2012; 2014). However, there was a
mismatch between the policy and what was actually occurring in practice.
The important issue for the Malaysian education system was to raise school
standards and improve pupils’ examination performance (Ali, 2003), and

teachers had no choice but to adhere to this demand.
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My experience of learning English reflected a similar situation, and being a
primary school English language teacher years after my own learning
experiences, | found that the examination system was still a big part of the
school culture. Such a culture had been heavily criticised by academics who
claimed that the Malaysian education system was too paper-oriented (test-
oriented). The enforcement of SBA was expected to render the pressure of
English language teaching and learning less intensive and to create a
balance in teaching and assessing all the basic skills (i.e. speaking, reading
and writing) (Ministry of Education, 2012), specifically focusing more on the
English language communicative skills. The next section includes some
reasons why the government feels that the communicative skill are so

important.

1.2.3 The English language and its importance in Malaysia

Malaysia is a federal constitutional monarchy. It has a parliamentary system
of government headed by a prime minister selected through periodic,
multiparty elections closely modelled after the Westminster Parliamentary
system, a direct influence of British colonisation (Orenstien, 2009). Malaysia
is also a multiracial country comprising two distinct parts. West or Peninsular
Malaysia comprises the three largest Malaysian groups, Malays (50.2%),
who make up the majority of the peninsular population, Chinese (21.9%) and
Indians (6.6%). In the east of Malaysia, the northern portion of the island of
Borneo is composed of two distinct states, North Borneo (Sabah) and South
Borneo (Sarawak). Together, these states form the largest indigenous

groups, 51% of the population in the island and 20.4% of the portion of the
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Malaysian population (Statistic Malaysia, 2014)'. The emergence of mixed
ethnicity in the peninsula began during the British colonisation in the 1800s
when a large group of immigrant labourers from China and India were
brought and channelled into tin mines and urban businesses; Indians were
on rubber estates, while Malays and other indigenous groups were confined
to the rice fields and the agricultural domain (Abdullah and Wong, 2006, p.

18).

Under British colonisation in the twentieth century, English-medium schools
were formed to cater to the workforce in supporting staff positions for
administrative purposes (Malakolonthu and Rengasamy, 2012). The English
language was primarily used and became important for businesses and
legislative councils, among colonial elites and in professional classes (Lee,
2012, p. 120). Although the Malay language was made an official language
during this time, many favoured the English language, particularly those in
urban areas (mostly the Chinese). This formed an economic gap between
the rural populations because with the English language gave the pupils
better economic advantages. Thus, the British introduced a diverse
educational system of mainstream and vernacular schools of Malay,
Chinese and Tamil (Powell, 2002). This began the establishment of two

types of primary schools, the ‘national school’, which used Malay as the

1 Malaysian population statistic retrieved from
http://mysidc.statistics.gov.my/index.php?lang=en#
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medium of instruction, and the ‘national-type’ school, which could use either

English, Chinese or Tamil as the medium of instruction (Hashim, 2009).

After gaining independence from Britain in 1957, the country was in need of
symbols by which she could identify ‘herself’ as a sovereign nation. Asmah,
in Gill (2005), lucidly illustrates the ethnic and nationalistic reasons for the

selection of the national language:

To the Malays and bumiputera people, that choice fell
on Malay was the most natural thing. It is the language
of the soil. Of all the bumiputeras or indigenous
languages, Malay is the most advanced in terms of the
function as language of administration, high culture,
literary knowledge and religion. (p. 246)

Additionally, according to Gill, the Malays were also greatly frustrated when
their official language was progressing at such a slow pace with regards to
its implementation in 1965 through the educational sector. This was
particularly the case in the field of higher education, which operated in a
bilingual system — the Malay language for art subjects and the English
medium for science and technology — a great concern for the Malay
intellectuals that the English language was more favoured than the Malay
language during this time. In 1969, the racial riot between Malays and
Chinese? rose out of political differences about the early years of the
language policy implementation, a time which Gill portrays as ‘a black day in
Malaysian’s history’. This furthered the constitutional process of 1970,

establishing the Malay language as the main language of instruction

2 In 1969, a racial riot took place between the two largest ethnic groups, the
Chinese and the Malays, and caused a massive number of deaths.
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throughout the educational system (primary and secondary), including public

universities.

In 1970, the National Education Policy was implemented. Through this
policy, the English-medium schools were gradually converted to national
schools, while the national-type schools were retained. The Malaysian
government enforced the phasing out of the English language as the
medium of instruction, and the switch to the Malay language as the medium
of instruction was to be facilitated by learning the language as a subject in
the national-type primary schools and through a one-year language
transition class — the Remove Class, attached to the Malay-medium

secondary schools.

Nevertheless, English would become second important language taught in
schools; thus, common content syllabi for English for both primary and
secondary schools were enacted. However, the switch between the
languages saw a decline in the amount of English language exposure for
Malaysians. So the change in the medium of instruction from English to the
Malay language strengthened the position of Malay as the main thrust of
transitional bilingual education but has led to precipitate deterioration in

English language competence among Malaysians.

Thus, in 1979, the then Minister of Education, Dr. Mahathir Mohamad, tabled
the outcomes after a committee reviewed the implementation of the National
Education Policy. The major reformation to the education system was the

launching of the New Primary Schools Curriculum or Kurikulum Baru
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Sekolah Rendah (KBSR). The learning outcomes outlined in the KBSR
encompassed the four language skills — listening, speaking, reading and
writing — reflecting the needs in the daily life of Malaysian society. The aim

of the KBSR curriculum was:

to equip learners with basic skills and knowledge of
the English language so as to enable them to
communicate both orally and in writing, in and out of
school. (Sukatan Pelajaran Kurikulum Bersepadu
Sekolah Rendah Bahasa Inggeris, 2000, p. 1)

However, as the economy developed in the era of globalisation, Malaysia
requires that English be used universally both for local employment and, in
particular, for Malaysians to sustain themselves and remain globally
competitive, the government realized that English language curriculum
needed to focus on the communicative skills. Thus, the KBSR English
language curriculum needed to be replaced with a new curriculum that place
a clear emphasis on communicative skills. For the Ministry of Education, the
communicative skill is viewed as the most important skill to acquire for both

education and employment, locally as well as abroad.

1.2.4 The Malaysian transformation program

The Government Transformation Programme (GTP) in 2010. It was
envisioned by Malaysian Prime Minister Najib Tun Razak as a way of
making the country a developed and high-income nation through producing
world-class human capital. For the government, world-class human capital
means a sustainable, flexible, agile and mobile workforce with relevant
knowledge and skills. One of the important variables of human capital is

education (GTP, 2010). In response to this programme, the Ministry of
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Education developed the Malaysian Educational Blueprint 2013—-2025 and
performed an overhaul of the entire primary school curriculum, which
included the English language curriculum. It aimed to enhance the
communicative skills of Malaysians in the language, thus addressing the aim
of the GTP of equipping Malaysians with the necessary 215t century skills

(such as focusing on the English language communicative skills).

The introduction of the GTP and the Malaysian Education Blueprint
confirmed the decision to replace the existing KBSR curriculum with the
Standard-Based Primary School Curriculum or Kurrikulum Standard Sekolah
Rendah (KSSR) (as discussed in the following section) and to enforce and
strengthen SBA (as discussed in Section 1.2.1, SBA was firstly introduced
for English language oral assessment). Policymakers and educators see
SBA as a catalyst to this reform in achieving the aim of the KSSR English
language curriculum and the GTP (Fook and Sidhu, 2013), for the following
reasons:
x There was a need for the Ministry of Education to formulate a
curriculum which would better suit the needs of English language
teaching and learning in Malaysia after the closure of the teaching

Maths and Science in English language programme, and a new

assessment system needed to be established.

x SBA was expected to render the pressure of English language
teaching and learning less intensive as well as to create a balance in
teaching and assessing all the basic skills (i.e. speaking, reading and
writing) (Ministry of Education, 2012).

x Malaysia required the universal use of the English language for

employment locally and abroad, and the country needed, in particular,
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to remain globally competitive. Thus, the view was that the
communicative skill in the English language was an important skill to
acquire. Hence with the enforcement and strengthening of SBA in the
primary school education system the teachers are expected to
emphasize the English language speaking component in their
assessment (with the activities suggested) and not just focusing on its

written aspect.

x Policymakers and educators viewed SBA as a catalyst in achieving
the aim of the KSSR English language curriculum and the GTP
because the government believed that with SBA in the system
teachers will not only focus their assessment activities on the writing
skills but also all the necessary skills particularly the listening and
speaking component of the language (see Section 2.3.1 of its

importance and the need for educational change)

1.3 The primary school and the English language curriculum

As discussed in Section 1.2, the national school (SK stands for Sekolah
Kebangsaan in the Malay language) is attended by ‘son of soil’ in both east
and west coast of Malaysia, whereas, national-type school (SJKC stands for
Sekolah Jenis Kebangsaan Cina in the Malay Language) is attended by the
Chinese. It is common that parents send their children to a preferred school

which reflects their own background.

The Malaysian primary school (SK and SKJC) is also divided into two levels:
Level One (Years 1-3) and Level Two (Years 4—6). For each level and year,
the primary school is provided with the Ministry of Education’s KSSR
Standard Curriculum Document and Assessment. (At the time the study was

conducted, Level One was provided with a separate assessment document
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from the KSSR.) The aim for both Level One and Level Two KSSR primary

school is:

to equip pupils with basic language skills to enable
them to communicate effectively in a variety of
contexts that is appropriate to the pupils’ level of
development. (Ministry of Education, 2011, p. 1)

Although the emphasis of the KSSR curriculum is more on the
communicative component of the English language, both stage one and two
KSSR document objectives state that by the end of Year Six, the pupils are

expected to be able to do the following:

x Communicate with peers and adults confidently and appropriately in
formal and informal situations

x Read and comprehend a range of English texts for information and
enjoyment

x Write a range of texts using appropriate language, style and form
through a variety of media

x Appreciate and demonstrate understanding of English language
literary or creative works for enjoyment, and

x Use correct and appropriate rule of grammar in speech and writing
(Ministry of Education, 2011, p. 2)

To achieve the aims and objectives mentioned above, the English curriculum
is underpinned by six principles which teachers need to adhere to while
delivering their lessons. | divided these principles into two main categories
as explained and discussed in the curriculum, the teaching content and the

assessment (Ministry of Education Malaysia, 2011, pp. 9-12).
1. The teaching and learning of content
a. Back to basics

In this principle, it is essential that teachers begin with basic literacy skills in

order to build a strong foundation of language skills. Basic listening and
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speaking are introduced in order to help pupils enrich their understanding of
the language. The strategy of phonics is introduced in order to help pupils
begin to read, and a good foundation in penmanship will help pupils acquire

good handwriting.

b. Lesson is fun, purposeful and meaningful

The teachers’ lesson should emphasise meaningful contexts which integrate
the language skills and allow pupils to learn by doing fun-filled activities;
contextualised as well as purposeful activities will promote the fun element in

language learning.

c. Learner-centered teaching

Teaching approaches, lessons and curriculum materials must suit the
differing needs and abilities of pupils. It is important that appropriate
activities and materials are used with pupils of different learning capabilities,
so their full potential can be realised. The Mastery Learning strategy will
ensure that pupils master all learning standards in order to help them

acquire the language.

d. Integration of salient new technologies

The curriculum states that in line with growing globalisation, technology is
used extensively for daily communication. Therefore English language
teachers are encouraged to integrate technology in language learning, for

example by using the Internet and other electronic media.

e. Character building

An important principle which the teachers are also to inculcate through the
curriculum is character building. The teachers’ lessons should be based on
values which are incorporated in teaching and learning in order to impart the

importance of good values for the wholesome development of individuals.
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2. Assessment for learning

Assessment for learning is considered an important principle and is
emphasised in the new curriculum. Teachers are expected to conduct
continuous assessment as an integral part of learning. Through continuous
assessment, teachers are also expected to be able to identify whether pupils
have acquired the learning content (which will be discussed later in this
chapter, Section 1.5.5 and 1.5.6). Therefore, the teachers are to conduct
formative assessment as an ongoing process, while summative assessment
is conducted at the end of a particular unit or term to gauge pupils’
performance. The teachers are given the freedom to utilise a range of

activities to assess pupils’ performance orally or in writing.

1.4 The English language curriculum and  SBA

The Malaysian School Based Assessment (SBA) or in the Malay language
acronym is known as Pentaksiran Berasaskan Sekolah (as stated earlier in
the introduction) was formally introduced in 2011 under the English language
KSSR curriculum. The English language curriculum is based on a structure
with five modules (see Figure 1). Each stage in the curriculum is provided
with the aims and principles which the teachers are to use and consider in
the planning of their lessons. Thus, each module (e.g. listening and
speaking) has its own content, learning and band (Level One) and
performance standard (Level Two). The content standards specify the
essential knowledge, skills, understanding and strategies which the students
need to learn and acquire by Year Six. The learning standards describe in
detail the degree and quality of proficiency which the students need to
display in relation to the content standards for a particular year. Finally, the

band or performance standards, detail the six levels of ‘Bands’ or
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‘Standards’ (see Figure 2 and Appendix B), with descriptors (only for Level
Two) for each level, based on clusters of learning standards. These levels
serve as a guide for teachers in assessing their students’ development and

growth in the achievement of the required learning standards.

LISTENING AND SPEAKING '

READING MODULE Ij

YEAR1 YEAR2 YEAR3 YEAR4  YEAR5  YEARSG

STAGE 1 STAGE 2
YEAR (1-3) | YEAR (4-6) |

Figure 1: Conceptual framework of the curriculum model (Ministry of
Education, 2011, p.6)

1.4.1 What are English language teachers expected to do with

SBA?

Section 1.4 discusses the way in which teachers are to create a balance in
assessing all the language skills, mainly listening, speaking, reading and
writing. The following discussion specifies some examples of what teachers
may do in order to conduct assessment activities with the particular modules
mentioned above. The Malaysian SBA gives a number of examples of
assessment or evaluation, including classroom observations, oral

presentations, checklists, tests, quizzes, homework, creative work and



-18 -

writing. Nor does the Malaysian SBA limit these activities only to the
classroom; their implementation can also occur outside the classroom

(Ministry of Education, 2011).

For example, in the listening and speaking modules, teachers may use
checklists to record their students’ progress as part of the assessment
activities while they perform or speak during assembly (e.g. making
announcements, reciting poems, singing in groups or telling stories). In the
classroom, teachers may use classroom observations to observe their
students’ engagement in conversations with peers or activities (e.g. role

play, drama).

In the KSSR reading module, teachers may use questions and activities
which incorporate graphic and/or semantic organisers, story maps or
summarisation to assess their students’ ability to read and comprehend
texts. In the writing component of the KSSR curriculum, teachers may
incorporate elements of written projects or activities (e.g. tests, exams, class
exercise, journals, diaries, poems, writing scripts, dialogues and song lyrics).
Teachers may also use creative projects to assess students’ progress (i.e.
giving instructions so that the students can produce creative work such as

making masks, puppets etc.).

The SBA document also states that students should have opportunities for
self-assessment and should receive input on their progress. For example,
when students are completing homework, class exercises or creative work,

teachers should give them the opportunity to evaluate how well they have
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done, according to certain performance standards or bands (a detailed
explanation about scoring of SBA is explained later on in Section 1.5.5).
Teachers are encouraged to give students feedback on their work regarding
whether they are meeting the expected band or standard. Teachers also
need to explain or discuss the best way to improve performance to the
students’ desired levels. Another possible means of assessment is for
students to choose a product (e.g. their best piece of written work) for the
teacher to assess (see Appendix A) and to keep the product as evidence

(when necessary).

Briefly, teachers should utilise a variety of assessment techniques to monitor
their learners’ language growth and development. The KSSR SBA document
also says that homework and classroom exercises should be continuous
assessment tools, as they are believed to be useful in providing immediate
feedback. These exercises should provide the guidance, motivation and

correction which the students need to help them focus on learning.

Apart from that, the English language syllabus and the SBA document
emphasise that formative assessment, or assessment for learning, is an
important aspect of teaching and learning, so good pedagogy always
includes appropriate assessment. The document says that both formative
and summative assessment are carried out in order for the teachers to gain
feedback on their students’ learning and to provide the teachers themselves
with any information necessary to make changes to their teaching style
which will enhance learners’ outcomes. Thus, formative assessment is to be

carried out during teaching and learning in the classroom, and summative
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assessment at the end of a particular unit or semester. Appendix A shows
further descriptions of suggested teaching-learning and assessment

activities within each module.

1.4.2 How do the teachers use the curricu lum and guidebook to
determine the aim of the lesson and the materials to be

used ?

Malaysian primary school English language teachers are provided with a set
of the KSSR English language curriculum, assessment documents and a
guidebook as stated earlier. The teacher needs to refer to the KSSR English
language curriculum to determine what skills the teacher needs to teach.
The teacher also needs to refer to the assessment document to identify how
each particular skill is to be assessed. However, the guidebook provides
suggestions or ideas for the teachers on how the teaching and assessment
activities (e.g. speaking, reading, writing and language arts components)
could be carried out in a lesson. The teachers are also allowed to create
their own sets of teaching and assessment activities as well as materials to
be used in the lesson. Therefore, when determining the aim of the lesson it
depends on what English language component the teacher would like his or
her pupils to acquire during the lesson. The teacher can either use directly
the aims stated in the assessment document or they can also create their
own (as long as it is aimed at the specified level of achievements stated in
the assessment document). For example, if the teacher had decided that he
or she would like his or her pupils to develop the skills of listening and
speaking component of the KSSR English language module (see Figure 3),

then the teacher would also refer to the assessment document (Figure 4) to
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determine which of the sub-skills he or she would try to develop. Then, the
teacher can refer to the guidebook (if he or she wants) to get some ideas of
how the teaching and assessment activities could be organised or the
materials she could use in the lesson. The teacher may repeat the same aim
as well as using the same teaching-assessment activities and materials (as
they had used in their previous lessons) if the teacher had noticed that his or
her pupils had not yet achieved the required skill. However, most of the time
because of the teachers’ schedule and other related factors (see discussion
in Section 1.6) may also determine the aims of the lesson and the selection

of the teaching assessment activities and materials.

1.5 The concept of SBA

The dissemination of SBA included a frequent answer guidebook (Q&A
booklet in Malay language) and an English language version available in the
Ministry of Education webpage. The document consists of relevant questions
related to the implementation of SBA. The guidebook covers the following

topics.

1.5.1 What is SBA?

The question and answer Q&A booklet states that SBA is introduced as part
of the National Transformation Programme to produce ‘world-class human
capital’ (see, Section 1.2.4). SBA began implementation in 2011 and is
defined as a holistic form of assessment by which to measure progress in
the cognitive, affective and psychomotor domains encompassing intellectual,

emotional, spiritual and physical aspects. The revised KSSR curriculum is
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designed to address these domains. SBA covers both academic and non-
academic components of the KSSR curriculum. There are four components
to the Malaysian SBA system: 1) central assessment, 2) school assessment,
3) assessment of sports and co-curricular activities and 4) psychometric
assessment. It is expected that teachers will carry out SBA continuously in

schools during the teaching and learning process.

The document stated that SBA is not a new concept in the Malaysian
education system; the practice of giving homework and quizzes and holding
question and answer sessions, which is considered an essential part of SBA
activities, was already the norm in teachers’ classroom practices (see,
Section 1.6). However, it claims that improvements need to be made in order
for the teachers to measure the achievements of the students’ performance.
This study focuses on the school assessment component and its

implementation from 2015 to 2016, the duration of the study.

1.5.2 Differences between SBA and the presenta ssessment

In differentiating SBA and the existing summative system (the semester or
year end examination which is used presently in all primary schools to report
pupil progress, as explained in Section 1.2.2), the SBA Q&A booklet
repeatedly emphasises that it is holistic and therefore considers all aspects
of assessment (physical, spiritual, emotional and intellectual). The Malaysian
SBA also encompasses both assessment for learning and of learning; it is
expected to enable the teachers to assess both the learning outcomes and

the learning process. Thus, formative and summative assessments should
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be employed in the teachers’ practices — formative assessment during the
learning process and summative assessment at the end of a learning unit.
The SBA also gives the teachers due recognition in carrying out formative
assessments at their discretion. In giving the teachers the freedom to
choose how and when they are to conduct formative assessments, the
Malaysian SBA claims that the teachers’ integrity, credibility and reliability
may be enhanced through this process. The SBA Q&A document also
claims that teachers are the most suitable people to carry out the

assessment, because they:

X can continuously monitor their pupils’ growth;
X can provide constructive feedback to improve pupils’ learning abilities;

X better understand the context and environment most conducive to
assess pupils and

X appraise and provide feedback based on standard performance.

(Retrieved from the Ministry of Education webpage)

Hence, the SBA provides the elements of value through the assessment
conducted. For example the SBA document explains, the constructive and
meaningful feedback which the teachers are expected to do as part of the
learning process can contribute to the pupils’ learning progress. As a result,
it is hoped that pupils will be motivated to work harder and perform better in
their learning and in their future. Feedback based on the performance
standard should help and enable pupils to identify their strengths and
weaknesses, common errors and learning areas which need more attention.
The document stated that this (the feedback based on performance

standard) will help to identify the strategies that may help improve their
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learning. Pupils’ performance or results were initially to be presented in the
form of a descriptive and formative report generated using the assessment
report for school-based assessment or Sistem Pelaporan Pentaksiran
Berasaskan Sekolah (SPPBS in the Malay acronym), a system database
which stores all information pertaining to pupils’ progress from Year One to
Form Five. However, at the time this study was conducted, from June 2015
to June 2016, the teachers in the study explained that it had been
transferred to an offline database in Microsoft Excel (see explanation in

Section 1.5.5 and Appendix D).

In contrast, the assessment before SBA focused more on the learners’
achievements through examination results. This was mainly an assessment
of learning at the end of the learning process and was largely summative in
nature, presenting results through letter grades. SBA was intended to
introduce a balance between assessment for and of learning. Therefore, with
its establishment, it was hoped that the Primary School Standardised Test or
Ujian Pentaksiran Sekolah Rendah (UPSR, conducted at the end of primary
school in Year Six), would no longer be such a high-stakes examination. But
it is explained that it would still be part of primary school Year Six
assessment and the results together with their SBA achievements would be
used to report the pupils and the school’'s progress. However, from my
reading it is unclear how SBA and the Year Six assessment marks are

combined or how the marks would affect the pupils’ future.
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1.5.3 The key t erms used in the Malaysian SBA

Several concepts further help us understand how SBA is implemented in the

education system. The Q&A guidelines defines these terms as follows:

Performance Standard/ Band

The Performance Standard is a set of statements detailing an
individual’'s achievement and mastery within a certain discipline, in
a specific period of study and based on an identified benchmark.
The Performance Standard will help inform the appraiser of the
best and most suitable way to assess an individual fairly in a
focused manner, based on the predetermined standard set. In
particular, the band system or performance standards detail the
six levels of bands or standards, with descriptors (only for Level
Two) for each level based on clusters of learning standards. These
levels serve as guides for teachers in assessing their students’
development and growth in the acquisition of the required learning

standard (see, Figure 4 and Appendix B).

. Standard Reference Assessment Document

The Standard Reference Assessment Document is introduced to
track the development of each pupil through his or her
performance. In this process, it is possible to determine what each
pupil knows (tahu), understands (faham) and can apply (boleh
buat) or whether he or she has mastered what has been learned
based on the Performance Standard mapped in the standard
curriculum (see, Figure 2). In addition, the Standard Reference
does not compare a pupil's achievement with his/her peers;
instead, it will report each individual's growth and development by

comparing his/her performance against a statement standard.

Standard Curriculum Document
The Standard Curriculum Document is the name given to the new

primary school curriculum or in the Malay acronym KSSR.
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iv. Learning Standard
The learning standards describe in detail the degree and quality
of proficiency which the students need to display in relation to the
content standards for a particular year (in 1.1.1: Figure 3 and see
Section 1.5.5 for the relation between learning standard and

performance band/ standards).

v. Content Standard
The content standards specify the essential knowledge, skills,
understanding and strategies which the students need to acquire

at the end of their primary schooling (Year Six, see 1.1; Figure 3).
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Figure 2: Band level specification for Year 1 -3 (Ministry of Education,
2011, p.5)

1.5.4 Quality assurance for SBA

To measure the quality of SBA, the Q&A guidelines explain that quality is
determined through the following criteria:
i.  Mentoring

A process of guiding and facilitating the teachers in carrying out
SBA according to the correct procedures and principles. The
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people who are responsible to conduct mentoring as mentioned
will be the Ketua Panitia/ Bidang (Head of Subject Panel), Guru
Cemerlang Mata Pelajaran (Excellent Nominated Teachers),
Master Trainers and Headmasters/ Principals or any appointed
teacher can take on the role of Internal Mentors. External Mentors
are officers from the Examinations Syndicate, State Education

Department and District Education Departments.

ii. Standardization
This process ensures the uniformity of scores with reference to the
Performance Standard based on the rubrics of assignments.
Internal standardization is coordinated by the Ketua Panitia, Ketua
Bidang, Guru Cemerlang Mata Pelajaran. External standardization
is coordinated by officers appointed by the Examinations
Syndicate.

iii.  Monitoring
Monitoring ensures that the correct procedures have been
adhered to, to ensure the reliability and credibility of the
assessment outcome. It is the process of ensuring SBA is
conducted according to set guidelines and procedures. Internal
monitoring is conducted by a teacher chosen by the school’'s SBA
Committee. External monitors can be any officers from the
Ministry of Education. Teachers from neighbouring schools can also
cross monitor SBA activities. Teachers are encouraged to do so for
mutual benefit. Accordingly, the guideline states that cross
monitoring will enhance the reliability and credibility of the SBA
conducted (see, Chapter 5, Section 5.1.5 how monitoring was

conducted since SBA was introduced and implemented).

1.5.5 Scoring of SBA

Although the SBA document stated that the teachers need to incorporate

both formative and summative assessment for reporting, it was not clearly
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stated how the teachers were to do this (particularly how the marks are
combined to present pupils’ overall semester or yearly progress). However,

the following description shows how the SBA scores are conducted.

Each competency within the KSSR syllabi is mapped to a corresponding
band or performance standard (see Figure 4 and Appendix B). The
band/performance standard requires the teachers to provide ‘evidence’
(which the teacher needs to see and record) that each child is able to hear,
say, read or write at the required level for each band/standard. As an
example, the listening and speaking skills reveal that when a child provides
evidence that he/she is ‘able to speak with correct word stress’ (see Figure
3: Learning Standard 1.1.1) by taking part in any classroom activities as
instructed by the teachers (e.g. group work or individually through any
classroom performance, following instructions, reading text; see Appendix A)
and it is witnessed and recorded by the teacher, that student will have
achieved one of the bands/performance standards in the module. The
bands/performance standards may be set, but the teachers still have
considerable freedom in terms of the evidence they use to evaluate the

children (e.g. activities which they use, materials, structure of the lesson).

As discussed above, for formal recording of the SBA score progress, the
ministry has introduced and developed an offline system using Microsoft
Excel for both stages (that includes not just descriptive results but also
grades, see Appendix D section [d]). The discussion below explains in

further detail how this system is to be used.
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Figure 3: Sample of content and learning standard Year 1 and 2
listening and speaking module

for

(Ministry of Education, 2011, p.14)
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Figure 4: Sample of band system specification and descriptors for Year

1 listening and speaking module

(Ministry of Education, 2011, p.6)
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1.5.6 The SBA recording system and reporting of SBA

The students’ assessment progress is to be recorded three times per year
using four Microsoft Excel (Appendix D) spreadsheets: recording form,
achievement form, semester test report and the students’ individual report.
The process requires the teacher to fill in the first and third spreadsheets in
the system, so the system is able to generate the learners’ achievement
form and students’ individual reports as their semester and yearly learning
progress. These outcomes can then be reported to parents on a
semester/yearly basis, be archived along with the learners’ best learning
evidence (e.g. worksheets, activities etc., although this is not compulsory)
and be kept for review and moderation and to use as feedback on teaching
and learning. When the teachers are not required to record in the system,
the primary school teachers are encouraged by the Ministry of Education to
write a descriptive report of their classroom assessment results in the form
of reflections (after each lesson and assessment is conducted) at the end of
their lesson plan activities and their scores at the back page of the lesson
book (Ministry of Education, 1999). Writing reflection is seen as a way to
continuously monitor the learners’ growth and help them with their learning
abilities as well as to allow the teachers to modify their own teaching

according to their learners’ needs.

In order to give a clear understanding, the Malaysian Ministry of Education

Q&A handbook (2011, pp. 13—14) summarises the following details.
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x The SBA is carried out continuously in school by the teachers during
the teaching and learning process.

x Itis conducted by the learners’ own subject teacher.
x It focuses on both formative and summative assessments.

x It does not compare a learner's achievements with those of his/her
peers; instead, it reports and compares each learner’s growth and
development against his or her performance standard.

x It gives the teachers the freedom to choose or adapt the kind of
formative and summative assessment activities according to the
school context and environment.

X The assessment conducted should allow the teachers to continuously
monitor the learners’ growth and provide constructive feedback to
help improve learners’ learning abilities based on the performance
standards they have achieved.

This means that the SBA programme intends for the teachers to become the
assessors of their learners based on their own personal judgement, which is
very different from the previously established method of assessment.
Students are also not necessarily evaluated at the end of the year or at the
end of a particular unit but are instead continuously evaluated throughout the
learning process, with the results used as information to make necessary

adjustments on teaching and learning needs.

This also means that by the end of the assessment period, pupils are
assumed to be able to assess their own learning abilities through the
feedback provided, while the teachers improve their teaching by observing
their pupils’ learning. This could be an extremely challenging task for a
primary school pupil and some teachers, resulting in a significantly increased
workload. However, in Malaysia, it is customary that whatever reform is

being introduced into the education system, teachers must implement the
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initiatives as mandated. Open rejection is not usually an option in the
Malaysian context. It is also a culture where teachers do what they are told,
although this does not mean that the policy is necessarily being
implemented as intended (e.g. Omar and Sinnasamy, 2009). The teachers
often use the phrase by hook or by crook (saying the phrase in the English
language), meaning that no matter how difficult the task directed to them by
top-level management, they must find ways to implement it. However, at the
beginning of the introduction of SBA, primary school teachers expressed
some concerns about the system. This was partly because Malaysian
primary school teachers are used to some of the norms of conducting
teaching and assessment which will be discussed and described in the next

section.

1.6 Characteristics of English language teaching assessment

and its challenges

It is widely recognised that sociocultural context or setting plays a significant
role in the way teachers conduct their teaching (Tudor, 2001; Orafi, 2008;
Wedell, 2009). This affects what teachers and students believe to be the
norms in the ways a lesson should be taught, learned and assessed in that
particular setting. In this section, | will describe the characteristics of

teaching and assessment in the Malaysian context.

As discussed in Section 1.2, the Malaysian primary schools are divided into
two types, the national primary school (SK) is attended by the Malays in the

west coast of Malaysia and by the ‘bumiputras’ or ‘sons of soil’ (the
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indigenous people in the east coast of Malaysia). The Tamil-type primary
school (SJKT stands for Sekolah Jenis Kebangsaan Tamil in the Malay
language) (only in the west coast of peninsular Malaysia) is attended by
Indians, whereas the SJKC is attended by the Chinese. The language
medium of instruction in SK is the Malay language, whereas it is Telugu in
SJKT and Mandarin in SJKC. However, the English language curriculum (as
one of the compulsory curriculum in the Malaysian primary school, see,
Section 1.3) expects the teachers to teach using the English language
entirely in their teaching and learning. Listening to the teacher modelling the
spoken language is hoped to develop learners’ interest in articulating and
learning the English language. Nevertheless, it is not always possible for
teachers to carry out their teaching using the English language throughout
their entire lesson. Most commonly, teachers will use a mixture of English
and Malay or will teach in the language of instruction which their schools are
using. Translating the English language into the Malay language or into the
students’ mother tongue (the language in which the pupils were brought up
with at home by their parents other than the Malay language) is also a
common practice in the Malaysian English language teaching context. The
teachers’ teaching is also influenced by the English language backgrounds
of the students. More English language is used when the students have a
good English language background (pupil with knowledge of the English
language learnt from home taught or exposed by their parents) and a
mixture or language translation if they have less or none. The teachers’
pedagogy is also influenced by their own English language competence and

proficiency. Therefore, the use of English for teaching and learning and how
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much the language is to be used in the lesson depends on the capability of
the teachers and the students themselves. To make a particular task
understandable and clear, the teachers tend to use the language which both
the teachers and students feel most comfortable with and which is most
convenient. In this case, the Malay language is often used to teach the
English language and to give a clear explanation of the assessment to be

conducted later on.

| also stated in section 1.3 that the primary school consist of two levels. The
lower primary (Level One) consists of Year One to Year Three (pupils age
from 7-9) and the upper primary (Level Two) consists of Year Four to Six
(pupils age from 10-12). The actual teaching of English language subject
starts from Year One. Therefore, pupils in Year One will only experience
formal teaching and learning of the English language subject during this time
in which they are taught the four English language skills namely listening,
speaking, reading and writing as discussed earlier by trained English
language teachers. This means that the pupils are not yet used to the type of
assessment that | am investigating in this study. This potentially lays down a
challenge for teachers of younger age groups in providing feedback for

learners, an issue which | am also investigating in this project.

In terms of class size, it is normal for Malaysian primary school teachers to
have thirty to forty (sometimes more) pupils in a classroom. Usually these
classrooms were built only to accommodate fewer than thirty pupils. In
dealing with large class sizes, pupils in each schools are usually screened

and placed in different classes according to their abilities or according to
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their literacy and numeracy performance (that is if there are extra
classrooms available in the school). In addition, Malaysian English language
teachers usually teach more than one class daily (sometimes 3 or 4 group of
classes in different years or levels). Additionally, most primary school
classroom in Malaysia are built with either wood or concrete walls and floors
(in a rectangular shape classroom). The windows in the classrooms (the
right and left side view) take up most of the walls which means that wider
windows are built and with two exit doors to make ventilation system more
effective for the Malaysian hot climate weather (fans and lights are supplied
in each classrooms; the numbers of fans depends on how large the
classrooms are). Therefore, the acoustic environment is challenging-
Malaysian primary school teachers may not hear their pupils clearly and

may hear noise from other classrooms.

Furthermore, the introduction of the new English language KSSR curriculum
in 2011 also introduces some extra periods of English language teaching in
primary school, from 7 periods (Level 1) and 8 periods (Level 2) to 10
teaching periods in a week; each period takes about 30 minutes per lesson).
The assumption of the additional time period is that the more time the
teachers spend with the pupils, the better they will perform in the English
language. The class size, the physical condition of the classrooms and the
number of lessons and classes to be taught could be an extra workload for
some teachers and may limit the extent to which they can work effectively

with SBA in this study.
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The Malaysian SBA encourages the teachers to regularly give homework
and worksheets. In the Malaysian primary school classroom the practice of
giving homework and worksheets is quite common. The teachers are used
to giving out tasks at the end of their teaching and learning in order to
determine whether the lesson they have taught was successful and was

clearly understood by the learners.

However, the consistent daily recording of students’ individual progress and
their performance in given tasks is not a usual practice for teachers in the
English language classroom. Nor does the usual practice include providing
useful and constructive feedback to the learners. The most important thing
for both teachers and students after each successful task is assessed is the
number of correct answers provided by the learners. For the teachers, this
simply shows that another lesson has been successfully taught and learned,

and they can proceed to another level, unit or topic of a particular lesson.

In terms of assessment, Malaysian primary school teachers and students
are used to doing paper and pen tests. This means that an assessment is
officially conducted when it involves filling out and answering questions on a
piece of paper. Therefore, making observations and preparing checklists or
using other instruments to monitor a learner’s progress while he/she
accomplishes a certain task (e.g. classroom presentation, choral reading or
reading individually, doing group work, pair working, making puppets) has

not been a common practice in the teachers’ understanding of assessment.
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Malaysian English language teachers are also used to conducting a
summative assessment two or three times a year, checking and recording it
as a one-off report for the students and parents and for a record for the
schools (in the form of letter grades). Teachers will only conduct formative
assessments (in the form of monthly tests as understood by them) if there is
a necessity to do so, and these are usually used for drilling and preparing
the students for standardised examination. Whether dealing with formative
or summative assessments, the teachers consider them both basically as
means used to measure the ability and competence of the students in
answering questions and to prepare individual learners for national
standardised examinations. The factors above could give some information
that SBA might face have some complications and challenges in its
implementation in the Malaysian primary school classroom. And as with any
other educational reform, the introduction of SBA into the Malaysian primary
schools did not occur without objections. The next section explains these in

further detail.

1.7 Opposition to SBA in Malaysia

When SBA was initially introduced, teachers began expressing their
concerns about the system. The key issues reported were the increased in
the teachers’ clerical duties and the recording and storing of the students’
learning progress. Teachers tried raising their voices through various
channels and often highlighted their concerns in local media. One such
media outlet was a social network page with the title ‘We want to terminate

SBA'’ (as translated into English). Much of the disappointment about the SBA
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was expressed through the page. This was followed by a protest organised
by an organisation called Suara Guru Masyarakat Malaysia (SGMM) or The
Teachers’ Voice of Malaysia. The protest was backed by Malaysian NGOs
but was highly criticised by National Union of the Teaching Profession, who
claimed that SGMM was an illegal organisation and that holding the protest
could damage the teaching profession. The protest was a surprising
development, because as discussed previously, open defiance is not usually

an option in the Malaysian context.

Parents also showed concern about SBA and protested through the ‘Parent
Action Group For Education’ (acronym PAGE is an educational lobbyist that
serves as a channel between concerned parents, the Ministry of Education
and other educational stakeholders) in 2014. According to the PAGE
association in a news article published in the Malaymail Online in February
20, 2014 stated that although SBA is a good plan, it had proven to be
deficient to replace examination. PAGE identified the following points with

the move to SBA:

x The plan for SBA was not laid out and modelled on an already

working system elsewhere in the world and piloted to scale;

x The SBA system is a total system overhaul compared to all the other
numerous changes that we have had so far. Yet, it is done rather

hurriedly and without proper supervision;

x Parents are sceptical of such a system due to unanswered questions
such as, how is SBA going to maintain a consistent marking system
across the board? What acceptable measures are taken to guard
against bias? What is the benchmark needed for admittance into

residential schools or other non national schools? No teachers or the
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examination syndicate members have managed to answer these

questions convincingly for them;

x SBA requires that teachers to evaluate each student individually (in
relation to their own progress rather than by comparison to other
learners). This can cause inconsistent marking. Not only are teachers
not used to such a marking scheme, but teacher evaluation is

subjective and varies among different teachers and schools.

X In addition, SBA evaluation comes with a huge baggage of
administrative and clerical chores in the method of reporting students’
progress. According to PAGE the method of reporting is also
questionable. This could be because parents are not used with the
type of result that the SBA system generated as they did not get clear

information about the scoring of SBA.

x PAGE agrees that teachers should not be overwhelmed with
administrative tasks. They contended that the teachers should be
focused on one thing, which is teaching their children and any other
chores that take away the teachers’ classroom and lesson preparation

time will not benefit their children.

Following the protest, there was no more front-page news concerning SBA.
This could mean that the teachers and parents had accepted SBA as a new
form of assessment, or it could mean that they are still having difficulties but

are keeping them quiet.

My personal experiences with SBA in the primary school were also not
without troubling issues. First, my colleague and | did not understand what
SBA meant in practice. In particular, our knowledge as a teacher lacked the
concept of formative assessment (Black and Wiliam, 2003) as a method of

assessment. Second, teachers have a long history of teaching towards
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examinations (see, Section 1.2.2 and Section 1.5). Although we had school
meetings to discuss about this reform, the discussions were mainly concerns
about documenting SBA results and making sure that teachers are
conducting SBA in the classroom (if the teachers produce scores for SBA it
is considered done and we have something to show to the officers who visits
the school). Sometimes, we felt that SBA was being done simply to provide
some evidence to the officers that SBA is being implemented and without
proper understanding of how the scores were going to be used. These
issues raised a question in my mind regarding whether SBA was being
implemented as anticipated by the new curriculum or whether teachers had
resolved to continue teaching in the traditional way and were finding some
other way of dealing with the demands of SBA. Specifically, were the
concepts and principles of formative assessment being articulated as
intended in Black and Wiliam's (2003) descriptions of formative

assessment?

1.8 Significan ce of the study

Thus far, | have presented some evidence for why Malaysian primary school
language teachers may be struggling with the implementation of SBA, and
this provides part of the rationale for looking at SBA from teachers’
perspectives. As Burn (2010) asserts, teachers usually want to be effective
and provide quality learning experiences for their students. However,
teachers might also implement SBA without having a clear understanding of
what they are actually meant to do. My intention is therefore to investigate

what teachers do and their reasons for so doing, through exploring the
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beliefs and practices of a small group of teachers in Eastern Malaysia. Such
an investigation may help increase our understanding of how educational
change is introduced and interpreted at a classroom level in primary schools
in a Southeast Asian context and may suggest some ways for curriculum
developers to support primary school teachers when they are faced with
education reforms in Malaysia and in other places which share the same

context.

SBA is an example of the kind of major educational reform which education
ministries are constantly introducing into systems around the world. As we
will see, a large volume of research literature has emerged which discusses
this topic, analyses the factors which promote change and this study will add

to this body of literature.

1.9 Outline of the thesis

In this first chapter, | presented the contextual background of the study,
highlighting the characteristics of English language teaching and
assessment in Malaysia, the primary school English curriculum and the
concept of SBA in the Malaysian education system. In the second chapter,
highlights the historical emergence of SBA as a widespread form of
educational assessment, and review empirical studies of its processes and
effects, educational changes and the study of teachers’ beliefs and practices
is put forward in the second chapter. In Chapter 3, the methodological
framework of the study is delineated, followed by an analysis of each

teacher’s case in Chapter 4 and a cross analysis of these cases in Chapter
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5. A discussion of the research findings is articulated and compared with
other relevant research findings in Chapter 6. Finally, this thesis ends with a

conclusion and recommendations for further research in Chapter 7.
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Chapter 2: Literature Review

2.1 Introduction

Earlier in this chapter discussed how the Malaysian education system has
emphasised teaching to the test because of high-stakes national
examinations at all levels of schooling in primary, secondary and tertiary
education; SBA is meant to lessen these tensions. The enforcement of SBA
was also to enhance the communicative skills component of the English
language curriculum as a contribution towards producing world-class human
capital under the Malaysian GTP programme through the primary school
education. SBA is believed to be able to equip individuals with the skills
needed in the twenty-first century (i.e. creativity, high thinking skills, English
language communicative skills etc.) as well as to sustain and retain global
competitiveness. | also discussed in Chapter 1 how SBA is defined in
Malaysia. In this section, | will discuss the historical context of SBA, the
underlying principles of formative assessment, its benefit and the issues that
it encounters specifically issues related to understanding what formative

assessment is and about giving feedback.

This chapter first delineates the historical context of SBA, the underlying
principles of formative assessments, its benefits as well as the issues which
SBA encounters both in theory and in practice. It will also explore the
reasons for the shift from centralised assessment to a more school based

assessment approach as well as the challenges that the teachers
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encountered in dealing with this type of assessment as discussed in many
existing studies (i.e. Hounsell, 1997; Wotjas; 2001; Sardereh and Saad,

2012; Fook and Sidhu, 2013; Barley; 2013).

Secondly, the concept of educational change and reform is considered, and
strategies for introducing educational change are discussed. It is important
to understand the nature of educational change or reform, because this will
give insight into how the curriculum (e.g. English language curriculum) is
introduced into the education system (the school). Following this, the chapter
explores research into the connections between teachers’ beliefs and
practices in relation to educational change. This section is important
because teachers may be comfortable with the teaching strategy they have
previously employed and often may see no reason why they should change
from what they normally do despite the fact that their new curriculum reform
promotes changes in teaching practices. It also deals with the factors which
may influence teachers’ interpretations and implementation of such
educational change. This review of the literature will be used to critique the
way SBA was introduced in Malaysia. This chapter also deals with the
unintended outcomes of educational change on teaching practices. The
review of this section is used to understand the phenomena surrounding

teachers’ teaching practices with the introduction of SBA.

2.2 The historical context of SBA

The roots of SBA lie in the Australian government attempt to cater for a large

number of students enrolled in elementary and secondary education in
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Australia in the 1940s to the 1960s. They felt (the Australian government)
that there was a need to develop other kinds of tests for lower level
education instead of just relying on their public examinations. They thought
that by choosing other type of assessment that give the school more
responsibilities of administering the test will enable to cater the large number
of students enrolment in public schools. Since then, public examinations
were replaced with assessment conducted and administered at school level.
During this era, SBA function more as a summative assessment that was

conducted at the end of a learning unit or topic.

Although SBA was first introduced to focus more on summative evaluation,
meaning that it was generally designed and intended to serve the purpose of
examinations, teachers were given considerable freedom with respect to
curriculum and assessment (Mercurio, 2008). Mercurio (2008) stated that
the introduction and shift to SBA in the positioning of assessment under the
administration of teachers in Australia had also shown some cultural shifts.
New Zealand, for instance, has been changing its overall qualification
system aiming towards both certifying performance in a broad range of

domains and helping students learn more (Brown, 2011, p. 2).

Mercurio also contended that the increased focus on student learning had
presented a cultural shift, in the previous 20 years, in terms of how young
learners were identified, moving from labelling them as ‘candidates’, ‘pupils’
and ‘students’ to referring to them as ‘learners’ or simply as ‘young people’.
He added that the view of students as learners or just young people is tied to

‘what we understand as learning, to where learning takes place, to the role
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of teachers in the learning process, and in conducting assessments in the
service of learning and how we view the purpose of assessment’ (p. 10).
There is also a shift from cognitivist views of learning to more sociocultural

perspectives on learning, which draws attention:

to what learners with minds and bodies, home and
peer cultures and languages, previous learning
experiences, interests and values — bring to their
learning environments and how that shapes their
interactions with those learning environments. (Haertel
et al., 2008, p. 8)

There has also been an expansion of curriculum purposes. The boundaries
of what is taught and assessed are expanding in subject-specific,
disciplinary and interdisciplinary ways. There is a shift from ‘insulation to
connectivity between disciplines and subjects, and between knowledge and
its application’ (Young, 2008, p. 33). The expansion of curriculum purposes
also includes paying attention to cross-curricula skills, referred to in Malaysia
as ‘educational emphases’ (i.e. thinking skills, mastery learning, multi

intelligence, information and technology skills, learning how to learn skills).

Over the past 40 years, many countries have developed and introduced
some degree of SBA into their education systems (e.g. Oman known as
continuous assessment, Assessment for learning in England, Task Based
Learning in New Zealand) primarily blending school assessment with
external examination (i.e. in Hong Kong, the Caribbean). The shift has made
its way into Asia and specifically, now, into Malaysia. As stated earlier that
the introduction to SBA was mostly to blend formative and summative
assessment. However, Christodoulou (2016) argues that over the last thirty

years, most attempts to create an integrated formative and summative
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assessment had not met with great success mainly because formative and
summative inferences require different types of assessment (p. 74). The
Malaysian SBA system is also attempting to combine formative and
summative assessment as part of its SBA (Ministry of Education, 2011,
p. 3). This study will observe how the teachers in this study integrate
formative assessment and summative assessment and what kind of issues
they encounter with the integration of these two assessments under the

Malaysian SBA system.

Although the introduction of the Malaysian SBA emphasized both formative
and summative assessment to be conducted as stated earlier (also in
Chapter 1) and that formative assessment should be part of the teachers’
teaching and learning routine, the underlying principles of formative
assessment was not clearly stated as far as | had read. In addition, the term
SBA is usually defined and conceived as assessment for learning or
formative assessment. Both are wusually used extensively and
interchangeably to describe an assessment that is conducted in the
classroom by the teacher during teaching and learning to accelerate pupils’
learning as discussed in the following section. In this study, | will also use
both terms interchangeably. The following subsection discusses the
underlying principles of formative assessment as well as its importance as

presented and debated in many existing studies.
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2.2.1 The principles of formative assessment

Formative assessment is rooted in Bloom et al.’'s concept of mastery
learning, ‘an instructional approach that espouses the use of assessment to
gauge students’ progress towards mastering a learning goal’ (Bloom et al.,
1971; cited in Trumbull and Lash, 2013, p. 2). However, formative
assessment received little attention until Black and Wiliam published Inside
the Black Box: Assessment and Classroom Learning in 1988. After
reviewing 160 journals about formative assessment from several countries,
they concluded that formative assessment clearly means to improve
students’ achievement and related to ‘assessment and classroom learning’
(Black and Wiliam, 1998, p.1). Formative assessment is also equated to ‘any
assessment that is designed and practiced to serve the purpose of
promoting pupils’ learning’ (Black et al., 2004, p. 10). Black and Wiliam
(1998a) also state that formative assessment does not have a tightly defined
and widely accepted meaning. They refer to formative assessment as
encompassing all those activities undertaken by teachers and/or by their
students which provide information to be used as feedback to modify the

teaching and learning activities in which they are engaged (p. 7).

Since then, formative assessment has gained considerable attention among
researchers. For example, Brookhart (2010) refers to formative assessment
as the ongoing process students and teachers engage in when they 1) focus
on the learning goal, 2) take stock of where the current work is in relation to
the goal and 3) take action to move closer to the goal. She states that the

best formative assessment is when both students and teachers are engaged
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or involved ‘in a recursive process'. It is a process where the teacher models

the process for the student:

For example, the teacher shares the aspects of a
good descriptive paragraph and tells students how
their work compares to the ideal. Gradually, students
internalize the learning goals and become able to see
the target themselves. They begin to be able to decide
how close they are to it (p. 3).

Suskie (2009, p. 4), on the other hand, describes formative assessment as a

four-step cycle, as illustrated in the figure 5 below:

1. Establish Learning Goals

2. Provide
Learning
Opportunities

4, Use
the
Result

3. Assess Students’ Learning

Figure 5: Teaching, learning and assessment as a continuous four -step
cycle process (Suskie, 2009, p. 4)

According to Suskie, in formative assessment, both the teacher and the
student set a learning target and then discuss how to get to that learning
objective. Thus, both the teacher and the learner find the best teaching and
learning strategy to help achieve their stated goal. From then onwards,
teachers assess learners when both feel that they are ready to be assessed.
The results of the assessment are then used to decide what needs to be
focused on further and to make improvements, specifically in the students’

learning as well as in the teachers’ teaching.
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Assessment for learning is also not just not about certifying learning, it also
aims to improve learning. As such, assessment for learning strategies help
teachers fulfil other components of learning such as thinking skills and
personal abilities, lifelong learning and mutual understanding (Bennet, 2011;
Black and Wiliam, 1998ab). This means that assessment for learning
requires teachers and learners to use assessment to improve instruction and
learning. It is about assessing learners’ progress, providing them with
feedback and deciding on the next step in the teaching and learning
process. As Jones (2005, p. 5) states, it involves ‘informing learners of their
progress to empower them to take necessary actions to improve their
performance’; Jones also contends that ‘the principal characteristic of
assessment for learning is effective feedback provided by teachers to

learners on their progress’ (p. 1) and that:

Assessment for learning strategies should be
implemented in such a way that quality feedback
provided to learners based on, for example, an interim
assessment decision, will help to challenge the more
able learner to reach new levels of achievement and,
in doing so, reach their full potential. The individuality
of feedback, by its very nature, has the facility to
support weaker learners and challenge more able
learners (p. 1).

Similarly, McCallum (2012, p. 1) states that ‘in formative assessment both
the teacher and the pupils make judgements of the pupil’s work and learning
strategies against learning objectives’. She adds that both can give feedback
about what is successful, and the teacher takes the lead (as a more
knowledgeable other) in deciding what is needed to close the gap. It is also
a process in which teachers define and share the learning intention and

success criteria with the students (Sardereh and Saad, 2012; Jones, 2005)
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and engage learners in learning and motivating them to learn (Crespo, 2002;
Zental and Morris, 2010). Gipps (1994) likened assessment for learning to
an evaluation which informs the learning and teaching process, thus

improving learning.

The pupils also learn about the ‘scaffolding’ they will receive in order to
achieve the learning intentions, which means learners play an active role in
monitoring their own progress. They constantly collaborate with their teacher
to monitor their current level of achievement in relation to the learning
intentions. As such, during the learning process, students have a key role in
assessment and learning, actively communicating their learning evidence to

their teachers, other students and parents.

Trumbull and Lash contend the most crucial feature of formative assessment
is ‘that evidence is evoked, interpreted in terms of learning needs, and used
to make adjustments [to instruction] to better meet those learning needs’
(Wiliam, 2006, p. 3). Therefore, any instructional activity which allows
teachers to uncover the way students think about what is being taught and
which can be used to promote improvements in students’ learning can serve

a formative purpose (p. 3).

Many studies have called feedback the ‘linchpin’ which links the components
of the formative assessment process (Brookhart et al., 2010, p. 41). As such,
formative assessment has also been a link to scaffolding (Shepard, 2005;
Shute 2007) and has been referred to as ‘scaffolded feedback’ (Bransford et

al., 2000). Shepard explains that scaffolding constitutes ‘supports that
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teachers provide to the learner during problem solving—in the form of
reminders, hints, and encouragement—to ensure successful completion of a
task’ (p. 66). One of the main important features of scaffolding is defined as
‘controlling those elements that are beyond the learners’ capacity’ (Wood et

al., 1976, p. 70).

Shepard also associates formative assessment with scaffolding with
Vygotsky’'s (1978) ‘zone of proximal development’ (ZPD). This zone is the

space between:

the actual developmental level as determined by
independent problem solving and the level of potential
development as determined through problem solving
under adult guidance or in collaboration with more
capable peers. (p. 86)

According to Vygotsky's (1978) cultural theory of development, any aspect of
a child's cognitive development occurs twice, first on the social plane in
interaction with others and then on the psychological or internal plane. This
also means that any language and logical structures children use in their
thinking they first learned through social interactions. Shepard (2005) states
that learning in the zone of proximal development is a joint activity in which
the adult (in this case, the teacher) simultaneously keeps an eye on the goal
of fully proficient performance and on what the learner, with assistance, is
currently able to do. Scaffolding is a strategy which teachers can use to
move learning forward towards that goal, using the learners zone of proximal

development. Shepard (2005) argues that feedback is a form of scaffolding.
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Black and Wiliam also stated that the feedback provided should be
appropriate (and shaped according to the pupil’s level of learning and what
they are capable of doing with assistance i.e. Vygotsky’s theory the pupil’s
ZPD). Thus, in formative assessment the feedback should be in a form of
scaffolding (i.e. hints, prompts, the most appropriate or suitable teaching-
learning support the teacher and the pupil feel most comfortable with)

according to the pupil ZPD.

Feedback is ‘information provided by an agent (e.g. teacher, peer, parent,
the assessment itself) regarding aspects of one’'s performance or
understanding’ (Hattie and Timperley, 2007, p. 81). It is considered the most
powerful single influence on assisting learner’s progress in learning and

teacher’s teaching in formative assessment (Hattie, 1987) provided that the:

Feedback to any pupil should be about the particular
qualities of his or her work, with advice on what he or
she can do to improve, and should avoid comparisons
with other pupils (Black and Wiliam, 2001, p. 6).

This means that formative assessment could improve particular learning for
a particular learner (lower achievers) by concentrating on their weaknesses
and providing them with the right advice (the feedback given) without judging
their abilities and comparing their achievements with others (those higher

achievers) (Black and Wiliam, 2001).

Similarly, the authors of How People Learn (Bransford et al., 2000) suggest
to use scaffolding that is more of a goal-directed learning (or as mentioned
earlier, scaffolded feedback) which 1) motivates the learner’s interest related

to the task, 2) simplifies the task to make it more manageable and
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achievable, 3) provides some direction to help the learner focus on achieving
the goal, 4) clearly indicates the differences between the learner’'s work and
the standard or desired solution, 5) reduces frustration and risk and 6)
models and clearly defines the expectations (goals) of the activity to be
performed. In conventional views, this process is known as facilitative
feedback (e.g. giving guidance and cues), and it is also considered more
effective than directive feedback (e.g. giving corrective information).
However, Shute (2007) argues that it is not always the case that facilitative
feedback is more effective than directive feedback, because directive
feedback is more useful to leaners when they are just learning a new topic or
content area (e.g. Knoblauch and Brannon, 1981; Moreno, 2004). The
reason for this is that scaffolding relates to the explicit support of learners
during the learning process, and in educational settings, this support may
include models, cues, prompts, hints and partial solutions as well as direct
instruction (Hartman, 2002). It may also include comments about the
particular qualities of the pupils’ work, with advice on what they can do to
improve (Black and Wiliam, 1998, p. 9). In other words, the type of guidance
that is provided and appropriately given to the pupil according to their

learning needs.

Scaffolding will also be gradually removed once learners gain their ‘cognitive
footing’ (Shute, 2007, p.14). This means that directive feedback is useful in
the early stage of learning, and facilitative feedback is more useful at later
stages, when the learner develops more sophisticated cognitive systems

where the system of knowledge itself becomes part of the scaffold for new



-55._

learning (Vygotsky, 1987). In the context of the Malaysian SBA, they could
also mean that directive feedback is most useful for Level One pupils (Years
1, 2 and 3), whereas facilitative feedback is more useful for Level Two pupils
(Years 4, 5 and 6). This study also observes if the Malaysian primary school
English language teachers in this study used either directive or facilitative

feedback in their SBA practices and the reasons of their choice.

Nicol and Macfarlane-Dick (2006, p. 205) stated that good feedback practice
is anything which might strengthen students’ capacity to self-regulate their
performance. Self-regulation means the student has internalised an idea of
what good performance is, is able to compare his or her own work with that
standard and knows what needs to be done to meet the standard (Sadler,
1989, cited in Nicol and Macfarlane-Dick, 2006, p. 6). Thus, independent
learning requires self-regulation. The Oxford Learning Institute (2016) also
explains that self-regulation is ‘the goal to develop an independent learning’
(p. 2) and further stated that it is the connection between students’
understanding of the assessment criteria (internalising what good
performance looks like) and feedback. Other studies have also underlined
the fact that feedback is essential in assessment for learning as summarized

in Table 1:
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Table 1: The usefulness of feedback
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This means learners also play an active role in monitoring their own

progress. They constantly collaborate with their teacher to monitor their

current level of achievement in relation to the learning intentions. As such,

during the learning process, students have a key role in assessment and

learning, actively communicating their learning evidence to their teachers,

other students and parents.
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The Malaysian SBA states very little about scaffolding or its connection with
formative assessment but the Malaysian primary school standard document
and assessment repeatedly uses the phrase ‘with guidance’ throughout its
learning and assessment activities, although there are minimal descriptions
of what * guidance’ means in particular, (see Figure 3 and Appendix B for
sample of the KSSR document). However, based on the discussion on the
literature above scaffolding is an important element in formative assessment.
This study therefore looks at teachers’ practices to determine whether, since
the enforcement of SBA, teachers had used any form of scaffolding during
their teaching-learning and assessment activities and the kind of feedback or

scaffolding provided to the primary school pupils.

The following discussion is related to the issues about interpreting what
formative assessment is (e.g. teachers may think giving test every week is
formative assessment) and challenges that can be encountered about

feedback in formative assessment.

2.2.2 Misconceptions about formative assessment and the

challenges related to giving feedback

Christodoulou (2014) argues that in some contexts formative assessment is
introduced without considering the importance of providing clear feedback to
students on their learning progress. She stated the importance of guiding
students in their learning because according to her ‘new information without
proper guidance does not lead to effective learning but instead leads to

confusion, frustration and misconceptions’ (p. 39). Black (2004) states that
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teachers often consider that giving a test every week and telling the students
their achievements to be formative assessment. This demonstrates the
misinterpretation in which any ongoing or frequent assessment (e.g. oral
presentations, portfolios etc.) is defined as formative (Heritage, 2010).
Heritage also found that some teachers tend to regard formative assessment

as a particular kind of measurement instrument.

In England for instance formative assessment was perceived well by
teachers, educationists and the government. Every school and teachers in
its country has implemented it, well supported government training, since the
concept was introduced by Black and Wiliam in 1998. However, its
implementation process has not run as expected. Even though teachers in
the country (in England) had followed Wiliam and Black’'s (1998) advice to
replace grades with comments, they still tend to treat assessment for
learning as high-stakes. This is because in its Ofsted system schools are not
only judged by how well their pupils perform in their terminal exams (SATs
and GCSEs) but also their performance from the most recent teacher

assessments (Christodoulou, 2016).

Therefore, there is clearly a great deal of pressure on
these sets of data. Schools might want to set up
internal assessment systems that aim to diagnose
weakness, but the fact that the data in the systems will
be used by Ofsted to judge a school will make that
much less likely (Christodoulou, 2016, p. 22).

One possible reason identified was that the word ‘assessment’ could have
been misunderstood; ‘when government get their hands on anything

involving the word ‘assessment’, they want it to be about high-stakes
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monitoring and tracking, not low-stakes diagnostics’ (Christodoulou, 2016, p.

21). As Christodoulou elaborates;

Wiliam has said he wished he had called AfL
‘responsive teaching’, rather than using the word
assessment. He has also said that, “The problem is
that the government told schools that it was all about
monitoring pupils’ progress; it wasn’'t about pupils
becoming owners of their own learning. AfL is not just
about teachers being responsive; it is about pupils
responding to information about their progress”.

The Malaysian SBA document also stated extensively that SBA is an
assessment that is conducted to monitor its pupils’ growth, progress and
provide constructive feedback, not about pupils becoming owners of their
own learning, as far as | could see from my own reading. This could
influence how the Malaysian teachers understand and use the term

‘formative assessment’ in this study.

Although feedback is an important element in formative assessment, Black
and Wiliam also warn against the challenges which may be faced with
feedback. The challenge for a teacher is to gain insight into the students’
way of thinking about the subject matter at hand and to frame feedback
which helps them move towards specific learning goals. Research has
demonstrated some of the challenges associated with feedback. For
example, Gibbs and Simpson (2004) claim that the quantity of feedback
offered to students in UK higher education has declined due to large class

sizes, although they have no evidence for this claim.

In a study specifically about feedback, Hounsell (1987) found that the

feedback students received from their lecturers was either not read or was
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thrown away. These actions were closely associated with the grades
accompanying the feedback; if the grades were low, it was unlikely that
students would read the comments provided (Wotjas, 1998). Therefore,
when the emphasis is on grades or marks, this might indicate a judgement
only about the individual level of achievement, and it might decrease
students’ self-efficacy (Wotjas, 1998). Thus, it is suggested that formative
assessment feedback should be descriptive in nature. In another study,
Maclellen (2001) found that higher education students claimed feedback
never helped them understand things, and feedback did not prompt

discussion.

However, in a primary school context, Sardereh and Saad (2012) discovered
that the school students acknowledged the receipt of formative or descriptive
feedback from their teachers. These students also claimed to like receiving
feedback on their work. Nevertheless, they reported that they did not know
how to use the feedback given by their teachers. Duncan (2007) stated that
it is possible that students may not pay attention to feedback. This might be
because according to Spiller (2009) the student might not make sense of the
feedback given to them or they do not understand the purpose of the

feedback process.

Sadler (1989) states that in order for feedback to be effective, students
should have a complete understanding of learning targets and success
criteria, and they also need to understand where they are, relative to the
targets and criteria, and how they can close the gap. This condition requires

the students to actively engage with feedback:
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Students should be trained in how to interpret
feedback, how to make connections between the
feedback and the characteristics of the work they
produce and how they can improve their work in the
future. It cannot simply be assumed that when
students are ‘given feedback’ they will know what to
do with it (p. 4).

In other words, formative or descriptive feedback should provide students
with information on how they can improve their learning. Spiller (2009) also
suggests that careful ‘preparation beforehand can help to prime the students

about the nature of feedback and its role in the learning process’ (p. 4).

However, Fook and Sidhu (2013) noted that Malaysian secondary teachers
were aware that classroom assessment was to be an ongoing process and
felt that learning was more meaningful when a student could obtain
immediate feedback. However, some teachers said that time constraints, the
rush to complete the syllabus, a heavy teaching load and administrative
duties hindered them from using SBA results to enhance student learning.
Similarly, Barley (2013) found that despite teachers’ positive views of the
Hong Kong SBA, an overwhelming workload caused them to make limited
used of feedback. So the challenges of implementing SBA hindered the
teachers from providing useful and meaningful feedback. It is possible the
teachers in this study will face similar difficulties (i.e. student not reading
feedback provided or having trouble understanding the feedback given to
them, time constraints etc.) as discussed and described in the studies of

literature above.

How teachers understand and implement a new educational policy will

obviously depend on how it is introduced into the system. The following is a
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discussion on educational reform, its concept and strategies used for
introducing educational change. As stated earlier that it is important to
understand educational change or reform, because understanding a
curriculum change will give some insight into how the curriculum is
introduced into the education system. The following subsections will also
discuss the reasons why teachers perceive and interpret such changes in

the way they do.

2.3 The concept of educational change  or reform

Educational change involves introducing something new into the existing
education system. Educational reform can occur at a school level, when
head teachers introduce a new form of teaching material (small-scale
reform), or it can occur at a national level, when the initiative is directed by
top management (large-scale reform) (Lo, 2005). The Malaysian SBA,
having been initiated at the national level, is a large-scale educational

reform.

Wedell (2009) stated that educational reform may include changes in the
content of the curriculum, an introduction to a new method or a change in
the format of assessment. He referred to change as alterations or
adjustments to the process or content of education, believing that similar
issues influence the outcomes of educational innovation, change or reform.
This study focuses on the change of assessment practices (with the

teachers in this study) and specifically on the enforcement of primary school
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SBA in Malaysia. | will use the words ‘change’ and ‘reform’ interchangeably

in this study.

According to Fullan (2007) there are three components at stake in any new
reform curriculum. This includes a) the possible use of new or revised
materials; b) the possible use of new teaching approaches and; c) the
possible alteration of beliefs. For example, in the Malaysian SBA teachers
are expected to use a number of assessment or evaluation, including
classroom observations, oral presentations, checklists, tests, quizzes,
homework, creative work and writing. Teachers are encouraged to give
students feedback on their work regarding whether they are meeting the
expected band or standard. Teachers also need to explain or discuss the
best way to improve performance to the students’ desired levels (see,
Section 1.4.1 on what the Malaysian primary teachers are to do with the

SBA).

The reasons why educational reform is introduced into the education
systems are multiple. The following section is about what drives the need for

educational change and about what factors influence the process of change.

2.3.1 The need for educational change

Research has emphasised that the rapid global expansion of the economy
has caused governments around the world to make changes in their
education system to fit the needs of the workforce, both abroad and local

(e.g. Taylor et a., 1997; Barone and Hagner, 2001). Accordingly, they
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believed that learners should be provided and equipped with twenty-first
century knowledge and skills through education and in line with economic
trends (e.g. the rapid expansion of information and technology) (Bruniges,
2005; Kinuthia, 2009; Zhu, 2010). Christodoulou (2014) has also stated that
people believe that the twenty-first century should change everything and
thus it is affecting education policy and classroom practices. She argues that
this is a myth and that it tends to persuade people that we cannot teach our
pupils the way we always have done, and instead learning should involve
not the acquisition of knowledge but problem solving activities, critical
thinking, creativity and interpersonal communication skills (e.g. in Malaysia
its KSSR curriculum educational emphases suggest teaching, learning and
assessment should incorporate elements such as thinking skills, mastery
learning, multi intelligence, information and technology skills, learning how to
learn skills). Our education systems, so the argument goes, should be driven
by skills and be less about memorizing what is to be tested (activities that
involve drilling etc.). The introduction of the Malaysian SBA as stated in
Chapter 1 is also to change a teaching methodology that focuses heavily on
memorization for tests, and puts more emphasis on teaching the spoken

component of the English language.

House, the author of Economic change, educational policy formation and the
role of the state (2000, pp. 14-17), states that three things play an influential
role in policymakers introducing changes into their education systems:

1. The role of the economy. Some leaders view education as the key to

a stronger economic future, thus giving the education system a more

responsible role in stimulating improvements by emphasising certain
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skils and knowledge (e.g. computer skills, English language
communicative skills). As House further explains, ‘no government in
liberal democracies can long survive without economic expansion,
whether the country is run by conservatives, social democrats or
socialists (or apparently communists either). This concern for
productivity is manifested in a drive for greater efficiency and has
special implications for education’ (p. 14). Globalization for instance
has been matched by the growing importance of English language (as
a lingua-franca) and its importance in various fields such as science,
media and tourism (Yook, 2010). The function of English as a tool for
global communication has also been intensifying over the recent
years (Thompson, 2003). Yook (2010) further stated that in response
to the global demand and economic changes as well as the
importance of English, the demand for English language education
have increased worldwide especially in countries where English is
adopted as a foreign (e.g. South Korea) or where English language is
seen to deteriorating (e.g. Malaysia, see, Section 1.2.3). Therefore,
many countries around the world have reformed their English
language education policies particularly emphasising the teaching of
its (English) communicative skills. The Malaysian SBA is one of an
educational reform that aims to improve their learners’ English
language communicative skills so they can one day participate fully in

the global economy.

. The role of culture and history. House argues that culture and history
may also contribute to educational change. In China for instance, the
strong influence of Confucian teaching ‘to work hard and do well’ and
the belief that examinations can be trusted to secure job placements
and to further education results in families and students spending
hours after school with private tutors (Kennedy, 2013). The China
SBA was introduced into the education system to lessen the heavy
reliance on teaching to the test and to make teaching more relaxed

and helped students enjoy learning (Sargeant, 2007). This is meant to
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encourage teachers to view assessment not only as an examination
and test but as part of the learning process (Curriculum Development
Council Hong Kong, 2001, cited in Kennedy, 2013, p. 3). However,
the deep root of Confucian teaching in Chinese society has resulted
in teachers treating SBA just like any other examination or test (Yu,
2010). As discussed in Chapter 1 (Section 1.2.2), the Malaysian
education system has emphasised examination which led to teaching
activities that is limited to memorisation and drilling. This could be the
direct influence of the Chinese culture - the Chinese were brought to
Malaysia as labourers and later became citizens; now Malays feels
they should compete with the Chinese hardworking culture, see
Section 1.2.3). This also could be the reason the teachers in this
study view examinations as important and they might be using
teaching and assessment strategies that they are used to in preparing
students for an assessment activity (e.g. drilling, memorisation and

repetition as discussed in the following point).

. The role of educational practices (everyday teaching and learning
patterns of teachers and students). This is another influence which
leads the government to make changes in the education system, as
explained by House. For example, the practice of teachers ‘teaching
to the test’, in which teachers employ test preparation practices for
standardised tests, is often not in the best interests of the children
(Volante, 2004). These activities may include relentless drilling on test
content, eliminating important curricular content not covered by the
test and providing interminably long practice sessions which
incorporate actual items from these high-stakes standardised tests
(Popham, 2000).

Associating assessment with memorisation was seen in a study
conducted by Au and Entwistle (1999), in which it was discovered that
Chinese students were prone to using rote memorisation. The same
tendency was identified in studies done by Biggs (1996),
Samuelowicz (1987) and Kember and Gow (1996) in China. These
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researchers found that despite Chinese students being passive and
less interactive in the classroom, their levels of achievement were
relatively high in examinations at Western universities. According to
Marton et al. (1997), the combination (memorisation with attempts to
understand) used to prepare for examinations is seen by Chinese
students as normal, because ‘having an understanding of something

implies memory, just as (meaningful) memory implies understanding’
(p. 32).

Research has emphasised that while students’ scores will rise when
teachers teach closely to a test, learning often does not change
(Shepard, 2000; Smith and Fey, 2000). This knowledge (the effects of
teaching to the test) has transformed the view of teaching and
learning in most parts of the world. As discussed above (Point 2) the
influence of Chinese culture in the Malaysian education system has
led to a restricted range of teaching activities (such as the above
description, point 3). SBA is meant to provide teachers with different
kind of approaches for assessment. For example, in the SBA some
activities for assessment were suggested as follow (e.g. role play,

group work, making puppets, creative writing).

According to Christodoulou (2014) that activities such as these are
suggested as an alternative to dull rote learning. However, she
provided a number of cases, including her own experiences as
suggested in the England’s curriculum, which suggest that these are
not always productive and beneficial. When she assigned her pupils
to do a piece of creative writing about what it was like to be a
footballer in the nineteenth century (some persuasive writing arguing
for or against professionalism), she realized that it was not possible
for her pupils to do so with regards to how little they know and how
little she was allowed to tell about the assignment. Her pupils ended
up making a portfolio of work from their lessons. An example of the
item in the portfolio was a design for a football club’s crest and a
piece of work evaluating its meaning. This lesson taught her that not

only the pupils were not learning to think about the history of football
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but they had also spent their entire lessons and time thinking about
how to draw a crest shape and colouring in between the lines. By
contrast Christodoulou argues that memorization, repetition, drilling
and other activities that are often now considered dull rote learning
activities are useful and have important effects on pupils’ long-term
memory. She argues that these activities (memorizing, drilling and
repetition) do not always have to be dull when used by the teacher
with the appropriate strategy. To her, it is important for both present
and future learning and for pupils to be able to survive, adapt and
innovate in the world that is rapidly changing. Malaysian primary
school teachers would actually agree with her about the value of
these traditional activities, having never been exposed to the liberal
educational values which have influenced late 20" century educators

in the west.

The teachers in this study might also have trouble in their judgment of
choosing the method and activity to use in their teaching. This is
because as stated earlier in Section 2.2.3, assessment is usually
interpreted as giving frequent tests to the pupil and that assessment
usually leads to teaching to the test (Section 1.2.2). This study is to
also observe if there is any change in the method that the teachers
had used in their teaching since the introduction of the SBA and if

they are using the activities as suggested in the SBA document.

Among the three elements discussed above, House states that the influence
of the national economy has become the primary reason changes are
introduced into most of the world’s educational systems. Often, changes
introduced under the influence of the economy do not take into account
teachers’ existing practices and result in some mismatch of practices with
regard to the intended reform (House, 2000). However, in the case of the

Malaysian SBA, all three elements (economy, culture and history as well as
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educational practices) led to the implementation of SBA in the Malaysian

primary school education system in 2011.

As mentioned earlier how teachers conceive and implement educational
change depends on how the reform is introduced into the education system.
The following section discusses several ways in which policymakers
introduce new curriculum policies usually using the ‘power-coercive’ strategy
and ‘normative re-educative’ strategy. Both of these strategies are discussed

further in the following section.

2.3.2 Strategies used to inform educational change

Introducing a new curriculum should require careful planning, direction and
order (Fullan, 2001). In this section | will discuss Chin and Benne’s (1976,
cited in Kennedy, 1987) power-coercive strategy and normative re-educative
strategy in the provision of information on curriculum change and will later

use this to criticise the Malaysian SBA scheme.

The power-coercive strategy is a top-down approach to the change process.
According to this approach, when the change is being planned, only a few or
even none of those at a lower level who would be affected by the change are
consulted. Therefore, once the change has been formulated, it will simply be
presented to those at the lower end of the hierarchy for implementation. The
main principle of this strategy is to force people to change in ways the reform
demands that they do. Given that the new curriculum must be implemented,

how will teachers as the change agents be able to interpret the relevant
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documents when they themselves do not have a clear understanding of

them? Prabhu (1987) suggests that teachers may:

...take on the new routines while rejecting the
perception behind them, thus making them mere
routines from the beginning. Or they may dissociate
perception from practice, operating with the perception
in contexts in which perceptions are seen to be
relevant, such as professional discussion but
operating without it in the classroom. (p. 106)

Earlier in this chapter, (Section 2.2.2) | had also discussed that assessment
for learning was perceived well in the England’s curriculum. However, its
implementation was not as expected or as visualized by Wiliam and Paul
Black. The main reason as stated earlier was that the government
involvement has led schools to treat the assessment as high-stakes and not
as a low-stakes diagnostic tool. The government judged school from both of
its external (SATs, GCSEs) results as well as the teachers’ internal
assessment (the assessment for learning). The teachers have to work
extremely hard for both assessments which makes them unable to use the
assessment for learning to diagnose pupils’ weaknesses (Christodoulou,

2016).

The Malaysian SBA is another example of a top-down approach to
educational reform. It was hoped that the introduction of SBA into the
Malaysian education system would improve and enhance the communicative
skills in the English language in primary schools, through the use of both
formative and summative assessments, following the suggested activities in
the SBA document. It was also hoped that SBA would lessen the tension of

examinations and would help achieve the Malaysian GTP objective. This
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study will observe the impact of this top-down approach to educational

change on the teachers teaching practices in this study.

Another strategy used in introducing change, which Chin and Benne (1976,
cited in Kennedy, 1987) identify and which has been gaining attention, is the
normative re-educative strategy. This strategy assumes that the end user
(teachers as implementers) recognises the need for change or, in the view of
Quinn and Sonenshein (2004, p. 70), that the user is ‘rationally self-
interested’. Hence, the change being introduced becomes a bottom-up
process rather than a top-down strategy. The assumption of this strategy is
that teachers ‘act and behave according to the values and norms
established in given society, that accepting change sometimes necessitates
changes to deep-rooted beliefs and behaviours’ (Richardson and Placier,
2001, cited in Orafi, 2007, p. 25). This also means that the normative re-
educative strategy view understands people as inherently social, guided by a
normative culture which influences behaviours. Thus, teachers will
collaborate, participate actively and be involved positively in the change. In
order for change to occur, in this view, the target should not only focus on
rational information processing but also on the consideration of ‘habits and
values, normative structures, institutionalised roles and relationships, and
cognitive and perceptual orientations’ (Quinn and Sonenshein, 2004, p. 70).
| will discuss this further when | critique the introduction of the Malaysian
SBA scheme in which the teachers’ pedagogical beliefs about assessment
and their pedagogical beliefs about teaching and learning were not taken

into consideration.
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As stated earlier teachers may be comfortable with the teaching strategy
they have previously employed and often may see no reason why they
should change from what they normally do. For example studies on reform
implementation in China have frequently found that teachers are simply
continuing to teach as they did before (Dello-lacovo, 2009; Kennedy, 2013;
Yu, 2010). This is despite the fact that their new curriculum reform promotes
changes in teaching practices from the traditional examination-oriented
approaches of rote learning and memorisation, lectures and drills to a more
student-centered approach where students have space to develop their
creativity, develop and express their ideas, collaborate with each other and
learn by doing and where holistic development is emphasised. Yet in
contrast, teachers’ practices have remained the same (rote memorisation,

lectures and drills).

Therefore, a number of researchers have suggested some principles in
planning and implementing educational change. Wedell (2009), for example,
points out some requirements for successful reform:

x It does not depend on what is written but on how people

interpret and act upon what is written.

X Itis a medium- to very long-term process.

X It needs to be separated from politics.

X It can make professional (and personal) demands of people.

X It can, to begin with at least, make people feel professionally or
personally confident.

X It requires the investment of a great deal of time and effort by

large numbers of individuals.
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X Some evidence of the positive outcomes of the new practices
must be provided for people to see, so they will make an effort

to try them.

Hence, Wedell (2003) also calls upon planners to provide support for

teachers implementing change:

If planners introduce English language curriculum
change with stated objectives whose achievements
require teachers to make significant professional
adjustments, it is clearly their responsibility to consider
how teachers may be supported in making these. To
be able to do so, planners themselves need to be
clear about what adjustment the proposed change will
necessarily involve. (p. 447)

He also suggests two interdependent points for planners to consider if the
curriculum change involves a significant cultural shift:
x Decide what the intended change requires teachers to do and then

decide on the kind of support they need, who will provide these

supports and the length of time for which the supports will be needed.

x Decide what might be the implications for the other components of
English language study, and then decide what kind of modifications
are needed to create a balance in teaching all the other components
of the curriculum. Decide when to make the changes, and decide

what further supports will required in order to do it.

Research has shown that the level of teacher involvement often varies from
one situation to another, depending on what the teachers’ beliefs are (e.g.
Prawat, 1992; Schraw and Olafson, 2002), the context they are in (e.g. Orafi,
2008; Wedell, 2009) and on training (e.g. Fullan and Miles, 1992; Spillane,
1999) concerning the change. Therefore, an investigation is needed into

whether and why the introduction of SBA into the Malaysian education
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system has influenced teachers’ thinking and practice teaching and whether

it has produced the intended effect on these.

Thus, the following section is important because as stated earlier teachers
may be comfortable with the teaching practices that they currently employed
and see no reasons they should change. The next section discusses in
detail three main factors that may influence teachers’ interpretation of
educational reform and they are the teachers’ pedagogical beliefs, the socio-
cultural contexts and the teachers’ professional development during a time

of educational change.

2. )DFWRUV FRQWULEXWLQJ WR WKH WHDFKHU

educational change

A number of researchers have attempted to identify the factors behind
teachers’ interpretations of new, reformed curricula (e.g. Raselimo and
Wilmot, 2013; Lamb, 2010). This study first defines the concept of teachers’
interpretation. The literature suggests that teachers’ interpretations represent
their ability to enact a new curriculum policy, guided or influenced by their
epistemology (Blignaut, 2008; Handle and Herrington, 2003). Teachers’
epistemology refers to beliefs about content, pedagogy and specific context.
These may either enhance or interfere with teachers’ interpretations of a
new curriculum policy (Blignaut, 2008). Lamb (2010) on the other hand,

considers teachers’ interpretations to be how teachers make sense of a new
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mandated reform curriculum. This discussion is used to define the idea of

teachers’ interpretation of SBA reform in this study.

It is widely acknowledged that sociocultural context or setting plays a
significant role in teachers’ adoption of curriculum reform (e.g. Orafi, 2008;
Wedell, 2009). The clarity of the way in which the change has been
delivered to teachers as implementers of the reform has also been widely
recognised in the literature (e.g. Carless, 1999; Kirkgoz, 2007; Raselimo,
2013). These three factors are used as a framework, developed by Spillane
and his colleagues (2002), in assisting curriculum researchers to understand
how teachers interpret a reformed curriculum. Spillane et al. refer to the
three factors above as individual cognition, situated cognition and policy

representation.

According to Spillane et al. (2002), individual cognition involves recognising
that the development of new knowledge occurs through existing structures,
such as teachers’ prior knowledge and beliefs about teaching and learning.
Situational cognition also emphasises that school contexts, such as
organisational structures, the social environment and the historical context,
are important factors shaping teachers’ sense-making with respect to a new
curriculum policy. Policy representation is concerned with the clarity of
deliverance of the reform initiatives or whether the policy intentions are
clearly understood by the teachers expected to use the new curriculum in
their classrooms. | will use Spillane’s framework in this study to understand
the teachers’ interpretation of the Malaysian primary school SBA. As stated

earlier they are, (a) teachers’ pedagogical beliefs or values; (b) sociocultural
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context or settings and; (c) teachers’ professional development during times

of educational change.

2. THDFKHUVY SHGDJRJLFDO EHOLHIV RU YDOXH)

The study of teachers’ beliefs emerged in the mid-1990s, and since then,
there have been many reviews of research into what second language and
foreign language teachers think, know and believe about language teaching
(Borg, 2006). Literature about teachers’ pedagogical beliefs and assessment
instructions also gradually emerged at about the same time (e.g. Bleim and
Davinroy, 1997). Spillane et al. (2002) and a number of other researchers
suggested that teachers’ pedagogical beliefs can shape what they actually
do (e.g. Stipek et al., 2001; Kuzborska, 2011), because people have their
own sets of ideas which help them determine how they should understand
their experiences and how they should value certain educational goals
(Pring, 2004). Belief is also often described as a lens through which one
looks when interpreting the world (Philipp, 2007). Similarly, other studies
have shown the importance of values to teaching (e.g. Clark and Peterson,

1984; Pajares, 1992).

A number of studies have also identified differences between beliefs and
values. For example, Bishop et al. (2003) found beliefs to be associated with
true/false  dichotomies, whereas values are associated with
desirable/undesirable dichotomies. To further distinguish between beliefs
and values, researchers such as Rokeach (1973, cited in Philipp, 2007)

viewed values as enduring beliefs, while Clarkson and Bishop (1999) viewed
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values as beliefs in action. Bishop et al. (2003) contended that values
influence, rather than determine, the choice of possible actions available.
Bishop and his colleagues also pointed out that the similarities between
beliefs and values are far greater than the differences, because as people
hold incompatible values, so too, they hold beliefs which may conflict.
Bishop et al. further contended that for this reason, mathematics educators
usually use the terms ‘beliefs’ and ‘values’ interchangeably. Based on these

discussions, in this study | will also use the terms interchangeably.

The term ‘beliefs’ has also been defined with respect to terms such as
‘attitude and orientation’ (Eisenhart et al, 1988; Richardson, 1996), ‘attitude
and knowledge’ (Davis and Andrzejewski, 2009) or ‘individual cognition” and
‘cognition’ (Spillane et al, 2002; Borg 2006). In English language teaching,
Borg (2001) defined a belief as a proposition which is consciously held by
the teacher, perceived as true by the individual and filled with motives and
positive intentions which help guide his or her thinking and actions. Zheng
(2009, p. 74) defined a belief as ‘inclusively to embrace the complexity of
teachers’ mental lives underlying their practices’. On the other hand,

Halstead and Pike (2006, p. 24) define values as,

principles and fundamental conviction which act as
justifications for activity in the public domain and as
general guide to private behaviour, they enduring
beliefs about what is worthwhile, ideals for which
people strive and broad standards by which particular
practices are judged to be good, right, desirable or
worthy of respect.

This means that a study of teachers’ pedagogical beliefs or values form part

of the process of understanding how teachers conceptualise and approach
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their work. | will use Halstead and Pike’s above definition about pedagogical

values in this study.

Richardson (1996, p. 105) outlined three sources which help to shape

teachers’ pedagogical beliefs:

X Personal experiences, in which teachers may be influenced by
what they have previously learned and observed from a
particular individual and which may inspire or shape their own
teaching (e.g. social encounters, teacher preparation,

professional development etc.);

x Experience with schooling and formal knowledge, beliefs that
teachers are influenced by their experiences as learners and
the degree to which the community has agreed certain
teaching or learning to be worthwhile and valid (i.e. models of
teaching, classroom management and classroom environment)

and;

x Enculturation, which ‘involves incidental learning process
individuals undergo throughout their lives assimilating the
cultural elements present in their personal world" (Pajares,
1992). In other words, ‘education is directed and purposeful
learning, either formal or informal that has its main task in

bringing behaviour in line with cultural requirements’ (p. 316).
Hence, teachers’ pedagogical beliefs are considered to be a great influence
on their underlying practices. Kagan (1992) contended that their beliefs are
also relatively stable and resistant to change. For example, Rahman (2014)
examined the dissemination of the Malaysian primary school English
language curriculum reform which aimed and ‘focused on the development

of students ability in using language appropriately, meaningfully and
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effectively’ (p. 169). Among her participants were teachers, district officers
and a curriculum developer. Adopting a mixed method strategy of interviews
and classroom observations, her study highlighted the fact that the teachers
continued to believe that learning provides ‘fact and information’ and
believed that effective teaching is where students should remember what
has been taught. The reason behind her findings was that teachers had not
fully understood the content of the curriculum. This indicates that if teachers
do not believe in the value of the stated change and what they can bring to

their teaching, the change is unlikely to take effect.

In Spillane’s framework, the individual cognition element recognises that the
development of new knowledge occurs through existing structures (e.g.
teachers’ existing knowledge and practices concerning teaching and
learning). Spillane emphasised that these structures need to be supported,
or little may be achieved in terms of realising change. Harvey (1999)
investigated teachers’ implementation of a new model of teaching science in
South African primary schools and identified the fact that the teachers’
commitment to change was not very strong and that they had returned to
their pre-existing practices because support was not provided during the
change. This suggests that teachers should be given time to conceptualise

both their practices and what the stated change actually means for them.

Some suggest that teachers need to modify their beliefs to accept new
teaching and learning methods (Zeng, 2005, cited in Wedell, 2009). Zhang
and Liu (2014) also said that teachers need to incorporate reform ideas into

their beliefs systems. However, research has shown that teachers’
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pedagogical beliefs are difficult to change (e.g. Kagan, 1992; Pajares, 1992;
Raths, 2001; et al., 2012; Xu, 2012; Mihaela, 2015). Fullan (2001) warned
that readjusting one’s beliefs is not easy, as it involves ‘the core value held
by individuals regarding the purpose of education’ (p. 44), and suggested
that to alter teachers’ pedagogical beliefs, extensive support must be
provided. Similarly, Nunan (2004) emphasised that since the choices
teachers make about what they do in their classrooms are ‘underpinned by
beliefs about the nature of language, the nature of the learning process and
the nature of the teaching act’ (p. 6), it is important to ask teachers what they
think about new educational reforms. Such information may provide a
window into their beliefs and understanding concerning effective pedagogy.
This new insight might then lead to strategies for conducting effective
implementation. This also indicates the importance of identifying which prior
pedagogical beliefs or values may challenge or have an impact on teachers’

interpretations of a new curriculum policy.

A growing body of research argues that teachers’ pedagogical beliefs and
practices should be studied within the sociocultural contexts of their work
because the relationship between their beliefs and practices is both complex
and context-dependent’ (Mansour, 2013, p. 1). The following section

discusses this.

2.4.2 Sociocultural context or settings

The sociocultural context or setting plays a significant role in teachers’

adoption of curriculum reform (Wedell, 2009; Sheppard, 2000; Elliot, 1994;
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Mansour, 2013). Thus, research indicates that educational beliefs and
practices are not context-free or separated from the wider sociocultural
contexts in which teachers are embedded (Briscoe, 1991; Rogoff, 2003;
Ash, 2004; Robbins, 2005). This means that the teachers’ pedagogical
beliefs and practices cannot be examined outside of their context. This is
because their contexts are situated in a physical setting influenced and
derived from multiple sources (i.e. individual classroom, the school, the

principal, the community or the curriculum itself).

According to Lemke (2001), as part of the community, we ‘are not simply
free to change our minds and the reality is that we depend on one another
for our survival and all cultures reflect the fact by making the viability of
beliefs contingent on their consequences for the community’ (p. 301). This
means that in being part of a community, we do not simply make our own
decisions and apply any changes. The decisions we make have effects on
others (in that community), and the decisions we make must refer to the
context or culture of that community. Thus, Olson’s (1988) framework
suggested that ‘what teachers tell us about their practices is, most
fundamentally, a reflection of their culture and cannot be properly

understood without reference to that culture’ (p. 69).

As discussed earlier, Spillane’s (2002) framework recognised this element
(the sociocultural context) as situated cognition. School contexts,
organisational structures, the social environment and the historical context
are important factors in shaping teachers’ sense-making with respect to a

new curriculum policy. One example of sociocultural issues which have been
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identified and related to assessment reform in Asia is the exam-oriented
culture (e.g. of social environment and historical context). As stated earlier,
this is seen as the biggest issue in the implementation of SBA in Hong Kong
(Kennedy, 2013). Yu (2010) found that even though the secondary school
teachers understood the underlying principles behind SBA and recognised
the potential benefits, they still considered it difficult to integrate SBA into the
normal curriculum. There were several misinterpretations regarding SBA.
One which Yu (2010) particularly noted and as stated earlier in the previous
section was that teachers were treating SBA as another exam paper. This
was a reflection of the Confucian teaching of ‘working hard’ in the Chinese
culture as stated earlier (Section 2.3.1, Point 2). Hence, when SBA was
incorporated into their external examination, teachers treated the SBA
seriously and similar to any test or examination that is conducted making it
difficult for the teachers to give suitable feedback (Kennedy, 2013). As also
explained earlier, in England formative assessment is also being treated
high-stakes and so teachers treated formative assessment as important as
their external examination (i.e. SATs, GCSE etc.) because schools and
pupils’ performance are judged by Ofsted on both of these assessment.
Teachers had to work hard which prevented them to use formative
assessment in making pupil’'s become owner of their own learning as
suggested by Black and Wiliam (1998) . The education system has their own
history, a strong influence on present practices which prevents from building

assessment practices into teaching and learning.
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In other example of studies, teachers may also be seen as the main
obstacles to change, meaning that there is a sense of resistance to applying
reforms into their practices because of their abilities and competencies as
well as the competencies of their learners (e.g. school context). The
Malaysian teaching maths and science in English language programme is
one example (as discussed in Section 1.2.1) where teachers’ competencies,
knowledge and abilities were lacking, and this became a factor contributing
to the termination of the policy after only seven years of implementation
(Jalaludin, 2013). Teachers need to be given enough time to reflect on what

change will mean for both their teaching and their students’ learning.

Another situation arose in a study conducted in a Cyprus English language
secondary teaching context (Tsagari, 2011), in which teachers were not
employing the communicative methodology introduced into their education
system, because they thought that it was incompatible with the principles
underlying examinations. However, the teachers in Tsagari's study stated
that if examinations had not been so important they would have employed

the methodology suggested for their teaching and learning.

Lecturers in Quyen and Khairaini (2016) studies had also been associated to
be the main obstacle of education reform in the context of higher education.
They discovered that the lecturers in Malaysia were capable of conducting
assessment with feedback. However, there was no proof that the lecturers’
feedback was used in a critical way, for example, to use information about
students’ learning and to make further improvement in their teaching.

Therefore, Quyen and Khairaini suggest that there is a need for future
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studies to focus on ‘practical formative assessment activities to reconcile

formative assessment theories within the Asian culture and conditions’

(p. 161).

Conversely, teachers may also be seen as strong supporters of introduced
changes, may show no signs of resistance and may implement the change
but in different ways, although situated in the same school (e.g. school
context). In Walshaw and Anthony’s (2007) study, none of the secondary
school teachers they researched showed any signs of rejection of their
national mathematics literacy programme in New Zealand. However, the
teachers seemed to demonstrate different approaches to enacting their new
curriculum policy. The teachers made sense of the new policy in unique
ways; even when in the same school, with the same support structures,

teachers will act differently with respect to a policy.

The observations of these studies suggest that a link between the intended
initiative and teaching planning needs to be clearly considered when
introducing change, because teachers may struggle in their judgment of

what is valid and important. As Wedell (2009) asserts:

If policy makers ignore existing local practices and
beliefs when deciding on the content and process of
change, it immediately makes it very unlikely that the
change will ever reach the institutionalized stage of
becoming an accepted and normal aspect of most
classrooms. (p. 23)

As such, the teachers’ professional development is considered important,

during times of educational change. This is because educational reform
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relies on teachers to achieve the reform vision (Fullan and Miles, 1992;

Spillane, 1999). In the following subsection discusses its relevance.

2. THDFKHUVY %& éelvElapmerR during times of

educational change

The importance of teachers’ professional development has been discussed
in much educational literature in the area of change (e.g. Guskey, 2007;
Borko, 2004) but despite the fact that teachers’ professional development is
recognised as important, reviews of professional development studies have
consistently pointed out the ineffectiveness of most such programmes (Fiske
and Ladd, 2004; Wang et al., 1999; Darling-Hammond and Mclaughlin,
1995). For instance, professional development grounded in short periods of
training or in pre-packaged programmes such as the cascade training
method is mostly used to inform curriculum change. In this method, a
teacher is trained in a particular aspect of teaching or subject matter, and
once they have completed the training, they will be an educator of the next
generation of teachers (Griffins, 1999). The theory underlying this training is,
first, that teachers select candidates from among themselves to be the
trainers; curriculum innovators believe that ‘training of others must be
grounded in one’s own practice’ (Duff, 1988, p. 111). Second, in theory, this
training model is considered cost-effective, because those who have already
been trained can then train others. Third, it is also said to be helpful in
delivering information in a shorter time at all levels. But Ono and Ferreira
(2010) discovered that most trainers’ experiences with the cascade model

do not give them the confidence to train others. The researchers further
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emphasised that the cascade model gives little to no follow-up support after

the initial training.

Huang (2010) agrees, stating that many professional development
programmes leave teachers feeling frustrated, because most research on
professional development is more ‘theoretical and not sufficiently practical to
their teaching’ (p. 3). Guskey (2007) contended that most programmes are
also designed and initiated to change teachers’ attitudes, beliefs and
perceptions, change teachers’ behaviour and practices, hoping that in turn
will change students’ learning outcomes. As such, such traditional
approaches to professional development have come under strong criticism
as being ineffective and not providing teachers with sufficient time and
activities for the practice of new ideas and skills to increase the teachers’
pedagogical or pedagogical content knowledge (Loucks-Horsley et al., 1998;
Garet, et al., 2001, Lieberman, 1995). However, they often fail, because the
programmes do not take into account 1) what motivates teachers to engage
in professional development or 2) the process by which teachers’ change

typically occurs (Guskey, 2007).

Therefore, many researchers have suggested guidelines for implementing
changes to professional development programmes. One example of this is
the ‘Principles to guide policymaker or school reformer’ (Darling-Hammond
and McLaughlin, 1995). Guskey, on the other hand, developed a change
model for professional development in which it is not the professional
development which changes the teachers but the success of the

implementation of the reform which changes their attitudes and beliefs. The
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key element of significant change in teachers’ attitudes and pedagogical
beliefs is clear evidence of improvement in the learning outcomes of their
students. This means that if teachers use the reform in their practices and
see the positive outcomes of its use (from the learning outcomes of the
students), this ultimately will change their attitudes and beliefs. The
assumption of this model is that ‘attitudes and beliefs about teaching in
general are also largely derived from classroom experience. Therefore,
practices that are found to work that is, those that teachers find useful in
helping students attain desired learning outcomes are retained and

repeated’ (p. 384).

This observation suggests that teachers who are expected to deliver reform
initiatives need to experience the reform in their own classrooms and
experience the success of the reform during their practices in order for them
to use the practice continuously in their teaching and learning. This idea was
also echoed by Hayes (1995), who suggested that teachers’ existing beliefs
or values which influence their practices are important to recognise in

professional development programmes during times of educational change:

The function of any course, therefore, must be to
examine positive aspects of the existing and the
innovative methodology, and to seek to demonstrate
to participants that the new approach has something
to offer. By recognizing that an existing perception is
valid, participants will be more readily disposed to
experiment and attempt to accommodate the new in
their daily classroom practice. (p. 258)

According to Huang (2010), ‘teachers’ prior beliefs and experiences
influence what they learn’ (p. 4). Her study in the context of Taiwanese

teachers which investigated teachers’ beliefs in relation to professional
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development identified that teachers’ teaching experiences had contributed
in forming their practical knowledge for students’ learning and in forming
their teaching philosophy. The teachers also expressed dissatisfaction,
because the focus on examinations had influenced the way they had to plan
their curricula. The teachers were also dissatisfied with the professional
development held by the government and schools. They suggested ‘teacher-
directed professional development activities to foster their professional
growth’ (p. 23). This observation suggests that there should be greater
attention to providing the time and appropriate forms of professional

development for teachers experiencing change.

The discussion in this section highlights the need to address teachers’
pedagogical beliefs and experience. It also suggests that teachers should be
expertly guided and have appropriate access to professional development.
Fullan and Steigebauer (1991) agree, stating that teachers experiencing
change must have proper guidance, because they may not know what
needs to be changed or how to go about changing it. The results and
findings of this study about teachers’ experience with SBA could be used to
guide professional development programmes in order to strengthen SBA or
used for future changes in the Malaysian curriculum. In addition, the
discussion on the strategies of introducing educational change and the
factors contributing to teachers’ interpretations of curriculum (teachers’
pedagogical beliefs, context and professional development) will be used to

critique the Malaysian SBA scheme as discussed in the following section.



-89 -

2.5 A critique of the Malaysian SBA scheme

SBA was introduced with a set of documents in which the new KSSR
English curriculum and assessment were incorporated. | attended two
related training sessions. My first training session took place when the new
KSSR English curriculum and the SBA were initially launched in Primary
One. The second took place the following year when the new system was
launched for Year 2 students. Both training sessions lasted for four
consecutive days at the district level, which is standard training regarding
curriculum changes in Malaysia. As usual, two English primary school
teachers (as the district trainers) conducted the training. State trainers
trained both the district trainers, whereas the state trainers had their training

organised by the Curriculum Unit of Education.

We were briefed about the changes in syllabus content and the
implementation of SBA in the education system. In the training sessions, we
were shown a sample classroom lesson plan and assessment activities. We
were then asked to create our own lesson plans based on a particular unit of
a lesson from the Year 1 textbook. Later, we were told to present our lesson
plans to other course participants. During the presentations, no comments

were made by any of the education officials present.

With the training sessions, policymakers may think that they have done well
to communicate the change to teachers, because the trainers themselves

were primary teachers who had knowledge of the sociocultural context of
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primary schools. In fact, the trainers only briefed course participants about
the change and presented a sample lesson plan. Additionally, SBA was only
a small part of the discussions during the training, and teachers were simply
told to follow the guidelines given in the documents. Training such as this
can result in crucial misinterpretations and only provides limited knowledge

to teachers about implementing the required changes.

Further, policymakers might not recognize that the power-coercive strategy
was actually adopted to implement the SBA. Teachers have no option to
reject what has actually been mandated. Adopting a power-coercive strategy
can force teachers to implement reform, but it cannot determine what they
actually do in the classroom. They may be doing what they are told, but this
does not provide assurance that teachers are actually implementing the new

curriculum change as intended.

As an example, and as stated in Chapter 1, even though SBA was
introduced into primary schools for listening and speaking assessments,
most teachers, including myself, were not trained for the SBA of listening
and speaking, so the knowledge of how to implement it and the ability to do
so were limited. Nor was there any follow-up training to support the teachers’
implementation. Hence, teachers were implementing SBA for listening and
speaking simply because it was required, although they had very little

understanding of how it should actually be implemented.
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The previous discussion also highlighted the important role of sociocultural
context. As discussed in Chapter 1, primary schools have a very long
tradition of teaching to the test, where drilling and memorisation are very
much the way in which teaching is conducted. With SBA, teachers are
required to adapt to both a new teacher’s role and a new learner’s role. For
example, in the teaching and learning process, teachers are required to
become facilitators for learning, to become assessors and to provide pupils
with scores and feedback based on their own judgement. Based on that
feedback, the learners are expected to be able to assess their own learning
abilities. However, after the training, the teachers in my school still had
difficulty in understanding their new role(s). For this reason, | believe that
teachers may not have the necessary skills to conduct SBA in the classroom
and may still be teaching in the same manner that they used to. Finally, the
training did not make any attempt to uncover teachers’ prior pedagogical
beliefs about teaching and learning. This may be another factor related to
how SBA is actually implemented in the Malaysian primary school

classroom.

The study on teachers’ pedagogical beliefs and their interpretations of a
curriculum reform has been continuing for some years because of its
importance. The following sections are most recent studies conducted with

regards to educational change.



-92-

26 6WXGLHV RQ W Hdisrakdthe ifitdepre@tions of

curriculum reforms

Raselimo and Wilmot (2013) conducted a study in one South African
developing country in five different secondary schools context in Lesotho.
The study investigated eleven geography subject teachers on how they
interpreted the learner-centred pedagogy espoused by a reform initiative.
The teachers’ experiences ranged from five to fifteen years of geography
teaching. Using the theory of cognitive knowledge interest, they investigated
how teachers’ epistemology interacts with the contextual factors which
impede the process of curriculum sense-making. Their findings point to a
tension between the initiative’s policy intentions and teachers’ interpretations
of the curriculum reform process. The teachers’ epistemological beliefs
generally showed little support for emancipatory knowledge interests with
transformational visions underpinning the learner-centred pedagogy. The
teachers also mentioned the following as major constraining factors: the
pressure to cover the examination syllabus, learner factors, the absence of a
general understanding of and commitment to environmental education and
an unsupportive school administration. Raselimo and Wilmot (2013)
therefore suggested that changing the curriculum required creating
supportive structures in schools, the national education system and society

in general.

Von Opell and Aldridge (2015) conducted a study in nine secondary schools
in Emirate of Abu Dhabi on the reformed curriculum (requiring secondary

school teachers to change their teaching approaches in line with twenty-first
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century skills, or the constructivist approach), where the Arab teachers had
been entrenched in mostly traditional approaches to teaching. Their study
selected fifteen middle secondary school teachers for interview about their
beliefs of the reform and proceeded with classroom observations to
determined their actual classroom practices. The fifteen teachers were
identified and selected from thirty teachers who had gone through the survey
questions. The paper focused on the relationship between the results of the
Teacher Beliefs Survey and the teachers’ classroom practice. The
researchers’ results indicated that the teachers were willing to comply with
the reform initiatives; however, they continued to hold more traditional beliefs
about their role in the classroom and their philosophy of teaching and
learning acquisition. Observations indicated that the teachers’ choice of
delivery, use of student collaboration and the physical environment were not
what they believed them to be. Interviews and observations showed that
culture, fear, a lack of knowledge and understanding by teachers, and
incongruent interpretations of terminology were strong mitigating factors
which impeded the Arab teachers’ implementation of curriculum reform
initiatives. The researchers proposed that teachers’ knowledge and
pedagogical understanding of the proposed model is important for their

application of the prescribed change.

Yook (2010) conducted a study on Korean teachers’ beliefs about English
language education, the sources of their beliefs, their perceptions of the
Ministry of Education, Science, and Technology (MOE)-initiated reforms in

English language education, and the degree of implementation of the
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reforms in their classroom teaching. The study surveyed 158 in-service
secondary, middle and elementary English Foreign language teachers.
Among these, 10 were selected for interviews and observations. Each of the
10 teachers was interviewed three times, and his/her classroom teaching
was observed twice. The findings indicated that teachers’ beliefs were in line
with the communicative-oriented approach as recommended by the initiated
English curriculum, and so were the sources of their beliefs, stemming from
their own learning experiences from local teachers’ education and studying
at universities abroad. So teachers’ beliefs were not the obstacles to the
implementation of the curriculum in their teaching or their classrooms; the
obstacles were their negative perceptions of the reform policies and
measures (e.g. the way the curriculum was informed or transmitted to the
teachers had implications for their practice). These findings identified a

mismatch between teachers’ beliefs, perceptions and practices.

In the context of assessment reforms, Barley (2013) surveyed the
implementation of SBA in Hong Kong through the perspectives of
administrators and teachers in a senior secondary school setting. Out of 447
secondary schools, 105 were selected by a stratified sampling (based on
student achievements, highest—average—lowest). Barley used
questionnaires for each school head, programme coordinator and head of
panels as well as 13 teachers and 13 (chosen from secondary 3,4 and 6)
students in each school. In her findings, a majority of administrators
indicated that they had fully incorporated SBA into their schools, with support

measures provided for the implementation. The teachers indicated that they
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were well aware of their roles (as facilitators and assessors). They were also
well aware of the technical aspects and procedures of the SBA (e.g. the
contents, marking). However, the teachers reported that an overwhelming
workload was a barrier to the implementation. As such, the ability to provide
feedback was absent or limited in the teachers’ implementation of their SBA.
Barley suggested that teachers should undergo professional training to
understand curriculum goals, specifically emphasising the knowledge

needed to produce assessment with feedback.

A study on teachers’ beliefs and assessment reform was also conducted by
Al Sawafi (2014). He investigated the beliefs and practices of secondary
school teachers of English with regard to the continuous assessment reform
in the Sultanate of Oman. His study explored 237 teachers of English using
a questionnaire and then followed six teachers through classroom
observations; the choice of these teachers was based on those who were
said to have high or strong support in the continuous assessment reform.
Each classroom observation was followed by a post-class interview. Al
Sawafi's study revealed complex relationships between the assessment
reform, the teachers’ practices, the teachers’ beliefs and contextual factors.
These contextual factors widened the mismatches between teachers’ stated
beliefs about the assessment reform and their actual practice, leading to the
teachers’ limited uptake of the reform initiative. Al Sawafi suggested the
importance of studying teachers’ existing beliefs about assessment and

other contextual factors; studying these relationships would provide an



- 96 -

understanding of the motives behind teachers’ actual assessment practices

and their attitudes towards assessment reforms.

Table 2: Recent studies on educational reforms
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These studies could be the most recent conducted on curriculum as well as
assessment reform in relation to teachers’ pedagogical beliefs and are
mostly situated in the context of in secondary schools or higher learning
education. Most of the studies discussed in the previous sections about
formative assessment also focus mainly on secondary or higher education
and little research has been carried out in primary schools or with young
learners in general. It is possible that the teachers in this study may react
differently to a reform initiative, particularly a reform about assessment,
given that they might have a closer bond with their students. The training for
primary school teachers as far as | can remember, reminded us that we are
teaching young learners and that the teaching should always be fun and
playful. There was little emphasis on how assessment should be conducted

in primary school. This study will therefore address a gap in our
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understanding by focusing on primary school teachers’ pedagogical beliefs
with regards to formative assessment with young learners in primary
schools. The following section discusses in further detail research on the

effects of assessment on teachers’ classroom teaching practices.

2.7 Unintended outcomes of educational reform on teaching

practices

Within general education washback has been the general term used in
investigating various aspects of classroom teaching and learning (e.g.
Alderson and Wall, 1993) affected by tests or public examinations. For
example, Yu (2010) investigated washback related to SBA in the Hong Kong
Secondary school education system and found that the teachers’ practices
were inconsistent with the desired outcomes of policymakers. SBA was
treated the same way as any other exam, because SBA was considered to
be high-stakes, where the grades from the assessment contributed to
students’ final marks in the national examination. Yu’'s observations detailed
the following reasons for teachers’ practice of SBA: the teachers only
understood some of the underlying principles of SBA, they only recognised
some of its potential benefits and they found it difficult to integrate SBA into

the normal curriculum.

Similarly, Pan (2009) discussed the unintended consequences of changes in
tests and public examinations as both positive and negative, for example, in

classroom settings. She says that tests induce teachers to cover their
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subjects thoroughly, motivate students to work harder and design beneficial
teaching and learning activities. Alternately, tests can also narrow the
curriculum and cut down instructional time, which leads to teaching to the
test, bringing anxiety to teachers and students and distorting their
performance. The effect of washback also relates to classroom teaching;
Messick (1996, p. 241) asserts that washback is ‘the extent to which tests
influence language teachers and learners to do things they would not

otherwise necessarily do’.

However, SBA is a concept of assessment embedded in the teaching and
learning process. Therefore, the term ‘unintended outcome’ is often used to
understand the phenomena surrounding teachers’ teaching practices with
the introduction of SBA. Unintended outcomes are the unexpected
experiences which emerge or form from teachers’ understanding and
knowledge in regards to change (e.g. teachers making extra effort in support
of SBA, such as doing small classroom studies and organising and
introducing other beneficial activities for teaching and learning) (Lam, 2012).
Lam cites Posner (2004, p. 199) in giving examples of outcomes which can

enlighten some important aspects of a curriculum:

...the variety of ways it has been implemented, and
the possible pitfalls teachers might face in using it.
What are the potentials problems or rough spots in its
operation? What aspects have been crucial for its
success? How has the curriculum been implemented?
What kinds of adaptations have been productive?

The above quotation will be helpful as guidelines when | discuss the factors
surrounding the practice of SBA among English primary school teachers in

Malaysia. This guidelines will help to focus on some particular points (e.g.
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the aspects crucial for its success, problems in the implementation) the way

SBA is practiced and implemented by the teachers in this study.

2.8 Summary

As discussed in Section 2.2.1 and 2.2.2, formative assessment is closely
associated with feedback. Thus, the discussion in these sections also
revealed the importance for students to be responsive towards feedback in
order to help them move towards their learning goals. However, my review
of the sample of studies used in this chapter (mostly in secondary and
education) revealed that feedback in higher education institutions and
secondary schools has not been without challenges. Among these
challenges are large class size, students not reading comments when
feedback is accompanied by grades, students not understanding the
feedback given to them, teachers having trouble giving effective feedback
because of workloads and the difficulty of university and secondary students
to respond to feedback. In this study of Malaysian primary school teachers, it
would therefore be important to find evidence of the effectiveness of their
feedback practices and the impact on pupils’ learning. Additionally, the
pupils may also have trouble being responsive to the feedback because of
their age (7-12 years). The learners’ age may be one contributing factor for
the effective implementation of the Malaysian primary school SBA in this

study. One aim of this study is to investigate its relevance.

This chapter also discussed how the study of teachers’ pedagogical beliefs

has been ongoing, due to the importance and continued relevance of these
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beliefs regarding curriculum change. This study acknowledges the
potentially important contribution of teachers’ pedagogical beliefs by seeking
evidence of teachers’ beliefs about pedagogy, learning and assessment, and

how they are reflected (or not) in their teaching and assessment practices.
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Chapter 3: Research Methodology

3.1 Introduction

This chapter present the research questions that | address and describes
how | should addressed them. First, | will delineate the research paradigm
which will assist me in answering these questions. | will then describe the
sites chosen for the study and how the participants were selected to take
part in the research. | will also give a detailed explanation of how | gained
access to the particular schools involved in my study. As humans are the
subjects of the study, the ethical considerations are also discussed in the
following section. | then outline the data collection and analysis and describe
the challenges | encountered during my fieldwork. Finally, | touch on issues
related to the trustworthiness of qualitative research and how this issue was

addressed.

3.2 The interpretive paradigm

This study examines primary school teachers’ interpretations of the
Malaysian School-Based Assessment (SBA) and how far they match with
the practices recommended. It also sheds light on the educational beliefs
affecting such interpretations, both conceptually and practically. An
evaluative-interpretive research stance is thought to be the most suitable
methodology for approaching the topic. According to Richards (2003), it is

important that the researcher understands the theoretical assumption of his
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or her research paradigm, for failure to do so will entail serious

consequences for the whole enquiry.

The interpretive approach aims to advance knowledge by describing and
interpreting the phenomena of the world in order to share obtained meaning
with others (Bassey, 1999). Walsham (1993) argues that there are no
‘correct’ or ‘incorrect’ theories in the interpretive tradition; they should merely
be judged on how ‘interesting’ they are to the researcher and to others
working in the same field. Similarly, Willis (1995) argues that there is no
single correct route to, or particular method of acquiring, knowledge.
According to Aikenhead (1997), the interpretive paradigm is underpinned by
observation and interpretation; to observe is to collect information on an
event, while to interpret is to draw meaning from that information. This
places emphasis and value on the human and interpretative aspects of
learning about the social world and the significance of the investigator's own
interpretations and understanding of the phenomenon under study (Snape

and Spencer, 2003).

My study has benefitted from the interpretive research paradigm in the

following ways:

x It gave me the opportunity to work with people in their normal setting.

x It offered me the flexibility of using different methods to understand

the phenomenon being investigated.

x It allowed me to establish and develop relationships with the

participants in the study.
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x It enhanced my understanding of the participants’ reasoning behind

their actions

3.3 The research questions

As | have demonstrated, the existing literature emphasises the importance of
studying the ways in which teachers implement pedagogical innovations and
how their beliefs shape what they actually do (Orafi, 2008; Stipek et al.,
2001; Kurborska, 2011). As stated in Section 2.4.1, the choices teachers
make about what they do in their classrooms are ‘underpinned by beliefs
about the nature of language, the nature of the learning process and the
nature of the teaching act’ (Nunan, 2004, p. 6). Additionally, the context of
the study tells us that teachers’ concerns and beliefs were not taken into
consideration in the introduction and implementation of the Malaysian SBA;
nor was any thought given to the contextual factors which might affect their
interpretation of it. Based on this, the following research questions were
suggested:
1. What are the pedagogical beliefs or values and area of knowledge
of the teachers who claim to be implementing SBA, and what do

they report as having changed in their assessment practice since
the introduction of SBA?

2. How closely do these changes match those intended in the

Malaysian SBA curriculum document?

3. What contextual factors appear to be affecting the willingness or
ability of Malaysian teachers to implement SBA?
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3.4 The site selection

According to Walford (2001), researchers often settle on a study site to
which they can easily gain convenient and ready access. In addition,
Marshall and Rossmann (1999, p. 60) state that the site is likely to be a
place where the researcher can ‘build trusting relations with the participants
in the study and where data quality and credibility of the study are

reasonably assured’.

Based on the above, | chose sites which were convenient and accessible for
me. My primary school teaching experience and background of networking
with English language teachers from different schools helped me in

identifying the participating teachers.

3.5 Gaining access

In order to gain access, | first made an application to the Malaysian
Economic Planning Unit (EPU) in December 2014 for permission to conduct
the study. The official approval letter from EPU was essential for gaining
complete access to the Malaysian primary school. | also gained approval
from the University of Leeds ethics committee. Both the EPU letter and the
ethical approval were necessary in order to proceed with my fieldwork. As
far as the study was concerned, | also gained permission from both the
Ministry of Education and the State Education Department, in order to be
able to gain access to all areas of the primary schools in the state in which |
conducted my study. However, according to Bogdan and Biklen (2007, p.

85), ‘if permission is granted from up high without first checking with those
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below’ (teachers or principals and others involved in the study), researchers
are ‘likely to ruffle feathers’. Accordingly, five months prior to data collection,
| made contact with teachers and head teachers whom | had identified to be
assessed in the study, in order to seek their approval and willingness to
participate. All heads and teachers assured me informally that they would
participate for the duration of the project. Once | had gained verbal consent
from the appropriate staff members, | sent my official letter of application to
each head teacher via email in January 2015. One month later, | got a reply
from each school in the form of an official invitation letter giving me full

access to conduct my study.

3.6 Gaining access to two new sites

During my preliminary interviews with selected participants, | was introduced
to two other participants by the teachers whom | interviewed, because
according to the teachers with whom | had conversed, | might be able to
gain good information from these other two participants regarding the
Malaysian primary school SBA. As this study allowed for flexibility in
reaching an understanding of the phenomenon under investigation, |
decided to approach these two teachers as well. The main reasons were

that they were:

X teachers who claimed to be implementing SBA as mandated and

x teachers who thought highly and positively about the use of SBA in

improving learning.
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Although | did not know them, | was told | could get in touch with them
through a Facebook page. | am not an active user of this media, but |
managed to contact them both by this means. | arranged to meet these
teachers on separate weekends, and | conducted interviews to discover
whether they had anything to tell me about the SBA. | did gain valuable
information from both of them, and | wished to proceed to carry out fieldwork
in their respective schools. Accordingly, | gave each of them my letter of
permission from the EPU, the Ministry of Education and the State Education

Department for them to give to their heads of school.

One of the heads was not happy with the way | had approached her teacher
without consulting with her first, and she declined to allow me access. That
night, | drafted a letter informing her of my intentions and the overall aim of
the study, in the hope of helping her understand in more detail (see the letter
in the Appendix P). My intention was not to persuade her but first to
apologise and then to inform her of the purview of the research as a whole,
so that even if she still declined, she would have all the appropriate
information at her disposal. | greeted her and offered my explanation. In the
course of the conversation, she agreed to let me work in her school, under
the following conditions:

x | was not allowed to enter the class during a lesson, but | could use

audio and video to record the whole event.

x | could interview other teachers when they were willing and free to do
SO.
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The whole process taught me a valuable lesson, namely, that the following

should be taken into serious consideration:

x It is important to seek verbal consent from the head teacher, even
when the individual participant has agreed to meet, because different
schools operate differently. This applies even if the intention is merely

to conduct an informal meeting with the target participant.

x It was important to immediately meet with the head teacher to
apologise and thoroughly explain the intentions behind the fieldwork,

even if no access were to be granted.

x It is important always to smile and be humble upon entering the
school premises. This will greatly assist in the later development of a

positive relationship with the entire school community.

3.7 Identifying the participants

In this study, | employed a purposeful sampling strategy. Patton (2002) says:

The logic and power of purposeful sampling lies in
selecting information-rich cases for study in depth.
Information-rich cases are those from which one can
learn a great deal about issues of central importance
to the purpose of inquiry (p. 230).

Also, according to Merriam (2009), to begin purposeful sampling, one must

first:

determine what selection criteria are essential in
choosing the people or sites to be studied. The criteria
that are established for purposeful sampling directly
reflect the purpose of the study and guide in the
identification of information-rich cases (pp. 77-78).

My plan was to interview five participants and choose three for an in-depth
investigation. These three were identified based on their claims that they
were implementing the SBA as mandated, that they had made significant

changes since its introduction, that they were very familiar with its principles
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and that they were best placed to understand the reasons why it was being
introduced to the Malaysian primary school curriculum. From the five, |
identified Liz (all teachers names in this study are pseudonyms) as my first
case for the study. After transcribing the interviews with the other four
participants, Mae, Su, Daniel and Anna, | realized that they did not reflect
the kinds of characteristics | was seeking (see Section 3.6) with respect to
teachers’ reactions to SBA. However, they did provide valuable insights in
the interviews | conducted with them (mostly about their concerns regarding
SBA), which will be discussed in the findings chapter. The Table 3 below
gives the list of teachers from whom | secured a willingness to participate in

my preliminary interviews.

Table 3: The five teachers' background information
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During the preliminary interview with Daniel, he mentioned a teacher named
Chen and told me that | might get more information about the SBA from her.
As the study’'s aim was to seek out and identify teachers who fit the
aforementioned description in terms of working well with SBA, | therefore
took the opportunity to get in touch with Chen and interview her. My intuition
in taking the time to interview Chen allowed me to identify her as the second
case for the study. While | interviewed Chen, she, in turn, introduced me to
Dennis, whom she assured me could also give me some useful information
about SBA. Accordingly, Dennis was identified as the third case in this study.
The table below describes the three teachers with whom | conducted an in-
depth exploration in the form of observations and post-interview procedures,
in order to gain more extensive information about the SBA. Creswell (2012)
states that engaging with a smaller number of participants enhances the

quality of a case study.

Table 4: The three case teachers' background
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In summary, | had seven participants in this study, and | chose only three
teachers (Liz, Chen, Dennis) for an in-depth investigation of the practices
with regards to SBA in Malaysian primary schools. Nevertheless, the data
from the other four participants (Anna, Su, Daniel, Mae) are also used in the

cross-analysis section (in Chapter 5).

3.8 Ethical consideration s

In qualitative studies, ethical dilemmas often emerge with respect to data
collection and the dissemination of findings (e.g. how much the researcher
should reveal of the actual purpose of the study, and how informed consent
can be gained from participants). Creswell (2012) identified five stages in the
study at which the researcher should anticipate ethical issues: 1) prior to
conducting the study; 2) the beginning of the study; 3) during the collection
of data; 4) during the analysis of the data and; 5) when reporting, sharing

and storing data.
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Bogdan and Biklen (2007) caution, ‘While people may make up guidelines

for ethical decision making, the tough ethical decisions ultimately reside with

you, with your values and with your judgements of right and wrong’ (p. 52).

Similarly, Merriam (2002, p. 250) states that ‘actual ethical practice comes

down to the individual researcher’s own values and ethics’.

Considering the above concerns, | followed Creswell’'s (2012) five stages at

which ethical issues need to be anticipated; the Table 5 outlines how |

addressed each of these issues.

Table 5: Addressing ethical issues of the study (adapted from
Cresswell, 2012, pp. 23 -24)
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3.9 Data collection

As stated in Section 3.1, this study was informed and directed by the
interpretive research paradigm; therefore, the data collection and the type of

data collected had to be in accordance with this position.

The aims of the interpretive approach are to describe and interpret the
phenomena of the world in order to obtain meaning which is shared with
others (Bassey, 1999) and to understand the ‘meaning of actions’ of those
under study (Anderson and Burns, 1989, p. 67). | adopted semi-structured
interviews and non-participatory observation as the most suitable data
collection methods for this study. A semi-structured interview, while guided
by a topic and questions, allows the researcher to apply flexibility to gain
insights into the participant’s experiences (Kvale, 1996), whilst observation is
characterised by the use of field notes and audio or video recordings. The
one month journal produced by the three participants in this is used to give
a clearer understanding of how SBA is practiced in the absence of the
researcher. The reasons for choosing these techniques are outlined as

follows.

3.9.1 Semi-structured interview

A semi-structured interview was used because:

x it allows the subject to give his or her perspectives and the meaning

the person attaches to what goes on in their world (Patton, 2002) and
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X it encourages the subject to talk about his or her area of interest in
more depth and to pick up on topics and issues related to the situation

under discussion (Bogdan and Biklen, 2007).

3.9.2 Non-participatory observation
The technique of non-participatory observation was used because:

X it gives the observer flexibility in terms of the information gathered and
how it is recorded (Robson, 2002);

X it provides an in-depth and comprehensive picture of the study under

investigation (Cohen et al., 2007) and

X it provides the opportunity for the researcher to develop questions
related to the kind of behaviour being observed. These questions will
provide the basis for the researcher to conduct follow-up interviews
with the participants and discuss the rationales and meanings behind
their behaviours (Glesne and Peshkin, 1992).

3.9.3 Field notes
Field notes were used because:

x it allows the researcher to remember events or experiences that had
occurred and how it occurred on a particular day (when it is not
recorded and captured using video or mp3 recorder) (Bernard, 2006)

through ‘watching and listening’ (Hughes, 1994, p. 37).

x it allows the researcher to self-reflect, ‘and self-reflection is crucial for
meaning-making’ of the data (Cohen and Crabtree, 2006, p.1) during
the preliminary stages of analysis as well as at later stage of the

analysis process.
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The teachers’ journal was used because:

X it provides the means for the participants to reflect on experience with
SBA (without the presence of the researcher) and assist in producing
viable data for the study (Lamb, 2013).

X it assists in understanding participants’ experience with regards to the
study (Murray and Kujundzic, 2005).

The following is a detailed account of the processes by which data were

collected and analysed.

3.10 Preliminary interview

First, | conducted preliminary interviews with Mae, Liz, Su, Daniel and Anna
(see Table 3) . Each interview lasted about 30 to 40 minutes. The purpose of
these interviews was to identify the participants who claimed to have made
the most significant changes (see also Section 3.5) since the introduction of
the SBA, who were most familiar with the principles of SBA and who best
understood the reasons why SBA was being introduced to the primary
school curriculum. | had intended to invite three of these interviewees to
participate further in the project and to provide extensive information about
the SBA. However, only Liz was identified as having made a significant
change; therefore, | identified her as my first case. Then, during my interview
with Daniel, he told me about Chen, whom he thought would give me the
information about the SBA which | needed. | conducted a preliminary
interview with Chen and identified her as my second case. Through Chen, |

was introduced to Dennis, and | identified him as my third case, as described
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above. However, when | met Dennis, | did not record our conversation,
because | had only intended to meet him informally at first. However, during
the meeting, he began talking about his experiences with SBA and how the
system was working, and | realised that it would not be reasonable to ask
him for a formal interview later. Therefore, to understand this participant, |
am reliant on the notes | took at that time and on my memories of the

encounter.

My interviews with Mae and Liz took place in the first week of June 2015; in
the second week, it was Su’s and Daniel’s turn, and in the third week, |
spoke to Anna. The preliminary interview with Chen took place on 4 July
2015, and Dennis’s was on 18 July. There was a considerable time gap
between Anna and Chen and between Chen and Dennis because, as
mentioned earlier, Chen was introduced by Daniel who, in turn, introduced

me to Dennis. It took me several weeks to locate the new interviewees.

Altogether, | had seven participants, and | managed to audio record six of
them. Consent was granted for the recording in each case. After the
preliminary interviews, | selected three of the respondents (Liz, Chen and
Dennis) to participate further in the study and spent one month at each of
their sites. | started in Liz’s school, then moved on to Chen’s and finished in
Dennis’s. Bernard (2006) states that people may change their behaviours
around researchers, and in order to minimise these changes and allow their
subjects to adjust to their existence, researchers should stay for longer in

each school. Engaging with a smaller number of participants would allow me
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to spend more time with the teachers, to build an atmosphere of trust and to

mitigate undue influence on my part.

3.10.1 Preliminary classroom observation

Prior to the actual classroom observation with Liz, Chen and Dennis, |
conducted a preliminary observation. The purpose of this was to gain
familiarity with school practices. Patton (1990, p. 473) considers this process
of getting ‘used to each other’ to be a relationship-building technique. The
preliminary observation took place during the first week of the research at
each school, and it helped me in the following ways:

X It gave me the opportunity to familiarise myself with the teachers’ and

students’ practices.

x It gave the teacher and the students the opportunity to become

accustomed to my presence in the classroom.

x It deepened my understanding of the reasons why teachers lead their

classroom in a particular way.

x It allowed me to establish relationships with the participants in the

study.

3.10.2 Actual classroom observation

The actual classroom observation took place in the second and third weeks
of my fieldwork in each school. In total, | undertook six classroom
observations, two for each participant. | began my fieldwork in Liz's school in
the fourth week of June 2015, during the first week of August (beginning on
the 4™) in Chen’s school and in the second week of September (from the

14") in Dennis’s school. | spent about a month in each school. These
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classroom observations focused on the materials that the teachers decided
to use, the lesson structures they employed and the activities they adopted

within the classroom.

At the time | observed Liz, she was teaching a Year One (age 7) classroom.
Liz had two separate classes of different types, so | observed both,
observing her in two separate weeks (the second and third weeks of my
study period). Liz was teaching Unit 8 in the Year One textbook, My mum,
focusing on the writing and reading modules (Figure 1). During my
observations, | used an mp3 recorder and also took some field notes to
complement the recorded data. Field notes are a ‘written account of what the
researcher hears, sees, experiences and thinks in the course of collecting
and reflecting on the data in a qualitative study’ (Bogdan and Biklen, 2007,
p. 119). My notes (field notes) in this case included the seating
arrangements, the behaviour of the students and the overall atmosphere and

conditions while lessons were conducted.

Chen was teaching a Year Five (age 11) classroom when | observed her;
therefore, my analysis of the data will involve only this class. The lessons |
observed were on the theme ‘World of Stories’, using the topic ‘Something
weird happened’ and another topic from unit 12 in the textbook, entitled,
‘Something to learn from’. The first lesson was part of the language arts
module, and the second was from the writing module. | was not personally
present during the observation, because the head teacher did not allow me
to enter the classroom for the duration of the lesson (see, Section 3.5). The

observation was assisted by the use of a video camera and an audio
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recording. Accordingly, my analysis of the data will be based on what is seen
and heard on the recordings. To complement this, | took notes on the

physical classroom settings based on the analysis of the videos.

Dennis was teaching a Year Two class (age 8) at the time the observation
was conducted. The first lesson | observed was also on the theme, ‘World of
Stories’, and the second was on the theme, ‘World of Knowledge’, using the
topic, ‘Sea animals’. My observation of Dennis was assisted by an audio
recording, and during the observation. | also took field notes, which included
comprehensive descriptions of Dennis’ practices, the condition of the
classroom, the physical setting and the events which occurred during the

lessons.

During the classroom observations, my role was defined as ‘observer-as-
participant’, whereby | ‘observed and interacted closely enough with
members to establish an insider’'s identity without participating in those
activities constituting the core of group membership’ (Adler and Adler, 1998,
p. 85). My intention was to observe events in their natural setting (the
classroom). While | do not claim that my presence had no impact on the
classroom, on the planning of the teachers’ lesson planning or on the whole
process of the teachers’ teaching and learning, | did my best to minimise this
and to do the following:

x | first conducted a preliminary classroom observation during the first

week of my fieldwork, as mentioned earlier.

x | kept a close relationship with the students and the teachers by

regularly just talking with them during my fieldwork.
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X | volunteered to relieve classes (when teachers had to attend district
meetings, courses etc.), especially the class | was going to observe
with Liz.

x | participated in all the school activities, which included some of the

following:

I school meetings,
I daily routine activities,
I school assemblies and

I yearly activities not related to teaching.

As a result of my doing this, the teachers and the students started to call me
cikgu (teacher). | felt as though | were part of the school community. When |
started observing, different students would approach me and start asking
what | was doing, while the teaching and learning was still in process.
Although my existence in the school as a researcher might not have been
noticeable but my presence, perhaps, a threat to the maintaining of normal

activities.

The factors mentioned below may also have had some influence on the

teachers’ practices while | observed them:

X Malaysian primary school teachers are unused to being observed;
classroom observation is sometimes viewed as making judgments or
as being a disruption to the class teaching and learning hour. The
terms by which Chen’s headmistress allowed me access constitute
one example of this. Another important factor is that the teacher must
had prepared their lesson well than usual prior to the observations
and may deviate from what they normally do in their teaching and
learning classroom. The teachers in this study were also informed that

they will be observed on their classroom assessment (the SBA) and
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they must have conducted assessments that they normally would
have not done; therefore, the classroom observations may not be a
true reflection of the teachers’ practices. | was also very careful about
the minimum numbers of classroom observations conducted with the
teachers in this study because | felt that it was an imposition on the
teachers and the schools. As an example, in Chen’s school, the first
thing that the head teacher asked when | mentioned the classroom
observation was how many times | was going to observe her teacher.
However, this was about SBA, and the teachers chosen for the study
had claimed that they were implementing the SBA in their lessons.
Thus, since the classroom observations focused on how the lessons
were conducted with SBA; two observations per teacher were

considered enough.

Both Liz and Dennis’ schools were public primary schools, which is an
environment, language and ethos of practice with which | am familiar;
however, Chen’s school was a public primary Chinese school. This
meant that 95% of the teaching staff was Chinese, including the head
teacher. The Chinese language was routinely used for communication
by the teachers. | could not understand what was being said most of
the time. Although | did get to speak with other teachers (besides
Chen), | always had to carefully consider what to ask them, so they
would be able to understand the Malay language | was using. The
language barriers also prevented me from fully having that sense of
belonging in the primary school system, compared to when | was in

Liz and Dennis’s schools.

The teachers’ commitment to cooperate with the study was not
always 100%. For example, when | asked Dennis for his lesson plans
and journals, it took several attempts at contact before he answered.
And in the end, | still could not gain access to his lesson plans for the
classroom observations | had with him nor the month journal |
requested from him. However, my daily conversations with Dennis
helped me to understand the situation and implementation of SBA in

his school, information which | will use in my findings chapter.
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3.10.3 Post -classroom observation interview

The classroom observations generated a number of issues, themes and
questions. Two rounds of post-observation interviews were conducted.
Initially, | planned to interview the teachers either after the observation or
after each school session had ended, but the teachers had very tight
schedules in terms of moving from one class to another, and with so many
other school activities, it proved rather difficult to meet my original schedule;
in addition, | needed time to transcribe the observations. Therefore, | made
appointments with the teachers on the days they were available, considering

the following:

x It is normal for Malaysian primary school teachers to have tight
teaching schedules and to be in a rush to get from one class to
another; therefore, | was not able to conduct a post-classroom
observation interview immediately after every lesson. | also needed
time to transcribe the audio/video recordings in order to generate
issues, themes and questions pertaining to their practices. For these
reasons, it was about a week before the post-classroom
observations/discussions could be conducted. But the delay also gave
me time to transcribe the classroom observations thoroughly and to

note issues, questions and themes for discussion.

x The schools in which the fieldwork was conducted were not always
conducive to conducting the post-observation interviews. There was a
lack of rooms in which the interview could be conducted. We had to
find the most suitable time possible, in order to minimise the noises of
other teachers chatting or students coming in and out of the teachers’
rooms while the interview was conducted. However, this was not
always possible. The location of the preliminary interviews was also a
problem. They were carried out in places which the participants could
easily get to, since it was the school holidays at this point. | let them
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decide the place, but | also gave them some ideas. Mae, Liz, Su,
Daniel and Chen decided that the preliminary interview should be
conducted in their district library. During my interview with Su, we
were allowed to use the discussion room. However, with Mae, Liz,
Daniel and Chen we had to use the open area; discussion rooms
were off limits for us, unless we came in groups. Accordingly, these
interviews were accompanied by the sounds of people chatting,
walking and watching television. The interview with Anna was
conducted in her home, because she was still on maternity leave for
another week before going back to work. The interview sometimes

had to be stopped momentarily, while she attended to her children.

3.10.4 Field notesandte DFKHUVY MRXUQDOV

The field notes (which | also called notes, personal notes or meeting notes)
was taken after my interview with the teachers in this study, during and after
each of my classroom observation, after my daily conversations with the
teachers in the study (e.g. with Dennis) or with other teachers and after each
meetings and activities | attended during my fieldwork. The field notes
assisted me in summarizing my data at the preliminary stage of the analysis.
It also assisted me in reflecting each situation inside the classroom during
my classroom observations with the teachers in the study. For examples,
what the teachers and the pupils did throughout the lesson and assessment
activities (see Section 4.1 on Liz's portrayal). It also helped me in generating

my themes as | further analysed my data.

Where as, the one month journal in which | requested from the three
teachers in this study, assisted me in identifying what and how the teachers

were doing with SBA during my absence. Thus, it also helped me to identify
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and verify which component of the English language that the teachers put
more focused on in their assessment activities. The primary aim of the
teachers’ journals were also to provide me with further understanding of how

SBA was doing in the teachers’ daily practices.

To sum up, the entire process of the study was not always in accordance
with the plan. This required the researcher to make decisions which had not
been considered during the preliminary stage. My familiarity with the study

context did not preclude encountering any difficulties and challenges.

3.10.5 Data analysis

The preliminary interviews with Mae, Liz, Su, Daniel and Anne were
conducted entirely in the Malay language; however, those with Chen and
Dennis were in English, based on their choice and using the language they
felt most comfortable with. All were fully transcribed from the audio
recordings in order to obtain detailed accounts of what was said, how it was
said and what was not said. | began the transcriptions after each interview
was conducted. In translating the Malay language interviews to English, |
aimed to maintain the original meaning as far as possible. To check my
translation, | gave one interview to a Malaysian PhD friend studying at the

University of East Anglia and asked her to translate it into English.

After each interview, | also employed a summarisation technique.
Summarizing gives a brief statement of the main points of (something), in

other words, it's a technique that helps to condense, outline, recap and



- 128 -

review of (something). It's a technique that helps to understand the basic
ideas behind the piles of data or information collected from the fieldwork.
Bogdan and Biklen (2007) state that summarizing can help to move the
interpretation of the data. Specifically, working ‘on writing a clear paragraph
summarizing what it is you want to tell the readers’ (p. 197) will help the
writer’'s interpretation of the data more clearer and provide basic assumption
of what all the data means to the writer. As data analysis is a process of
making sense out of the data and to make sense out of the data involves
consolidating, reducing and interpreting what people have said and what the
researcher has seen and read (Merriam, 2009, p.176). To me, summarizing
is a process that helped me to review, gave a preliminary interpretation and
basic assumption of the data generated from the interview. Because data
analysis is a complex process (involves moving back and forth between bits
of data), and summarization helped me in identifying and locating which set
or part of the data is giving me basic ideas in forming categories, themes
and some ideas the answer to my research question(s). For instance, one
purpose of this study (also one of my research questions) is to identify
teachers’ interpretation of SBA in terms of their knowledge and pedagogical
beliefs about SBA. To know this after each interview | started transcribing
immediately (this allows me to reflect and summarize the whole interview
more clearer). From the summary, | outlined which sentence says about
teachers’ knowledge and pedagogical beliefs about SBA and then | move
back to the interview data to find quotations to provide evidence to these

findings. | also referred to my notes (field notes) as additional evidence for
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the findings and to further assist me with the summaries. It was a starting

point for me to portray and tell the story of my participants.

The classroom observations were also fully transcribed and also
summarised in order to provide a detailed account of the teachers’ practices.
The lessons were conducted mainly in English, with only a few using the
Malay language. Therefore, | did not consider it necessary to have these
transcriptions member checked. In the analysis, the focus was on the
materials the teachers decided to use, the lesson structures they employed
and the activities they had adopted within the classroom. | then identified the
practices which characterised the Malaysian primary teachers’
implementation of SBA and compared them with those recommended by the
SBA document. | conducted a review of the audio recordings, lesson
observations, field notes, teachers’ lesson plans and journals in order to
identify the issues, themes and questions relating to their practices. When
transcribing the recorded interviews, | analysed what the teachers said, how
they said it and what was not said. | aimed to present the intended meaning
of their words to the best of my ability. Once | outlined the teachers’
practices, | categorized each of their practices manually. | then transferred
all of these categories to NVIVO. The NVIVO program helped me to
organize the relevant themes for these categories (see explanation in

Section 3.10.6).

While analysing and making sense of the data from the post-observation
interviews, | reread the transcriptions more than once, referred to my

research questions and looked for comments relating to the teachers’
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educational beliefs, the influences of these beliefs and the factors which may
have influenced how the teachers interpreted and implemented SBA. The
interview data were then coded and put into categories. For example, if the
data revealed that instructional decisions were frequently made in relation to
the students (e.g. their abilities, willingness and so on), this was categorised

under teachers’ beliefs about students. The coding was done manually.

Qualitative data is ‘interpretive’ in that people make their own particular or
personal interpretations of descriptions of events (Creswell, 2012). This
means that the researcher brings his/her own perspective to the
interpretation by building patterns, categories and themes through learning
and understanding the pedagogical beliefs of the participants. Creswell
(2012) also states that there is no single accepted approach to analysing
data, with the chosen approach instead being based on the researcher’s
personal assessment. This also means that a researcher needs to be careful
and precise when selecting her themes and how the data will be derived in

her findings.

The primary aim of the preliminary interviews was to determine which
participants claimed to have an understanding or knowledge of SBA or to

have experienced a significant change in practices since its introduction.

Therefore, while transcribing the audio recordings using Microsoft Word, |

took notes and coded them manually (for example for Liz’s interview | coded



- 131 -

as liz/I1/06-15/L1-L1433). | also referred to my first research question to form
an in-depth understanding of what was said, how it was said and what was
not said. After this, | transferred my codes into the following categories in
order to identify which three participants to observe further and to gain
extensive information about SBA implementation through my classroom

observations:

X What are the teachers’ conceptions of the SBA?
x How do they implement it?

x What changes have they experienced in their practices?

These categories were then determined and labelled as ‘teachers’,
knowledge and pedagogical beliefs about SBA and reports of changes in

assessment practices since SBA'.

3.10.6 Coding classroom observations and post  -classroom

observation interview s

The primary purpose of the classroom observations was to investigate the
teachers’ practices in their implementation of SBA. In making sense of the
data, while transcribing the audio/video recordings, | also took notes on any
concepts, ideas and hunches which occurred, between the margin of the

transcript and the field notes as well as my summary of their practices;

3 All the audio recordings were fully transcribed, and in translating her
interview to English, | aimed to maintain the original meaning as far as
possible. Coding of the interview/classroom observation/field
notes/journals: (participant’'s name/number of interview conducted/month
and year of the interview, the line numbers of transcribed interview) [ | =
interview; L = Line]
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Creswell (2012) calls this a means of exploring the general sense of the
data. When transcribing, | first used Microsoft Word and later loaded my
documents into the NVivo software on my office desktop computer at the
University of Leeds after completing all my fieldwork. From the ideas, | then
began with segmenting and labelling broad themes in the data using the
NVivo software. | referred to my second research question and tried to form
an in-depth understanding of the phenomenon to the best of my ability. |
looked for repetition of activities conducted prior to the teachers’ claim of
conducting assessment in the classroom. For example, if the teacher
repeatedly did the same activities (e.g. memorization, repetition of words) in
her teaching prior to her classroom assessment, | categorized this under the
heading of teachers’ belief about memorization. The teachers were then
asked the reasons for such repeated teaching practices. | also used the
codes to build descriptions, which helped me to visualise details of the event
and themes. The analysis of the data generated some issues, themes and
questions, which were then used in the post-classroom observation
interviews (as stated earlier | look at the area where a teacher displayed
consistent use of the same lesson structure, such as repetitions of words
and reading after the teacher), they were asked to give their reasons for
working in this way. Their verbal commentaries were then transcribed using
Word, before loading the transcriptions into NVivo. Using NVivo, | referred to
my second research question (see Section 3.3) and looked for comments
relating to the teachers’ educational beliefs, the influences of these beliefs
and the factors which may have contributed to the ways in which the

teachers interpreted and implemented the SBA. | worked with one individual
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case at a time; in this way, | was able to construct a full account of each

teacher’s practices and the underlying factors.

Table 6: A summary how data was analyzed
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3.11 Dealing with the trustworthiness of the study

In any qualitative study, the question of validity and reliability often becomes
an issue to the extent that questions are asked about whether any rigour
was applied in carrying out the study. Lincoln and Guba (1985) call this
concept ‘credibility, dependability and transferability’. Internal credibility or
validity concerns questions of how the research findings match up to reality,
whether they capture what is really happening and whether the study ‘hinges
on the meaning of reality’ (Merriam, 2009, p. 213). Maxwell (2005) argues

that one can never really capture reality. He states that:

validity is more a goal than a product: it is never
something that can be proven or taken for granted.
Validity is also relative: it has to be assessed in
relationship to the purposes and circumstances of the
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research, rather than being a context independent
property of methods and conclusions (p. 105).

Ratcliffe (1983) offers an interesting view on assessing validity in every kind
of research. It should be remembered, he suggests, that:
x the ‘data do not speak for themselves; there is always an interpreter
or translator’ (p. 149);

X ‘[olne cannot observe or measure a phenomenon/event without
changing it, even in physics where reality is no longer considered to

be single-faceted’ (p. 150) and
X numbers, equations and words ‘are all abstracts, symbolic
representation(s) of reality, but not reality itself’ (p. 150).
Based on the above discussion, validity must be assessed in terms of
something other than reality itself (which can never be grasped) by
increasing the credibility of the findings. Walcott (2005, p. 160) suggests
doing this by ‘increas(ing) the correspondence between research and the
real world’ through what is commonly known as triangulation. Denzin (1978)
proposes four types of triangulation, the use of multiple methods, multiple
sources of data, multiple investigators or multiple theories to confirm

emerging findings.

For this study, | adopted multiple methods and multiple sources of data to
triangulate my findings. The idea of applying multiple methods of data
collection refers, for example, to checking what one has been told in an
interview against what was observed on site or what has been read in a
document which is relevant to the topic of interest. For the classroom
observations in which | applied a cross-checked analysis to gain the

respondents’ views of their own practices, | conducted a follow-up interview
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with each of the participants after each observation. | adopted multiple
sources of data, for example, comparing and cross-checking data collected
through observations at different times or places or interview data gathered
from people with varying perspectives or from follow-up interviews with the
same individuals. For example, after analysing the data, rather than just
depending on my own interpretation, | returned to each school to have my
three participants validate my findings (e.g. agree or disagree with them) and
to determine whether they had something further to explain about their own
pedagogical beliefs and actions regarding SBA. In other words, | applied a
member checking ‘dialogic approach’, as suggested by Harvey (2014) (the
procedure adopted is discussed in the following section). | also conducted a
telephone interview (not recorded, as requested) with an education official in
the Ministry of Education Malaysia. | asked the person to talk me through the
ideas behind the implementation of SBA in the Malaysian primary schools
and the importance of SBA implementation, and | ask the individual whether
the primary school teachers were implementing the SBA and what the
barriers might be in the implementation. The officer in the department was
able to provide me with in-depth information about the KSSR primary school
curriculum and the SBA. Although | was not able to contact a person from
the department which had actually created the SBA policy, | gleaned some

valuable information from the officer who agreed to talk to me.

In terms of transferability, the study only represents a small number of
primary school English language teachers which started with seven teachers

and a focus on three who claim to have the knowledge and pedagogical
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beliefs about SBA and their claim to be implementing SBA. Thus, this study
may not be generalized in terms of the other population of primary school
English language teachers in Malaysia. However, the findings of this study
provided an in-depth investigation of three teachers with regards to their
practices of SBA as stated in the previous discussion. According to Stake
(1994) and Denscombe (1998) although each case maybe unique, it is also
an example within broader group and, as a result, they suggest that
transferability should not be immediately rejected. Thus, Guba & Lincoln
(1985) and Firehouse (1993) suggested that it is the responsibility of the
investigator or researcher that sufficient contextual information about the
fieldwork is provided to enable such transfer. According to Colorado State
University writing guide (1994) !"#$%&"#()*)!+, )%, #, -"./'%%, -"&."0'1, (+,
"#$"1%& .&,"%'#"/123, Transferability is when the readers note the specifics
of the research situation and compare them to the specifics of an
environment or situation with which they are familiar. Therefore, if there are
enough similarities between the two situations, the readers may be able to
infer that the results of the research would be the same or similar in their
own situation or "transfer" the results of a study to another context. From the
descriptions above the findings of the study may be transferable in situation
that holds the same or similar context as the teachers investigated in the
study and based for the following reason:
X As shown in Table 10 and discussed in previous sections, besides
depending on the preliminary interviews, classroom observation and
post classroom observations interview this study also generated other

data from the participants. For example and explained in Section

3.10.2, during the classroom observations to investigate the teachers’
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claims in implementing SBA, | spent a month in each school
observing school activities, attended school meetings and
interviewing other subject teachers, head teachers, assistant head
teachers, head of English language panels and used the data to
cross-check the teachers’ practices of SBA investigated in the study.
A month spent in each school had helped me to understand the

difficulties and reality behind teachers’ implementation of the SBA.

311 (PSOR\LQJ +DUYH\YV pGLDORJLF DSSURDFKY{

checking

This approach is based on Harvey’'s member-checking strategy in
communicating participants’ stories. Her idea of member checking is derived
from Lincoln and Guba’s (1985) proposed methodology, that is ‘taking ideas
back to research participants for their confirmation x. pand/or] to gather
material to elaborate your categories’ (Charmaz, 2006, cited in Harvey,
2014, p. 26). However, Harvey’s dialogic approach goes beyond the method
described in Lincoln and Guba and involves participants further in the
research process through series of dialogues, thus ensuring the rigour and
trustworthiness of the study itself. Harvey’s concept was adapted from her

reading of Bakthin’s explanation of ‘dialogism’:

All utterances are dialogic, meaning that the past and
present meet and co-exist in the utterance. Thus
dialogism is about the relationship utterances enter
into with other utterances; all utterances have a history
and a present, and all utterances want to be heard
and responded. (2005, p. 23)

Harvey further explains:

Within the utterance is an inherent, dynamic tension
between the past and present: so, just as the past
shapes the present, the present also shapes the past.
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Through this, the individual voice is shaped. No single
utterance can be understood separately from its
contexts of use. The utterance is an individual act but
not a purely individual act, as it always springs from
what has gone before it. This relation between
utterance and response means that all language is
dialogic; therefore, language is always relational.
(2005, p. 23).

As such, during an interview, ‘both speakers listen and respond, actively
participating in the construction of the stories they bring to each other’ (p.
25). This means that through this process, the researcher and the participant
reflect and communicate to gain a more in-depth and rich understanding of
the participants’ stories. In relation to this study, this approach provided me
with the opportunity for further in-depth discussions about the teachers’
justifications and reasons for their SBA practices. In order for me to take my
findings to my participants, | outlined their thoughts in the form of dialogue
bubbles (see Appendix V). For each participant, | presented 5-6 themes
according to what | had identified with respect to their SBA practices. | made
appointments with each of my three participants prior to the member-
checking interview. Each interview lasted about 30—-40 minutes. In analysing
the member-checking interview, | applied the same process as | did with my

preliminary and post-observation classroom interviews.

3.11.2 Enhancing trustworthi ness

Below, | highlight the process | conducted in enhancing the trustworthiness

of the study:

x To maximise the accuracy of the data collected, | recorded both

interviews and observations with an mp3 audio recorder.
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x To reduce the influence of reactivity (changes in people’s
behaviour in the presence of others, such as a researcher), | spent
a month in each school and focused on just three participants. In
my first week, | familiarised myself with the school practices and
the person’s colleagues. | initiated a preliminary observation of the
participant around the middle of the week, and | only began actual

observation during the following week.

X The preliminary interviews with Mae, Liz, Su, Daniel and Anne
were conducted in the Malay language, to enable them to express
themselves more fully concerning the topic at hand; it was the
most comfortable language in which to discuss SBA. The
preliminary interviews with Chen and Dennis were in English, as
this was the language which these two felt most comfortable
using. In fact, all my interactions and day-to-day conversations
with Chen and Dennis were in English (including emails,

WhatsApp texts and so on).

x During the interviews, | tried my hardest not to give my own
opinions about the SBA. However, when the teachers started
talking, | could not stop myself from expressing my experiences
with it or even agreeing with what the participants had to say. For
example, when Chen started talking about the way SBA was
conducted when it was first introduced to Years One and Two, she
asked if | had been in one of the courses. | began telling Chen
what my colleague and | did in order to understand SBA. | felt that
this conversation might have affected the way Chen conducted her
lesson, because she might have thought that | was there to
evaluate and judge the criteria she would be observed on. Upon
realising this, | became very cautious in terms of what | had to say

during the remainder of the interview.

x Data was collected for this study using various methods
(preliminary interviews, classroom observation, post-classroom
observation interviews). The preliminary interviews provided the

basis for the classroom observations, which, in turn, laid the
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foundation for the post-classroom observation interviews. These
latter interviews allowed me to understand the observational data
instead of simply depending on my own interpretation. This range
of methods allowed for a complete analysis of the phenomenon

under investigation.

x | have thoroughly outlined the design and conduct of the study and
the thinking behind it. This allows the reader to understand my

actions.

X During my fieldwork, | continuously emailed summaries of the
findings from each school to my supervisors at the University of
Leeds. | received feedback on each summary, which was crucial

in enhancing the quality of the study.
x As my final approach, for data validity and consistency, | adopted
Harvey’s ‘dialogic approach’ (as discussed above).
However, the strategies | applied, as mentioned above, did not completely
eliminate the effect of my presence during classroom observations. As
McDonough and McDonough (1997, p. 110) note, ‘any form of observation is
going to introduce distortion from normality’. Therefore, my presence
inevitably had an influence on the participants and the setting under
investigation. For example, during my preliminary observation of Liz, she
tried valiantly to control the behaviour of her students in the classroom
during the lesson, but after a while, it seemed that they simply could not sit
and listen any longer. Some started to move around and make noises while
Liz was conducting her lesson. A few walked towards me and started asking
what | was doing at the back of the classroom, and they even looked at what

| was writing.
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3.12 The presentation of data

In presenting the findings, | will make use of the preliminary data, the
classroom and post-classroom observations and the member-checking
interview as well as personal notes which | managed to capture during my
day-to-day interactions with the participants. According to Richards (2003,
p. 283), the claims we make are ‘judged on the extent to which we are able
to support them with adequate evidence that is fairly representative of our

set data’.

The data concerns a portrait of three teachers; at the beginning of the
findings chapter, | will present profiles of each of their schools. This is to
show how these Malaysian public primary schools operate and how SBA is
interpreted in a particular school and by the individual participants. | will then
proceed to explore their knowledge and beliefs of the Malaysian SBA, the
influence it has had on teachers’ classroom practices and the educational
beliefs affecting teachers’ conceptual and practical application of SBA policy.
The data, covered in two chapters, will be presented in a way which serves
these aims. | will then identify the characteristics governing each teacher’s
knowledge and pedagogical beliefs of SBA and the extent to which these
characteristics influenced how he or she worked during my observations.
This will allow me to analyse how their practices correlate with those
recommended by the Malaysian primary school SBA and to determine the
factors and rationales underlying the way the teachers interpret it. | will also
be presenting the data by dealing with each three cases individually. This is

to identify how the teachers work with SBA in their respective schools (with
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regards to class size, physical condition of the classrooms, etc.) and later in
the summary | will conclude some of the similarities and differences of their
practices. Table 7, below, shows the list of data generated from my
participants and specifically during the study conducted in Liz, Chen and

Dennis’s schools.



Table 7: Data generated from the participants
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Chapter 4: Liz, Chen and Dennis

In this chapter, | present the work of Liz, Chen and Dennis, in that order. |
will show the insights into Liz, Chen and Dennis’'s knowledge and
pedagogical beliefs about SBA from the preliminary interviews | conducted
with them. Then | will present their practices and compare these with the
practices recommended by SBA, based on the classroom observations and
the journals that both Liz and Chen produced and including my personal
notes that | took in my day-to-day conversations with Dennis. In my portrayal
of these teachers, based on my post-classroom observation interviews with
them, | will also discuss both the similarities and differences in terms their
assessment practices and beliefs about the SBA and the reasons why these

teachers do assessments the way they do.

4.1 Liz

At the time this fieldwork was conducted, Liz had been teaching for 18 years.
She did her teacher training for the teaching of English as a second
language certificate in 1996 and started her teaching career later that year.
Liz said that teaching was her first career of choice, and she applied right
after completing her secondary education. As in many other countries,
Malaysian teachers were encouraged to develop professionally by upgrading
their qualifications to the bachelor’s level, and Liz completed her degree in
2010. Liz is a Chinese mixed with one of ethnic groups (a minority group in

the Eastern Malaysia).
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Liz teaches in a school situated in a village area, approximately six
kilometres from the nearest town in the district. Liz said that the students
who attended the school were from nearby villages. They were from a
minority ethnic group on the east coast of Malaysia, consisting of a mixture
of the local communities. The school serves both of these ethnic groups, and

the language of communication is the Malay language.

Liz thinks SBA was introduced into Malaysian primary school education
because the school education system had been exam-oriented for too long.
To her, this also means that the teaching and assessment had been focused
more on writing skills than on any other English language elements (e.g.
reading and speaking). She says that the pupils’ learning in school had been
targeted at passing the examination. For her, this kind of system is not
effective, because pupils only learn and are taught how to pass exam

papers. Liz explains:

To me, the reason SBA, school-based assessment
was introduced in school was because before this, we
were based on exam-oriented, right, just to pass
examination. So maybe those ways are not effective;
to me, they learn only to pass examination. (liz/I1/06-
15/L68-L71)"

She then added;

T All the audio recordings were fully transcribed, and in translating her
interview to English language, | aimed to maintain the original meaning
as far as possible. Coding of the interview: (participant's name/number
of interview conducted/month and year of the interview, the line numbers
of transcribed interview) [ | = interview; L = Line].
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| have done SBA it wants to look at the potential of the
students. SBA wants to look at the pupils’ potential,
right. Each day we look at their potential if they have
acquired the skills learnt on that day. (liz/11/06-15/L68-
L71-L74)

She meant that the potential in term of the learning skills the pupils need to
acquire. She gave an example, if she is teaching the writing component and
the pupils are required to achieve certain writing structure, if they are able to
write as expected they would be able to move to another writing level and if
not she would continue teaching the same level of writing skills. Liz also
comments that when SBA was introduced, she felt a bit pressured. But it
was now five years since SBA was launched, and for Liz, it had become
much easier for her to cope and manage SBA in her daily teaching. Liz says
she prefers using worksheets when assessing. She first conducts her
teaching and then distributes the tasks to her learners. Then she goes to
each desk, monitoring, guiding and helping them with the tasks. She says
that she checks every student’'s work and identifies those who can and
cannot do the task. She continues guiding those who are not able to

complete the tasks themselves, as she describes it:

| usually use worksheets, you know. | would firstly
teach, then later | would distribute the worksheets, like
that. If it is a new skill, right, | teach the whole class
first. So while they are doing the assessment, | will go
and check everyone. (liz/I1/06-15/L296-L299)

Liz feels that the change she has experienced since SBA is that her teaching
has been much easier and more organised. Lesson planning and searching
for teaching materials have also been less difficult for her. She says that she
has learned to understand more about her students’ learning, which makes it

easier for her to approach them and for them to approach her. She explains:
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When we conduct SBA right, when | do assessment
right, | feel like | know the students more. | am able to
know their weaknesses and can see just where are
their weaknesses. We can see where the weaknesses
are for each individual. So it is easier, you know, to
help them and find ways to help them. That is good, |
think. (liz/11/06-15/L285-L.289)

Liz says that SBA should be conducted on a daily basis, but she also says
that it is impossible to complete the skills to be assessed on that particular
day; it could take several days, depending on how well her pupils cope with
the learning. She conducts SBA in the classroom as an ongoing assessment
during her teaching and learning. When | asked whether she implements

SBA in the way which was mandated in the SBA document, Liz responded:

Yes | do implement SBA in the classroom. SBA is
being implemented. In every teaching, SBA is
conducted. There is assessment. (liz/11/06-15/L427-
L428)

In order to find out about Liz’s SBA practices, | conducted two officials
classroom observations with her. The unit which Liz was teaching was from
Unit 8 in the primary one textbook, ‘My Mum’, focusing on the writing module
(see Figure 1). She used the same topic for both of her lessons, in which
she claimed to be conducting her classroom assessment. She was teaching
a Year One classroom (age 7, Level One). During one lesson, Liz distributed
two different types of assessment (worksheets). One worksheet was for the
mainstream pupils, and another was for the LINUS/remedial pupils (those
with an inability to read, write or count; i.e. those learners with learning
difficulties). The aim of the mainstream tasks was for pupils to rearrange

words to form correct sentences. By contrast, the aim for the remedial pupils
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was to match sentences to the right pictures. Liz began with the following

activity:

Extract 1: (liz/co1/7-15/L171-L181)2

T: OK, shh....OK now, keep quiet...keep
quiet...alright, now you have to do an activity,
writing activity...writing, ah...writing. OK, we
do some writing activity. OK, Fazli, Syafikah,
Nurul, Gerald. Gerald, sit down, sit here.
Bring your pencil. Your pencil. Take out your
pencil. (Waiting for Gerald to move and sit
in the place she ask s him to sit)

T: OK, class. Take out your pencil and eraser.
Pencil and eraser. Ah Loon! Where is your
pencil? Pencil and eraser? (The teacher also
distribute s worksheets and give s different
worksheets to do for different groups of
individual s)

T: OK, write your name. Name, your name.
Write your name. (The teacher walks
around asking pupils to write their name  s.
The pupils start to complete the task , and
the teacher walks around the classroom)

T: OK, finish? OK sit down. Sit down...sit
down...alright, ok...stop writing. (Students
are standing, walking around the
classroom)

The episode above indicates the preparation Liz did before and during
distributing the assessments. The following descriptions show what Liz was
doing while her learners were completing the task. These are my notes
about what | saw while observing her in this part of the activity

(Liz/FN(01)/07-15)3;

2 Coding for classroom observation: (participant's name/number of
observation/month and year of observation/line number for transcribed
classroom observations) [ co= classroom observation; L= line].

3 Coding for field notes: (participant's name/number of observation/month
and year of notes taken) [FN= field notes] {This coding also applies to
MN= meeting notes; journals and personal notes}
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Liz goes to the pupils’ table, I think making sure they
are starting to write. | see three students without
worksheets. Liz eventually gives them. Liz goes back
to the teacher’s table. | see a student go to Liz's table.
I notice Liz shows him something and he goes back to
his seat. Liz walks around again and | see her taking a
worksheet away from a pupil.

Ten minutes later, | could still see Liz walking around the classroom, and

during this time | noticed the following:

The pupils could approach Liz easily. | see Liz
spending time on the two rows to my right particularly
those seating at the back row. | also see some
worksheets are still empty (close where | am
observing). | hear two pupils asking for permission to
go to the toilet. | see Liz is at the left row with two of
her pupils and | see another two pupils joined in. Then
Liz moved back to the teacher’'s table. Four boys
came to approach her.

Fifteen minutes later, | saw this:

Pupils continuously came to Liz. | also see some
pupils are trying to send their work. | see Liz sent them
back again to do some corrections. | hear Liz saying to
add full stops to their sentences. While Liz was busy
with the other pupils (pupils surrounding her), | see a
boy climbing the other side of his desk to borrow a
pencil. | see Liz walking to the right row tables and
collecting the worksheets. | see some pupils move to
their friend’s table asking to help them with the
worksheet. Liz walks back to her table to organise the
worksheet she had just collected.

From the three above descriptions, it can be seen that Liz moved around the
classroom frequently, from one row of the tables to the other. | also noticed
that Liz might spend more time on a particular learner, but each time she did
so, almost half of the class were surrounding her. Liz collected the
worksheets from the pupils if they had done everything correctly and

returned those which needed corrections. Once corrections had been made,
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she would also take them in. The assessment which Liz conducted showed

that she focused more on the writing element of English language skills.

The English language curriculum for speaking skills aims to equip pupils to
communicate with peers and adults confidently and appropriately in formal
and informal situations. However, in both of Liz's lessons which | observed,
the English language was a one-way interaction, because the pupils were
not able to produce the language in a communicative way, as shown in the
following extracts. In addition, her practices in the classroom did not show
that the communicative component of the language was being assessed
during the teaching and learning (e.g. using checklists, observational

sheets).

Extract 3: (liz/co1/07-15/L98-L117)
: We start ah. This—
This—

is—

is—

my—

my—

mum.

mum.

Class, read.
This-is-my-mum.

OK, class read. 1-2-3.
This-is-my-mum.

OK, good.
This-is-a-mug.

OK, again. Ok, 1, 2, 3, read.
This-is-a-mug.

OK, number 3.
This-is-a-mat.

Good. Number 4.
This-is-a-moon.

9494094094949 A9 404 0A470A

| also noticed that in both of Liz's lessons, she taught the reading component
of the English language by asking the pupils to repeat continuously after her,

from introducing the vocabularies to the introduction of the sentence pattern.
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When | asked Liz about the text used in her lesson, she said she had been
using the same text since the early week of school. In both of Liz's lessons,
she used short sentences to describe a picture or story. The lesson showed
that the text Liz used in her lesson was to reinforce the pupils’ learning in
preparing them for the written assessment to be conducted later on during

the lesson.

| then conducted a post-classroom observation interview with Liz and asked
about the actions | described earlier. During both of Liz's lessons and
assessments, she relied upon worksheets to measure the progress of her
learners in the topic she taught. Liz says that using worksheets in the
classroom for her assessment helps her to gauge her learners’ performance
much more quickly. She also says that using worksheets is the easiest way
she knows to conduct the assessment simultaneously with all the learners in
the class. For Liz, using the worksheets gives her the opportunity to move
around the classroom checking her pupils’ work and to reteach any
misunderstood concepts as her learners are working. She says that this
gives her learners an active and responsible role in the learning and

assessment process.

| prefer using worksheets so | can get the result easily
and to know whether my learners are able to
understand what had been taught. (liz/14/07-15/L31-
L33)

She went on:

Once | have given them the worksheets, | will guide
each individual, and those who still cannot answer
correctly, | will make them to do corrections. It does
take longer to assess those weaker ones, but those
OK ones, they get extra worksheets to do. This helps
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me to know if they had really understood what had

been learned. (liz/|4/07-15/L38-L43)
When | further discussed Liz's intention in using worksheets in the
classroom, she said it was also to scaffold and support the pupils during
their learning process. This was the process where she could tailor her
teaching to the needs of her pupils and help them achieve their learning
goals. The learners were why the worksheet was one of the predominant

tools used for assessment in Liz's classroom:

| would really like if all of them can finish doing the
assessment at the same pace. | also hope that all of
them are able to answer or complete the task without
leaving anyone behind. I'm trying to avoid that.
(1iz/'4/07-15/L45-L47)

To Liz, worksheets are tools she employs as the best method in her
classroom to monitor her learners’ progress. She does not use any other
method of assessment, as recommended in the SBA document. For her, the
use of worksheets as a tool for assessment can be successful if the teacher
thoughtfully plans their use and takes into consideration where the students

currently are and where the teacher can take them in their learning.

Another practice which seemed to be noticeable in Liz's lesson before the
assessment was conducted was her drilling activities (listen-repeat). Liz did
a lot of repetition of words, phrases and sentences. She says it is important
to repeat and revise what has been learned, so the learners can remember
and memorise. Later, during the assessment, they can easily answer the

questions:
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To me it is important and | must do repetition of words
so they would easily remember when they are doing
the assessment. It would be easier for them to answer
the questions later on. (liz/14/07-15/L12-L13)

She also believes that through the repetition activity, her learners will
eventually be able to read independently. To her, memorisation is a
necessary precondition of understanding, and this is what helps her learners

with their assessment task:

| want them to be able to know and to pronounce the
word and to really recognise the shape of it. So it
would be easier for them when they are to read
without any guidance. (liz/14/07-15/L23-L25)

As stated earlier, with respect to Liz's actions, the use of the English

language was dominant in the classroom. This is a way for Liz to get her

learners to be able to function in the communicative skill of the language:

We use simple English language every day in the
classroom so that the learners are used to it. That's
how | get my learners to favour the learning of the
English language in the classroom. When the learners
constantly hear the language being spoken, like, the
word ‘finish’, for example, is a word that they are used
to now. (liz/14/07-15/L52-L56)

She continues:

There is improvement when we speak in the English
language in our lessons. They eventually will
understand even though it is difficult. (liz/14/07-15/L56-
L57)

Guessing a particular word, phrase or sentence or even guessing the name
of a picture was also a key characteristic of Liz’'s speaking assessment
practices. She calls an individual to the front of the class to guess pictures or
words which she has pasted on the board. Liz's opinions about speaking

assessments also seem to influence her practices:
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| usually ask two questions, and if they are able to

answer correctly, | consider that they had achieved the

speaking component. For the speaking assessment, if

we ask questions, they can answer, then to me, they

are speaking. We ask questions to encourage them to

speak. That's how | do it to assess the speaking skills.

(liz/11/06-15/L322-L.327)
Liz’s beliefs about using the English language during her teaching and
asking her learners to guess particular words or pictures are the way she
believes her practices of speaking assessment should be done and how her

learners may acquire the language.

Additionally, in the lesson | observed and as stated earlier that Liz moved
around often in the classroom, monitoring and looking at individual work
while the students were doing their assessment task. Monitoring, guiding
and giving immediate feedback are important key characteristics of the
Malaysian primary school SBA, and her action matched this recommended

aspect of SBA. When | asked Liz her reasons for doing this, she said:

I move around to look if they are doing the task, they
are reading and if they are answering the task
correctly. Sometimes | will immediately tell of their
mistakes and make them do the corrections. (liz/
13/07-15/L13-L16)

Another important aspect of the Malaysian SBA is the scoring of pupils’
progress, through either formative or summative assessment. When | asked

Liz her opinion on both of these matters, she said:

Usually, summative assessment is examination, right.
It's an examination system, right. | will do summative
every three times a year. We will do three times a year
for summative, March, May and October. (liz/I1/07-
15/L379-L381)
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Although Liz claims to be implementing SBA, her opinion about formative
assessment was not as | expected. She offered the opinion that formative
assessment is mainly a test, and her school does not give tests but mostly
does summative assessments instead. Then | asked what these summative
assessments were which they conducted, and she said this usually involved
certain topics from discussions with the rest of the Year One teachers. The
discussions involved topics they had taught, and these would be used in the

summative assessment.

| began asking about the scoring of SBA. | asked about what they did with
the results from the summative assessment. Liz gave a long, descriptive
answer to this question. She said that they set the summative test to give

two types of results. She gave an example in her explanation below:

For instance, the first questions in the test papers we
will write below the question what ‘band’ it is trying to
get the learners to achieve. So when we check the
paper and it is answered correctly, we will tick inside
the box. Then we will also give marks in a form of
percentages. The percentage marking is to get what
grade the students are getting from the test. The band
is just for the teachers themselves to keep. The
percentage is for the school to know how many
students passed the test and how many did not.
(liz/11/07-15/L395-L401)

| asked Liz about the SBA ‘Band system’, as mentioned and described in
Section 1.4.1. She said the summative assessment was meant to provide an
indication of whether the student had completely achieved the intended
skills, although continuous assessment was conducted in the classroom.
She gave another long, descriptive answer to explain how this SBA band

system worked in her school:
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Sometimes they are able to do in the classroom with

guidance, but during summative assessment, there is

no more guidance, right. Usually the only thing we

help them with is the instructions. Sometimes they can

answer, because they have seen the question before.

It is because we want them 100% to achieve the band,

and if they don’t, we will reteach, and it does inform us

which of the students needed more and continuous

guidance. (1iz/13/07-15/L405-L414)
It seems that during summative assessment, Liz would produce similar
questions for her learners to do (questions that she had tested before during
her classroom assessments). It seems that Liz still depends on summative
assessments to gauge her learners’ performance. The grading and scoring
of student performance, as seen in the discussion above, reveals that Liz

and her school still rely entirely on the results of the summative assessment

to gauge the learners’ progress.

To Liz, SBA is a form of assessment which seeks to improve learners’
potential. She adds that SBA helps in identifying whether or not an individual
learner is able to achieve the required skills being taught to them during the
lesson. She feels that SBA is good both for the learners and the parents,
because as she says, it allows the parents to see their children’s
achievements in a particular skill. To her, this means that parents not only
get to see their children’s achievement in writing skills, as is always seen in
examinations, but in all the language skills (listening, speaking, reading and
writing). She also believes that the pupils in her school seem to enjoy

learning with SBA in the system.

The pupils act as though they like learning more.
Sometimes the students would ask ‘Teacher, will we
learn again tomorrow?’ so we can see the interest
wanting to learn. It is a way to attract the pupils in
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learning the English language. (liz/11/06-15/L267-
L264)

Liz also finds that with SBA, teaching and assessing become easier. To her
it has made it easier for her to look for teaching resources. She also feels
that it is easier for her to find ways to help and guide each individual in her
classroom. Liz reports that she also writes her assessment results in the
form of reflections at the end of her lesson plan book and also writes scores
at the back of the book (which are not required to be recorded in the system;
see to the Appendix J and K on the lesson plan). This helps her decide how

to plan the next teaching and which learners need more attention.

Before leaving Liz’s school to conduct my fieldwork with Chen, | requested
that for a month, Liz write a weekly journal about her assessment practices.
In her journal, she wrote in short sentences about issues she encountered
during her assessment, the analysis of the assessment which she conducted
and her suggestions for overcoming problems she is facing. The focus of her
issues was mainly on the writing component of the English language. There
was no indication in her journal that she had conducted any speaking
assessment activities during her lessons. She focused entirely on the writing
skills, and | noticed only a little evidence that reading skills were being

assessed.

A year later, | returned to Liz’s school to present to her what | had gathered
from my case study with her. This visit was also to get her to validate my
interpretation of her case with SBA, other than just having me theorising

about her practices. Other than that, | wanted to know whether she had
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additional things to say regarding her practices. In other words, it was to get
her more involved in the study and to present her own story (as discussed in

Section 3.10).

| presented Liz’s practices in the form of dialogue bubbles (see this sample
in Appendix V). | had categorised five themes about Liz's SBA practices.

During the meeting, Liz expressed her agreement with my findings:

| have no comment. This is what we have discussed
and | have no further comment. This is how | do it.
(liz/pv/08-16/L2-L3)

| began asking for further confirmation from her on the five themes | had
developed as well as hoping for her to elaborate on my interpretation of the
data. | asked further, because when Liz said, ‘| have no further comment.
This is how | do it’, her reaction was so certain and so convincing that it
almost prevented me to ask for further explanation. Although | tried my very
best to build more than just ‘a researcher and a participant’ kind of
relationship by getting the teachers to be more involved in the study, her
comments made me wonder whether my status as a researcher might still
be affecting and influencing the way the teachers felt about the whole
process of the study. Perhaps, to Liz, | was still just an intruder who came
asking all these questions about her practices. Further to her comment, my
influence could be the reason she used ‘we’ in the beginning, instead of ‘I’,
when she made her statements. This means that no matter how hard we try
to lessen the reactivity between the researcher and the participant, we
cannot avoid the fact that we are still outsiders to them and that we influence

what they do and say and what we expect to hear.
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Liz then finally said more about her assessment activities, the scoring and
reporting as well as the monitoring system for SBA. She said she had
changed a few things in the way she conducted her assessment for the
current year. This was because she had a different group of Year 1 students.
This year, she was given a class which were mostly better learners than her
previous classroom; a few of them needed more attention, but most of them
were good. She said that she would have to give extra activities for the good
ones to do while she attended to the ones who needed further guidance.
This also meant that Liz still relied on the use of worksheets in conducting

her assessment.

When | asked whether she conducted repetition, drilling and revision
activities with her new classroom, she answered that she did, but later, she
noticed that they got bored with the activity, so she needed to create a
variety of activities to get her learners interested in learning the English
language. This also meant that Liz would give different set of assessments
to each different group of learners. This means that she provides
individualized assessment for the group which she identifies that pick up
quickly in the lesson and another different set of questions to those who

does not :

| give different sets of assessment for these few
groups of pupils. In my previous class, they get all the
same papers. | tried the same before, giving them the
same assessment, but the good ones turn up to finish
early, and they get bored, probably because the
worksheet was too easy for them. When | added a few
more sentences for them to rearrange without
teaching, they couldn’t do it. They also need a bit of
guidance. (liz/pv/08-16/L43-L49)
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| then asked Liz to explain to me more about the scoring and recording of
the assessments conducted in the classroom. Liz considered the scoring
and recording using the ‘band system’ (for Level 1; see explanation in
Section 1.4.1) to be difficult for her. She explained that some topics were
difficult, labelled as band 1 achievements. She would usually skip these
kinds of topics and used the easiest topics for the pupils to achieve the band

1 level. She explained:

Let say from January to March uhh...my pupils had
already achieved band 1 for this particular topic; later
in April he/she is unable to achieve band 1 for this
other topic that | had taught. So | would just leave it,
but | still teach the topic. They can and are able to
achieve, but a bit slow, | would say. (liz/pv/08-16/L94-
L98)

| asked Liz further if it was possible for any of her pupils to achieve band 6
(the highest level of achievement) for SBA. Liz explained that since she had
been teaching and assessing, none of her pupils had ever achieved band 6.
She said that no one ever asked or monitored the pupils’ SBA

achievements:

| think the SBA that we do in the classroom is never
used for reporting. They [the government officers]
usually use the examination result to report the school
and pupils’ achievements. They prefer the grades like
A, B and C. They prefer using percentages. Even the
parents prefer this scoring. No one ever looks at the
band system for SBA. | feel it is just a waste of time
doing two assessments. (liz/pv/08-16/L119-L125)

Even so, Liz mentioned that she would still continue to do classroom
assessment. To her, the reason for continuing to do classroom assessment
is not only to prepare herself for the officers who may come to visit and

monitor the implementation. She likes continuing her classroom assessment,
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because it helps her to evaluate her own teaching and helps to identify her
learners, particularly those who need further assistance and guidance in

learning, as she explains:

| don’t keep the scoring and recordings of SBA just for

the officers to see when they come to visit and monitor

the implementation. If | don’t keep a record in any of

my classroom assessments, | would just be honest to

them. | usually keep my record in my teaching plan

book. That's all. | assess my students to know where

they are at in their learning. (liz/pv/08-16/L141-L145)
This means Liz records the results of her assessments in the form of
reflections at the end of her lesson plan book, to monitor her learners’
growth, a practice recommended by the ministry. She does classroom
assessment not just to please the officers to see but doing it to help her
learners’ learning progress and to help in her teaching. Before | ended the
conversation, Liz further added that since the introduction of SBA, it had not
been carefully monitored; nor was there any emphasis on teachers doing
assessments in the classrooms. The examination was preferred as the
method for scoring and reporting. But to her, SBA is a good system. She
prefers SBA over examinations, because she feels comfortable and has

been used to doing classroom assessment for her own teaching and her

pupils’ learning:

| don’t believe in scores that the students get through
examination, because it is not ourselves who monitor
them during that time. They may cheat and copy and
may get higher scores. | prefer SBA. We get to see
their progress. | will continue doing it in my classroom.
It seems like a routine now. (liz/pv/08-16/L165-L173)
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Summary

Liz assesses her pupils by giving many conventional types of worksheets
(e.g. matching sentences to pictures, mostly filling in the gap) to the
students, one worksheet after another. Her teaching method is somehow
conventional too (repetition, memorisation, drilling). The way she conducts
her lessons without group work and focusing on the teacher-to-student
approach indicates her traditional and conventional preference of teaching
and assessment. There are parts of Liz's assessment practice that are as
intended in SBA (guiding, giving instant feedback in the form of corrective
feedback). Her assessment practice is also more focused on the writing
component, because evidently, she believes that she has other ways to deal

with both the reading and speaking assessments.

4.2 Chen

Chen had been teaching for eight years at the time the study was
conducted. She started her teaching career in 2006, ten years later than Liz.
During the study, Chen was also undergoing her bachelor education through
distance learning. She speaks fluently in Chinese, Malay and the English
language. The school in which Chen is teaching is a Chinese-type primary
school; therefore, the language used for teaching is Chinese, except for
Malay and English language subjects. According to Chen, the students who
attend the school are either Chinese mixed with other ethnic groups or non-
Chinese (of other ethnicities whose parents want their children to be taught

in this school).
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Unlike Liz, Chen had been appointed by the District Education Department
as one of the KSSR English language curriculum Year Four trainers in 2013,
and as discussed in Section 1.3.1, KSSR was introduced alongside SBA in
2011. Chen says that it took her a few years to understand what the KSSR
English language curriculum meant and what the curriculum intended the
teachers to do with SBA. Therefore, as it was for her in the beginning, she
feels that other teachers may also have problems in coping with and
understanding it. This could also mean that Chen was exposed to the new
English language curriculum and SBA only during the training and was then
expected to train other English language teachers in her district. Chen
explains SBA somehow differently from how Liz does. Her understanding of
SBA is that it is not a new thing in the education system but that it was
applied long before it was enforced in the system. Chen thinks that the

reason it is difficult for the teachers to implement SBA is that:

They don’t want to do extra work, because in the old
system, it's easy, right, you have four tests a year.
Maybe five tests if you must, and then you just do your
exercise regularly. You don’t need to record any SBA,
you don'’t have to record elsewhere. You don't have to
submit a trans record every three months. So | don't
think they want the work, because they think that SBA
is all about clerical work. (chen/11/07-15/L63-L69)

To Chen, SBA is easy; she says that doing SBA is just like getting the
learners to do simple exercises on the board and recording their progress.
She thinks that other teachers still seem to think that SBA is another formal
test conducted in the classroom (as discussed with respect to Liz's opinion

of formative assessment):

These teachers still thinking that SBA means ‘test’,
formal paper pen test. And you cannot give prop. Of
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course you can. If you feel your pupils even weak, why

not give them pictures. Give them pointers.

(chen/11/07-15/L95-L98)
She said that the worksheets used in the classroom are considered part of
SBA. According to her, the assessment can also include just listing some
items or asking the students to categorise. She explained further how she
conducts SBA. She said, for example, that if she has taught the students to
write @ message to somebody in a unit, she will ask them also to write a
message in another following unit, but with a different kind of purpose, and
later, she will add some length to expand it. For the remedial learners, she
will ask them to do some corrections, and she believes that after the second

exercise, they will be able to do much better. An example of her explanation

is shown below:

SBA means, uhm...even the worksheets that you give
at the end of a topic or particular topic. For example, if
English uh...you've learned, let's say, countable and
uncountable nouns in topic one. And then when you
teach your pupils, you feel that they are not ready to
be tested yet. So you don't test them yet. (chen/I1/07-
15/L80-L84)

Chen says that she implements SBA as it is recommended for her to do.
She says that SBA can help learners to learn independently and that it
enables them to explore ways in which thing can be done (e.g. in completing
particular tasks on their own). She says that since SBA, she feels more like

a facilitator to her learners:

So, right now | feel more like a facilitator. I'm not the
one who keeps pushing them, who keeps giving them
things to learn. | want them to learn more. (chen/I1/07-
15/L264-L266)
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In order to know how Chen handled her SBA practices, | conducted two
official classroom observations with her. Chen was teaching a Year Five
classroom (age 11, Level Two) in my observations with her. Both of Chen’s
lessons were on the theme, ‘World of Stories’. The first lesson she taught
was part of the language arts module in the KSSR English language
curriculum. The language arts component aims for the student to be able to
appreciate and demonstrate an understanding of an English language
literary or creative work for enjoyment. The assessment should relate closely
to this aim. The assessment activity Chen conducted was for each pupil to
choose a favourite character and provide a justification of his or her choice.
The following excerpt shows an example of how Chen conducted her

assessment activity:

Extract 1: (chen/co1/08-15/L543-L570)

T: OK, now you have described these four
characters that you think are most interesting
from this book. Now, what | want you to do is
your favourite character. You are going to
name my favourite character from the book is
Jules, Jules’ new teacher, Anastasia, Mr.
Gelatti. You are going to say, | like Jules,
Jules’ new teacher, Anastasia or Mr. Gelatti,
why, because? You can use all those words
that you have learned earlier to describe all
these characters. Can you do it now? (The
teacher looking at her watch). At 8, | will be
going to collect this, OK. (The teacher
distributes her template for  the next tasks) .
OK think of who you are going to choose?
Choose one character. One character. (The
pupil s are completing the tasks)

Chen walks around to look at how t he
pupil s are doing. A pupil came to ask. Chen
says,

T: My favourite character is...? You can even
write about the character that is not described
earlier. Maybe you like ‘Yuv’, because you
think she is pretty and you like Japanese. You
can even write about ‘mum’. You can even
write about ‘grandma’, but the reasons are all
up to you. You can use the words that | have
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provided there, that | have written down and
we have discussed earlier. Or you can add on
your own idea. You can add sendiri (yourself).
While students are doing the task , the
teacher paste s the previous work on the
S X S Leordef on the right -hand side of the
class. Then she starts going a round the
class again. A pupil shows her work to her.
The teacher takes a look. Chen explains;

Why is she being a good teacher? Kenapa dia
cikgu yang bagus? (Why she is a good
teacher?) You think that she is a good
teacher? Explain more, and then why do you
think she is magical?

During the assessment, | saw Chen distribute colourful decorated templates
(see Appendix T) for her pupils to do their writing activities. Chen also
continued walking around the classroom and looked at each individual’'s
work, commenting and giving suggestions and ideas of what to write. Just
like Liz, in both of Chen’s lessons, she focused on assessing the writing
skills more than on any of the other skills (e.g. speaking and reading).
However, after the writing session, Chen gave her pupils the chance to
share their pieces of writing with the others in the classroom. This shows
that Chen’s practices seem to match the aim of the English language
curriculum, that is, to demonstrate an understanding of the English language
literary work by giving her pupils the opportunity to share their personal work
with the rest of the classroom. Nevertheless, | could not see that this part of
the activity was being assessed or recorded by Chen for the learners who
presented their work. The extract below shows how she conducts the

activity:

Extract 3: (chen/co1/08-15/L651-L666)

T: OK, Fariz, you will be the first one to share
your writing. Fariz, OK, stand up. Come on.

P: Teacher, apa itu clever? (what is clever?)

T: Pandai (clever)

Fariz: My favourite char..
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T: Character

Fariz: ...character from the book is Anastasia
Olivetti. | like Anastasia Olivetti, because is
very beautiful. She is famous author. She is
humble and friendly. Anastasia Olivetti is very
nice too.

T: Very nice one. Very good. OK, next one.

In the second lesson in which | observed Chen, she was teaching Unit 12
from the English language textbook, focusing on the writing module of the
English language curriculum. In Chen’s lesson, she made use of technology
as one of her assessment tools. In this part of the classroom observation,
she incorporated the use of Padlet in her lesson. According to Chen, Padlet
is a wall where anyone can post ideas, pictures or videos without having to
sign in to the application. This application can be used and seen by anyone
to whom she has provided the link by which to enter the programme. Chen
says that Padlet is a user-friendly programme. Her practices match the
recommended aim of the writing component of the English language

curriculum.

There is evidence in both of Chen’s lessons of her demonstrating to pupils
how to read a story aloud in an interesting way. She said that reading using
the correct intonation helps make the reading much more meaningful for her
students, so she also had some of her students read with the correct,
appropriate intonation. Below are some examples of how Chen

demonstrated the reading of the story:

Extract: (chen/co1/08-15/L72-L94)
T: (the teacher gave an example with
intonation). 3*LUO PXP.FDOOHG"’
P: (still reading in hertone) 3*LUO PXP FDOOHG’
T: No, that's not how your mum is going to call
you. OK, sit down. Jerry show me how your
mum calls you.
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Jerry: (Stood up and ask the teacher by pointi ng
to his reading book). Here?

T: Yes, go.

Jerry: ‘I thought and thought, but it was so
complicated. Girl! My mum called, have you
started your homework, yet?’

T: Still can be better. A bit better. OK. (Then the
teacher demonstrated how to read the
exact intonation she wanted of the lines in
the story to the class).

“Girl'! Have you started you homework yet?
Homework? We had to write about the pet we
would most like to write. Any pet? Could it?
Could it? Could that possibly come true too?
What if | told that | would like to have a horse.
A horse? | could do better than that. What
about an elephant or a crocodile? Or even, oh,
wow! A dinosaur.”

(I see the pupil s are laughing , hearing the
way the teacher is reading and Chen trying
explaining the reason to read like so)

As in Liz’'s lesson, Chen used the English language as a medium of
instruction in her classroom. She says that in this primary level education, it
is important to develop the pupils’ speaking as well as their listening skills.

She believes that her learners should be experiencing the language more.

| conducted a post-classroom observation interview with Chen in order to
understand the reasons behind her actions. The first thing | noticed about
Chen’s assessment practice was her use of colourful and decorative
templates, so | asked why she used these when her students did the writing

activities:

So they feel that they are not doing assessment. The
pupils don't feel threaten by the assessment term
hanging over their head. (chen/11/07-15/L245-L250)

Her action is also influenced by a belief about how the students will respond

to the way she presents the activity:
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So | tried to put activity in a way so that they are
feeling like they are just doing like any other task that
they do, that they have done. (chen/I2/08-15/L82-L83)

Another aspect that | noticed during the writing assessment was that Chen
used teacher-talking time to give prompts or guiding questions. She believed
that these would provide her learners with ideas about what to write in the
assessment activity she had given to them. When | asked Chen why guiding

the learners was so important to her, she said:

Because for most of the curriculum for SJK is under
‘with guidance’, it's the catch ‘with guidance’ at the
description, so | would sometimes be more open to
giving them guidance. In terms of giving some words
they don’'t know how to spell, maybe words that they
know in Malay their own language but they don’t know
how to translate it in English. (chen/I12/08-15/L98-
L102)

Chen went on to say that the purpose of assessment is the following:

Do not let the students feel the pressure of having the
assessment on their head. So, you really need to
really play the role. Basically, you can do it like | did,
or maybe be more rigid, don't give them any guidance
at all, but | would prefer to give them guidance along
the way. They just write and answer on their own.
(chen/12/08-15/L89-L93)

Similarly, Chen’s frequent movement around the classroom while her
learners were completing their assessment task was the way in which she

was also guiding and facilitating her learners. She said:

Because | want to make sure they understand what |
am writing. If even | try to make myself clear all the
time, every time they tend to do their group work or
their individual work, they tend to misunderstand me.
So even the best of plans, right, we can only plan. So
teachers should really move around the class and
monitor students’ activities. You need to do that,
because you never know if one group going to
misinterpret your instructions. (chen/12/08-15/L325-
L332)
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She believes that with SBA, the learners are taught to become independent
learners, and the teachers are to help them to explore learning. She says
that the teacher is just more like a facilitator, guiding and facilitating them
throughout their learning process. She associates SBA with a Chinese

proverb:

So maybe at the end of the day, you just show them
the door, they need to open the door and go through
the door themselves. It's like the Chinese proverb,
right, you can feed ‘a man for one day if you give him
a fish, give him a hook, teach them to fish, they can
fish for life’. (chen/11/07-15/L 266-L270)

Throughout Chen’s assessment, she used this view about the way to
present an assessment activity, prompting and guiding learners while they
were putting their thoughts into writing, and most of all, not making the
learners feel pressured from being assessed. Guiding and facilitating the
learners throughout their assessment activity is a key characteristic in the

Malaysian primary school SBA, and this seems to match Chen’s practices.

Apart from guiding and facilitating, | noticed that in her second lesson, Chen
also included the use of Padlet in assessing the writing activities and writing
skills of her students. This interest in using technology in her classroom
assessment was developed when she was required to incorporate
technology into her teaching practice at the university where she was doing
part-time study. She thinks that using Padlet is much easier and feels that
after the third attempt to use it in the classroom, her learners have become
more at ease in using the technology. She also says, of her interest in the

technology:
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| was very interested to try Padlet with my students to
see how well they adapt to this technology. | mean,
they are used to ‘YouTube’ they are used to ‘WeChat’,
and all. | was wondering how well they can cope with
this kind of learning-related software where they are
controlled by me. (chen/I2/08-15/L98-L101)

When | asked Chen whether using Padlet is a good way to teach and assess

writing sKkills, she said:

It's a good way of teaching them writing is not only on
pen and paper but in other ways also, other forms as
well. (chen/12/08-15/L148-L.149)

She went on:

So it's very relaxing as the teacher, because you can
sit there and just watch them do and give them the
feedback straightaway. (chen/12/08-15/L158-159)
As the Malaysian English language curriculum encourages primary school

teachers to use a variety of media and tools for assessment or teaching,

Chen’s practices seem ideally to match this aim.

Recording the learners’ achievements is another important aspect of the
Malaysian SBA. Chen commented about this, saying that SBA assesses the
learners’ capabilities in what they have been learning only in that particular
year, and they will be assessed with other achievements in another year. To
her, this means that the marks or achievements of the current year will not
be carried forward to the next year. Each year will be a whole new
achievement for the learners. | asked Chen more about recording her pupils’

assessment activities, and she explained:

Since | told you that my school has dual live, right. We
have the exams as well. We have one mid-term in
March and then another one in May, and we have
another mid-term in August or September, and
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another one in October. So that is just for formal
marking and records for our school. For myself, SBA
uhm...I tend to test them after teaching once or twice
the same thing. (chen/11/07-15/L213-L217)

Chen went on to mention that she records her students’ assessments in
which she gives a particular task (e.g. creating their own food label) and then
later asks them to present their work to the whole class. She records this
activity in her own personal recording book (in the form of a reflection similar
to Liz's practice and recommended by the ministry) and then keys the

information into the offline system.

They present, and then afterwards, | will record it in
my trans record, and then | key into my template.
(chen/11/08-15/L230-L231)

Besides scoring and grading, Chen says that what is most important is the
effort the learners put into doing the task. She considers this to be good
enough for her. One example was when Chen conducted her writing
assessment in Padlet, where the learners were to write their version of the
story of the milkman, and there were discussions among her learners, as |

saw during the lessons. Chen commented on this:

| think it promotes the collaboration among
themselves. They work together. They are producing
the story. Actually, their stories are not the same.
Some of them even use different ending. So one boy
was saying that the milkman would actually die
because nobody was helping. So it promotes
collaborating each other, cooperating together in order
to achieve the same common goal, to write a story for
me. So | like that atmosphere. | want them to talk to
each other, although it's not probably in English, but
for me, as long as they are working for that goal if they
want to write me a story. They know what is the aim,
what they must do, so at the end of the day, it is
enough. (chen/I3/08-15/L.213-L22)
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Chen’s beliefs about the learners’ putting in effort to write, to read or to
answer given questions play an important role in the way she feels that
assessment is all about giving certain kinds of attention to the learners when
they are trying to contribute, both in their participation in the classroom and

in trying to complete a task:

Some may say that they are not good in doing tests,
but they are doing well in their classroom task. When |
ask them to write and when | ask them to read, when |
asked them to answer questions, although their
answer me in Malay language or using broken English
to answer me, at least they are still trying, and | think
it's very important that you show them, appreciate
actually, what they are saying. So being a teacher,
you should really appreciate whatever the pupil is
trying to contribute. (chen/I13/08-15/L186-L193)

This view is based on Chen’s opinion that participation means learning.
Chen views participation as an important element in developing the class,
because she thinks it helps her to know whether the pupils understand a
topic and also because it helps her to evaluate her pupils’ progress. She
offered this view when | asked why she sometimes calls a particular learner
and asks him or her to contribute, volunteer and share their opinion or work

in the classroom. She says:

If they are too quiet, I'm worried that they are with me
or they are drifting off somewhere or falling asleep, or
I'm afraid sometimes they seem that they have a nice
idea but they are too shy to speak up. (chen/I12/08-
15/L196-L199)
Consequently, to Chen, doing SBA is much easier than giving exams. She
says preparing for SBA is easy, and it is not like setting up for an

examination paper. She also believes that with SBA, the pupils can be

assessed only when they are ready to be tested:
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And when you teach your pupils and you feel that they

are not ready to be tested yet, so, you don'’t test them

yet. Maybe later, when you encounter another same

topic and you can reteach countable and uncountable

nouns, and you feel that your pupils are ready for

assessment, then you assess. (chen/I1/07-15/L83-

L87)
Before leaving Chen, | requested that she write a weekly journal while | left
for my fieldwork in Dennis’s school. From her four weekly journal entries,
three of Chen’s assessments focused on the writing component of the
English language. The first week after | left her school, her journal indicates
that Chen conducted listening and speaking assessment activities. On the
last week of the journal, she wrote about how busy she was with her pupils’
examination manuscript. She also mentioned her concern about the latest
national primary school examination format in 2016. It was mostly about the

writing component of the examination and how she said that she needed to

teach her pupils to learn to write without much guidance. She wrote:

| need to find a way to ask them to write without much

guidance. UPSR# for them is coming soon. | cannot let

them get used to getting from me most of the time. |

guess that is my challenge next vyear.

(chen/journal4/10-15)
Similar to Liz's case, | returned a year later to Chen’s school with the same
purpose and intention. | had categorised six themes about Chen's SBA
practices from the interviews, classroom observations and post-classroom

observation interview | conducted with her (see Appendix V). Among the

themes which Chen expressed first was giving prompts and guiding

4 Ujian Pencapaian Sekolah Rendah (National Primary School Achievement
Test).
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questions during her assessment. She hardly noticed that she gave a lot of
prompts and guiding questions to her previous Year Five pupils (Level Two)
while they were completing the assessment. She thinks that this strategy
has helped her students to work independently now that they are in Year Six

(the final year for primary school Level Two).

My pupils are getting better in expressing their ideas
although they have some kind of problem putting
down their words. Sometimes they use funny
spellings, you know, they would spell the words in
Malay, and it's very funny but actually they have the
ideas. At least they are trying and how to say that a
few very few of them are submitting empty papers.
Those fully writing sections, the filling in the blanks, at
least they are attempting something. It's like some of it
paid off. That helps them so much. (chen/pv/08-
16/L10-L16)

When | asked about the scoring and reporting of SBA which | mentioned in
my findings, Chen explained more about the marking and scoring system for
the Year 6 new National Examination English language papers instead. The
reason might have been because her previous Year 5 pupils would be sitting
for the national exam in September this year. | started to focus her attention
on the scoring and reporting of SBA which she had reported in my findings.

She said:

Yes, yes. We continue the KSSR ideology of
assessing throughout the year. Formative assessing.
(chen/pv/08-16/L44-145)

Chen continued to explain that the Year Six formative assessment stops in
August, because the pupils’ Year Six achievements need to be compiled and
printed out. The SBA and UPSR results will be taken to their secondary

school.
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Chen said more about what had changed in SBA since it was introduced in
the Malaysian primary school; throughout the implementation of SBA,
teachers had also been experiencing changes made to it. In particular, Chen
discussed the new scoring for the Year Six exam English language papers.
They have changed from an online to an offline recording system. Also, the
curriculum documents had previously been separated from the assessment
document, but now, starting from Year Four (Level Two), both documents
have been integrated into one. Then Chen explained about the students’

work which used to be kept as evidence:

Since the DSKP introduction, | think when we started

Year 4 for KSSR, it changes. So basically, you can

use your regular exercise book as your evidence, or

you could use your test as evidence, and you don't

have to keep it, actually. You can give it back to the

students. And let's say the officers come to visit or

monitor the implementation, and they want you to

prove, it's actually up to the teacher to defend his or

her decision why you gave him Level 3. (chen/pv/08-

16/L50-L55)
Chen continued discussing the use of technology in her assessment, one of
the findings | had discovered and categorised. She said that she still
believes that using technology (Padlet) is good, but since 2016, Chen’s
school had been moved to another area and into a new building. She
explained that the computer room still needed some setting up, which also
meant that since moving to a new school, Chen had not been using Padlet

as part of her assessment activities.

At the end of my meeting with Chen, she talked about the UPSR (National

Exam for Year Six) being centralised and whether SBA could be part of the
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grades to be added into the UPSR. In a way, she added, teachers would be

more responsible for their pupils’ learning:

At this moment, 100% from the centre based on the
UPSR marks. Although | said that they have to take
the SBA up to high school, but they don’t actually take
the marks into UPSR. It really doesn’t affect their
marks in the UPSR. | would love it if they have it.
Teachers would be able to do it. So it means that the
teachers would be very responsible when they're
doing their assessment. They cannot just simply give
their assessment scores. (chen/pv/08-16/L117-L122)

Summary

Chen likes giving her learners the opportunity to learn in other ways besides
the conventional method of teaching and assessment. Chen’s SBA practices
seem to be more personalised in terms of her approach to guiding and
facilitating her learners. This is also evident in the way she teaches reading,
using colourful and decorative templates for her learners’ writing activities,
making them do a presentation of their work to the whole class and
incorporating technology into her writing assessments. Chen also strongly
believes that learners should not be tested until they are ready to be tested
(e.g. she taught the content of the Linus test before giving the test for her
students to do), and in her view, the effort that the students are putting forth
into the tasks they do should be considered enough pupils and for her to
know about her learners’ progress. In Chen’s assessment practices, she
continues to guide (prompting, giving ideas what to write), give feedback and
monitor her learners while they are doing their tasks, as characterised in the

SBA.
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4.3 Dennis

Dennis had been teaching for ten years at the time this study was
conducted, about the same length of time as Chen. He teaches in a school
outside the city area. According to Dennis, the students who go to the school
are mostly children from the villages nearby. As in Liz’'s school, the language
used for instruction is the Malay language. When | met Dennis in his
favourite coffee shop in the city, | did not have the intention of audio-
recording him, so | made notes on what he had to say during my meeting
with him. | also did not get Dennis to write a month journal for me, but | took
personal notes of my day-to-day conversations with him. | will also use these
personal notes to reflect on his knowledge, experience and understanding of
the implementation of SBA, and | will present his assessment practices from

the classroom observation | conducted with him.

| asked Dennis about SBA and how he has experienced it. He spoke
differently from Liz and Chen. He explained that when SBA was introduced,
it was a bit of a shock to the teachers and parents. The online system and
the recording of assessments on a daily basis were too much. But he said
that it had been five years since its introduction, and a lot has changed. He
said that teachers now have more flexibility in conducting and recording the
learners’ assessments. However, parents are still having difficulty in
understanding the SBA and how their children are performing under the
system. Dennis said that parents still seem to prefer the examination

system. | observed in the notes | made from our conversations:
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Parents still prefer knowing which ranking their
children are in the classroom. It was difficult for him
and the teachers in his school to make them
understand. (den/FN1/07-15/L31-L39)
The first meeting | had with Dennis, he talked mostly about LINUS® and the

examination system and their effects on SBA. | wrote this note about what

he said about SBA:

When KSSR was first introduced, and with the
introduction of SBA under the new curriculum, he was
so happy, because the idea was to let every individual
shine, treated equally and assessed with the teachers’
own judgement. (den/personalnote/09-15)

Dennis also mentioned the scores of SBA, saying that the scores the
teachers give for a particular individual are often being questioned by

officers.

When the teacher assessed and pupils only managed
to achieve certain bands, let's say band 3, officers
would start asking about or why only band 3. Dennis
would often reply to them that it is where the students
are at. That's how it is. (den/personalnote/09-15)

He was frustrated with the new examination format even after SBA was
introduced. Dennis said it's no different from the previous one. This new
format even has extra papers for the pupils to answer. He also mentioned
his frustration with the LINUS programme and that it is not making SBA

easy. To him, LINUS is not a bad programme, but the problem is mostly the

5 The Literacy and Numeracy Screening (LINUS) programme is aimed at ensuring
that all Malaysian children acquire basic literacy and numeracy skills after three
years of mainstream primary education. Under the Government Transformation
Programme (GTP), the Education National Key Results Area (NKRA). The
Education NKRA has set a 100% literacy and numeracy target for all Year Three
pupils in Malaysia. http://www.thestar.com.my/news/nation/2012/09/05/linus-
programme-for-early-learning/#u3mr90tG3dVOf54w.99



http://www.thestar.com.my/news/nation/2012/09/05/linus-programme-for-early-learning/#u3mr9OtG3dVOf54w.99
http://www.thestar.com.my/news/nation/2012/09/05/linus-programme-for-early-learning/#u3mr9OtG3dVOf54w.99
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way it is handled. Most specifically for him is that the courses, the training
and the special professional development programme for LINUS do not
really help the teachers manage LINUS classes. The overemphasis of the

LINUS test results also do not help SBA to be implemented as it should:

SBA tends to have this great idea to treat students
equally. Then LINUS came, and it's all about test. It's
really confusing, he said. (den/personalnote/09-15)

However, Dennis believes in SBA, and he conducts SBA to help his pupils
learn and help his own teaching. He explained that SBA was a good system
and that the education system was on the right track. However, with SBA,
teaching had become a bit tiring, because to him, it requires careful planning

and teaching. When | asked how he conducts SBA, this was the answer:

For him, his SBA will be conducted at the end of every

unit and on a daily basis. His assessment is based on

observations (observing those...having difficulty

coping with the teaching and learning) and keeping a

track of these students in his diary or a reflection of it.

(den/MN1/07-15/L42-L46)
To look into Dennis's SBA practices, | conducted two classroom
observations with him. Dennis was teaching a Year Two (age 8, Level One)
classroom when | observed him. He explained that he was doing reading
comprehension for his lesson that day. He chose to focus on a story about
burglary, from the KSSR English module. Dennis focussed on the reading
component of the English language curriculum. The aim for the reading
component, as discussed earlier, is for learners to read and comprehend a
range of English texts for information and enjoyment. His assessment

activity was to ask the learners to tick either true or false statements about

the story which they had heard and learned. The assessment was
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conducted 15 minutes prior to the end of the lesson. The extract below
shows how he did this as well as the instructions he gave his learners during

the assessment:

Extract: (den/co1/10-15/L626-L653)

T: OK, now | want you to keep the picture.
OK, sit down everybody, now this one
is an individual work. ok buat kerja
sendiri tidak boleh meniru (do it
yourself, DQG \RX FDQ@®MKsd RS\
you can refer to the work earlier. OK,
hello, you have a new friend (a new
pupil walks into the cla ss)

P: Hello!

A pupil: What's your name? (a pupil asking
the new student for her name)

T: OK, you can sit there welcome. OK

now, uh...duduk semula di tempat
biasa jangan duduk dalam kumpulan
(sit at your own place not in group) OK,
you can go back to your seat. OK, now,
so you look at the question. Read the
following statements; if the statement is
correct, you put a tick in the box
provided; if the statement is false, you
put a cross. Listen! OK dengar sini
(listen) kamu tanda betul atau salah
(mark true or false), you read all the
statements there, for example number
1. The story begins early in the
morning. Is it true or false.

P: False

T: The statement is false, because the
story begins at midnight? Midnight-kan
(right)? Not early in the morning. So it's
wrong, so bagi tanda cross, pangkah.
(make a cross) Alright, number 2-9 you
do it yourself. If you don’t understand,
you ask me, OK? Escape means
“melarikan diri” (then the students
started to do their work; while [they
were] doing so, Dennis said the
following)

T: OK you answer all the questions.
Siapkan besok hantar (finish it and
hand in tomorrow) siapa yang sudah
siap boleh hantar sekarang (those
who have finish can hand in). If you
have completed you can submit. OK,
come on, we have 1 more minute
(some students have completed and
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hand in their work to Dennis) so, the
rest of you can send to me tomorrow.

A pupil: kalau tidak siap hantar kah? (if not
finish can we hand in?)
T: No, tomorrow. The pictures you can

keep. Yes, it's for you. Anyone else?

In the activity above, Dennis tells the class that the task is an individual
activity. While Dennis was about to explain the activity, a new student was
introduced to the class. Dennis asked the class to greet the new student and
instructed her to sit in one empty sitting place next to another girl student in
the classroom. Dennis continued to explain to the class that the task was a
true and false statement activity. After explaining, he sat on the teachers’
table, watching over them. One student seemed to complete the task in a
second. As the class was about to end, Dennis told the class that they could
hand in the task by the end of day or the next day. A few pupils rushed to
complete the task and hand it in to Dennis while he was about to leave the
class for another lesson. While | was sitting at the back of the classroom

observing (den/fn1/09-15):

O.C: | was getting really sweaty at the back of the
classroom, because there was no electricity supply
and it was only in this classroom, as | was informed. |
walk to the windows several times and fanning myself
with my notebook. | keep asking myself how on earth
could Dennis stand such the heat and how the student
could stand it through the whole lesson.

In this assessment which Dennis conducted, he was assessing his learners’
understanding of the story. His assessment seems to match the aim of the
reading component of the English language curriculum. In his lesson,
Dennis introduced the word lists used in the story. He asked his learners to
memorise each word and conducted a spelling activity with them at the

beginning of his lesson. Later on, he put them into groups of four or five and
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distributed a worksheet for each group. Each group had to fill in the blanks
and complete the story. Dennis showed each picture of the word which the
learners needed to write in the blank spaces in the worksheets. Below is an
example of the activity and the way Dennis introduced the story to his

learners:

Extract: (den/co1/10-15/L436-L468)

T: OK, now I'm going to give you this. OK,
this one you can also do in your group,
OK. This one, uh...You fill in the blank.
OK, but don't do anything yet. Once
you've got this paper, don’t do anything
yet. OK, wait for my instruction.
Jangan dulu buat apa -apa (GRQIW GR
anything yet) (Dennis distributing the
worksheet) Alright, now look at the
passage. OK, look at the passage.
Alright, | will show you the picture. You
fill in the blanks (repeats in the Malay
language) ok, saya bagi tengok
gambar kamu isi tempat k osong .

A pupil: OK, next, it is...

T OK, done, OK, do not mention the
answer. Alright | ... the light to sleep.
OK, ... I ... mmmm ... the light to sleep.
Done?

A pupil: OK, sudah (done)

T: Sudah? Alright, can we continue.
‘suddenly’

P: Suddenly

T: Don't repeat. Suddenly, | hear some ...
coming from my neighbour ... | hear
some ... mmm ... coming from my
neighbour ...

A pupil: sudah (all ready)

T: OK, can we continue? | walk to the ...

mmmm ... and look outside. | walk to
the ... mmm ... and look outside.
A pupil: sudah (all ready)
: Done? OK, next. | see a man wearing

While Dennis distributed the task, | stood up to look at what it was. The task
was in the form of a passage. Throughout the activity, Dennis guided them

by showing a picture, and his students had to guess what the picture was
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and fill the blank with a word they remembered from the activity they did
earlier. Some group would ask Dennis for help from time to time. Once all of
the groups had completed the task, he made them read the passage aloud,

and each group took turns reading.

In this lesson, | saw that the pupils were participating in the learning through
responses which they gave in the classroom. Although the students were
only able to interact with the teacher in short phrases and mostly using the
Malay language, they seemed to be engaged in the learning. As in Liz and
Chen’s lessons, Dennis tried to minimise the use of the Malay language. He
says that it is important to use the English language for teaching, because
based on his experience, his learners are able to pick up the language
more quickly this way. He thinks and feels that by using English as the
medium of instruction, his pupils will be able to feel more comfortable
speaking in the language. Just like in Liz and Chen’s lessons, in both of
Dennis’s classroom assessments, he relied more upon the use of
worksheets than any other of the suggested tools for assessment. The use
of worksheets in his classroom shows that the writing skill was the most
emphasised part of the assessment compared to any other skills of the

English language curriculum.

In order to understand the reasons behind Dennis’s assessment practices, |
also conducted a post-classroom observation interview with him. During my
observation with Dennis, he used worksheets as part of his teaching strategy
and assessment. He said that it was important to re-evaluate his approaches

in the classroom, and the worksheets helped him to do this. He thinks the



- 189 -

pupils’ results from the worksheet show him which part of his lessons need
adjustments. He will re-do a whole lesson and the assessment if he finds out

that his learners are not doing well in the task he gives:

When | gave them the worksheets it's actually more

for me. It is actually more to really evaluate the

effectiveness of my teaching. Yes, because | want to

check whether uhm ... what | did in the classroom

really help the student understand the story, actually.

So, | haven't really checked their worksheets but

maybe once | found out that, OK, for example, my

students could not able to answer as well as desired. |

would re-evaluate my lesson. | would evaluate my

approach. (den/I2/10-15/L77-L83)
To Dennis, the purpose of assessment is not only to verify learners’ learning
achievements but also to verify how the teachers are doing with their
teaching. He said they would be able to make adjustments and modifications
to their teaching and assessment approaches on the basis on what they find

out.

Apart from this, | encountered Dennis’s use of the English language in the
classroom. He says it is important to use the English language when
teaching, because through all his experience, his learners have been able to
pick up some phrases and use and apply them in their communication with

him.

| think uh ... it's important; by using English, | think it
uhm ... it makes them familiarise with the language.
Yes, and they feel comfortable actually speaking in
that language. (den/I2/10-15/L120-L123)
| also noticed that Dennis tries to get his learners to speak by asking them to

give meanings for a particular word or phrase. He thinks that this is

important in using his learners’ previous knowledge. He says:



He went on:

Similarly, as in Liz's lesson, | noticed that Dennis used a memorisation
technique as a part of his teaching strategy and to help his students with the
classroom assessment later on. His view on this technique is that when the

students are introduced to and memorise new vocabulary, it should be done
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Yes, | don't think that students come to school uhm ...
without knowing anything. They have prior knowledge,
right? So, | was trying to elicit from them so they could
uhm ... like, activate their previous knowledge, and
they felt good when they were able to answer the
questions correctly. (den/12/10-15/L146-L150)

And then | also think that doing that, it encourages
more English, actually, because, let say, if they gave
me the wrong answer and | would give them, | would
explain later, and then you know would use more
English with them. It would encourage a more
communicative environment if | elicit answers.
(den/12/10-15/L150-L154)

in a fun and engaging way.

He goes on:

Yes, | think uh ... at the end of the day, they have to
memorise. But | don’t really believe in memorising
sentence, and | don't really believe in memorising
structures. Uhm ... you know some people call it
template, you know. So, you give them a certain
template and ask them to memorise. So whenever
they have, they have to write a paragraph or essay,
they just use what you have already given them.
(den/I3/10-15/L83-L88)

| don't believe in that, but | do think in terms of
learning vocabulary, you know, learning new words. |
think it's very important for us, you know, help the
student memorise all the words in a fun way. Yes, |
don’t advocate memorisation of words, you know, by
force. Yes, | try as hard as | can, you know, get the
students remember the words in a fun way, in an
engaging way. (den/I3/10-15/L88-L93)
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Besides asking Dennis about his actions during his classroom observation, |
wanted to know how he had recorded the assessment he conducted with his
pupils. He responded that he recorded it in his lesson plan (as in Liz and
Chen’s practice). | asked in which part of the lesson plan he had recorded

them. He said:

In the reflection part and then uhm ... | would record in
the offline form. This offline these days for school
based assessment. So | would record uhm
students work ... in that offline form uh ... the offline
software. (den/I2/09-15/L.52-L54)

| asked how frequently he records his learners’ assessment performance:

Uh ... usually uhm ... like what | did yesterday, so |

just uhm ... keep everything by myself first. OK, and

then when uhm ... OK, and the school admins uh ...

ask us to fill in the form, then, only then we do it. So |

have to record everything. | have to keep it. Then by

the time | fill the form | have something to refer to.

(den/12/09-15/L.62-L66)
During my second post-classroom observation interview with Dennis, |
asked the same questions about how and where he would be recording the
assessment he had conducted. In reply, he said that he would also keep
everything to himself and would only do an official recording and transferring

of all the data in the offline SBA system when the school administration

required him to do so.

Despite scoring and grading, Dennis had a similar view as Chen, saying that
he would lower his own expectations of what his learners could and could
not do (on the basis what he’s found out in the assessment). He also
believes that teachers should appreciate when learners are trying their best

to complete the task given to them. He said:
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In my lesson, | always have different expectations. So
for my weak students, for example, if in the lesson
there are ten words and if they manage to memorise
five words, then it's OK already. (den/I12/10-15/L177-
L180)

Dennis’s view of appreciation shows that despite the aims of the English
language curriculum, which targets the learners to acquire all the required
skills at the end of the primary schooling and expects the teachers to deliver
this, it does not seem to be so important to Dennis. What is important to him
is the effort which the pupils put into their learning and the knowledge they

gain.

Although guiding and facilitating are part of the characteristics of the
Malaysian primary school SBA, | did not see that Dennis had guided and
facilitated his learners throughout the assessment activity, as he claimed
and planned to make a record of. As mentioned above, he sat and watched
his students doing the assessment. He explained this by saying that
throughout his lesson, he had conducted some form of assessment with his
learners. As discussed above, regarding his practices (extract: den/co1/10-
15/L436-L468), he gives guidance to his learners in answering the
information gap tasks as way to scaffold their understanding of the reading
comprehension he conducts in his lesson. Then, once he thinks his learners
have understood completely, he gives the final worksheets, which are his
classroom assessments of individual learners. He says that if the learners

were not able to understand, he would not be giving the final worksheets:

Let say if uhm ... they still were not able to do it as
likely as desired, so that means | had not given them
the worksheets. But based on my observation, most of
the students have already had the ability to
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understand to fully structure sentences, why | decided
to give the worksheets. (den/I3/09-15/L51-L55)

He said that the worksheet is his real assessment, because throughout his
lesson, he did not get to assess the pupils individually. Most of the other
activities were conducted through group work, so those assessments only

allowed him to roughly know how his learners were doing. He said:

So | just uh ... wanted to know them roughly, you
know, but then the worksheet is the ultimate part of my
assessment, because uhm ... you get to know each
students, whether they already acquire the structure or
not. (den/I3/09-15/L57-L59)

Dennis also further expressed his opinions of SBA in my day-to-day
conversations with him. When KSSR was introduced with SBA under the
new curriculum, he was so happy, because the idea was to let every
individual shine, be treated equally and be assessed with the teachers’ own
judgement. A few times, he mentioned his opinions about the introduction of
SBA into Malaysian primary school education and seems to agree with its

introduction. In my notes, | wrote:

Dennis explains that SBA is a good system and the
education system is in the right track. However, with
SBA, teaching becomes a bit tiring, because it
requires careful planning and teaching. (den/MN1/07-
15/L39-L40)

Dennis, in favouring SBA, talks much about its implementation being
impeded by the existence of the LINUS programme. He believes that SBA is
an assessment conducted during the teaching and learning process, an
assessment which treats every individual equally, whereas LINUS divides
individuals into two separate groups (literate and illiterate). He said LINUS is

no different from examinations which require the teachers to teach the
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learners to pass test papers, during the teaching and learning in the

classroom. In my notes | wrote:

Dennis added that any kind of changes introduced in

the education system will work, but only when the

programme is design and given special attention to

provide and prioritise teaching and learning to learners

and not solely based on documentation alone

(den/MN1/09-15/L64-L67).
Overall, Dennis views assessment as important. He says it can provide
useful information for the future direction of classroom practice, for planning
and for managing learning tasks for his learners. He also says that when
assessing, teachers need to conduct the assessment in a very interesting

way. This view is based on his experience; when he does assessment, he

makes sure his students do not realise they are being assessed.

Dennis believes that assessment is an integral part of teaching and learning.
He still seems to believe in the traditional way of teaching and assessing
with respect to the use of memorisation techniques in his teaching and the
dominant use of worksheets in assessment. However, he also believes that
the traditional approach can be done in a more interesting and enjoyable
way, without the learners knowing they are being assessed. His view of the

importance of group work during the lesson is an example:

| think it's easier for me, and usually when | do group
work, | do it in game full manner, so that means |
would give them points, for example, if they manage to
answer the questions correctly, | would give them
points. By doing that, | think it increases the students’
motivation so they are more link to go through the
lesson. (den/I2/10-15/L108-L112)
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| later returned to Dennis’s school with the same purpose as | did with Liz
and Chen. In my findings from Dennis’s interviews and assessment
practices, | categorised six themes. Dennis talks mainly about the following:
his use of the Malay language in the classroom, the worksheets for
assessment, the memorisation of words and the scoring and reporting of

SBA.

Dennis began saying that even though he uses the Malay language to
explain difficult words or phrases, he currently tries not to use it too much in
his classrooms. He had noticed that his students seem to remember the
parts of the lessons which were explained in Malay but not those in English.

Therefore, he had changed his approach:

So, oh, | even changed my approach a bit, you know.
So, uhm ... | expose them to the English words first,
OK. And | only gave them the Malay translation
whenever they don't understand them, | would ask
them first. (den/pv/08-16/L23-L26)

Then Dennis explained that he still holds on to the same principle about his
use of the worksheets in his classroom. He says that the worksheets he
uses for assessment are mostly for himself, to evaluate his teaching
approaches. This is also the reason that he does not mark the papers he

distributes to his pupils, unless he is teaching grammar lessons:

So whenever they forgot, | need to return the
worksheets to them, so that they know their mistakes
but some | don’'t even mark. | just look at them. So,
that means uhm ... if let's say, 20 out of 40 students
understood, they could do the worksheets well, and |
said OK, then that means my lesson was not really
that bad, because, like, half of them could really
understand. (den/pv/08-16/L49-L54)
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He continued:

So uh ... but sometimes | do that more often. | do that
more often uh ... when | give them, | want to see if
they really understood. Not to evaluate them but
evaluate my teaching, the approaches that | used,
especially when it's something new. (den/pv/08-
16/L58-L61)

Then | asked Dennis when he would do his assessments for his pupils and
the ones which he keeps for scoring and recording. Dennis explained that
the only time he really records and tests the ability of his pupils is during the
school’'s monthly or semester examination. This means Dennis only does the
assessment and records them in the offline system when the school
conducts its semester examination. This also means he depends on the

school when he needs to record his assessments:

So, yes, so | think the only time when | give them the
worksheets is for the purpose of evaluating their ability
would be, maybe at the end of the month, or yes,
monthly test, or you know, the semester one
examination. (den/pv/08-16/L78-L81)

Although Dennis reaffirmed that he does not believe in the memorisation of
words, phrases and sentence structures, he still believes that it is important
for his students to memorise. He added that by students memorising certain
kinds of phrases or sentences, those phrases or sentences will become

more meaningful.

My conversations with Dennis ended with some more discussions about
word-for-word translations from Malay to the English language. He said that

this is the main reason that teachers, particularly those who are not trained
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to be English language teachers but are required to teach the subject in

schools, face difficulties with their students’ writing.

Summary

Dennis used some language translation to get the meaning of his activity
across during the explanation of his assessment. He conducts memorisation
activity to get his students to remember the word list which they have
learned. He makes use of a task-based approach to do his group work
activities and to scaffold his students’ understanding of the story before he
conducts his real assessment. He uses games in preparing them for the
reading comprehension and the assessment and throughout his lesson (e.g.
his technique of introducing new words in a playful manner). Dennis is able
to use approaches from the past which he thinks are appropriate and useful

for his learners. Table 8 is a summary of Liz, Chen and Dennis’s practice.



Table 8: Summary of teachers' practices
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4.4 Summary

Above, | presented portrayals of Liz, Chen and Dennis with respect to their
knowledge SBA, their practices and their beliefs about assessment as well
as the significant differences among them in terms of their teaching and
assessment practices. Now | will summarise their common beliefs about

SBA and their relation to what is recommended in the curriculum.

1. Assessment as a process for learning: It is clear to them that
assessment involves more than just testing. For them, assessment is
a natural process which takes into account not just the product but the
whole process, such as the students’ attitudes, the students’ progress
and also their effort in completing the tasks given to them.

2. Teaching and assessment are inseparable: Assessment provides an
intrinsic motivation for the teachers to develop and improve on their
own teaching. It tells them where and what to change in their
approaches. It gives them the opportunity to make adjustments to
teaching and assessment practices and to become familiar with other
possible methods of teaching and assessment. Dennis, for example,
says he cannot imagine teaching without assessment.

3. Memorisation and repetition drills: It was noticed, through the
teachers’ responses, that Liz and Dennis believe in the efficacy of this
method to construct meanings of the words, phrases and sentences
used in the lesson. Most activities assigned were related to drilling in
vocabulary and sentences and to translating from English to Malay

and vice versa. The teachers also mentioned that they used the



- 204 -

memorising of vocabulary, phrases and sentences as well as
repetition during reading and writing activities. They said that this was
to enable the learners to recall the language already taught when they
were assessed later.

4. The integration of interactive learning: In the effort to change what is
done in the classroom with respect to assessment, the teachers in
this study have tried to incorporate games, dynamics, role play and
presentations (e.g. Dennis). This strategy is thought to encourage
students’ participation in the lesson, and participation means
involvement. In contrast, Liz tries to avoid such activities as to her it
will disrupt her lesson.

5. Worksheet-based assessment: The use of worksheets was one of the
teachers’ most popular choices of teaching strategies employed in the
classrooms to ensure assessment had taken place. Worksheets
provide an opportunity for the teachers to make links between what is
learned and where to take the learners in the next level of the lesson.
The teachers in this study assessed their students’ learning as they
worked in the classroom and did not just collect the worksheets at the
end of their lessons. The teachers walked around the classroom and
stopped at particular individuals and offered the guidance they
needed. The teachers even used prompting strategies to give ideas

and guidance in the students’ writing tasks.

The teachers in this study showed that they had some knowledge and strong
beliefs about the Malaysian primary school SBA, based on the evidence

gathered in the preliminary interviews | conducted with them. These
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teachers also dealt with SBA in their own unique ways, with their own sets of
beliefs, which might have been influenced by the number of years of their
teaching experiences and the kind of training that they had with the SBA. For
example, Liz had been teaching for twenty-four years and so she might be
more accustomed to and influenced by the traditional method of teaching-
assessment in which pupils should listen and repeat after the teacher,
memorize new language, group work should be avoided for fear that the

activity would disrupt her lesson.

By contrast, Dennis had only been teaching for ten years and had been
trained more recently. Therefore, although he believes that assessment
involves memorization, he believed that memorization should be conducted
in a fun and interesting way. It is possible that this is because his teacher
training experiences could have exposed to him to a variety of activities that
are more fun and engaging, or emphasised the need to entertain learners as

well as educate them.

The teachers’ SBA practices may also differ with regard to how recently they
have undergone their SBA training. For instance, Liz had her SBA training
when it was first introduced in 2011 and Dennis in 2012 and as stated in the
literature review (see Section 2.5). Since SBA is still new, the trainers might
have not covered some details that the teachers should have been aware of
(e.g. the importance of feedback in formative assessment). The teachers
had less exposure to what SBA really is. By contrast, Chen had her SBA
training four years after Liz (in 2014) in which she was also the district

English language Year Four KSSR trainer. This meant that Chen had first-
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hand exposure to SBA and the English language KSSR curriculum during
her training. The trainers who trained her might have had more exposure to
what SBA is and might have learnt something from the past courses.
Therefore, she showed confidence in her SBA practices involving more
hints, pointers and prompting for her pupils during their assessment. She
also created more group work activities and employed a variety of colourful

assessment materials.

Additionally, the teachers’ practices may have been influenced by other
factors such as class size, the streaming of the classes or the physical
condition of the classrooms. For example Liz's Year One classroom
consisted of a group of pupils who had problems with their numeracy and
literacy and it also had the most number of pupils compared to the other
Year One classrooms. According to Liz, her class often misbehaved. This
was also the reason Liz would not conduct any group work for her class.
Therefore, she preferred using activities that she thinks could control the
behaviour of her pupils- for instance she distributes one worksheet after
another so she could attend to other pupils. Even so, as shown in Liz’s
portrayal above, one of her pupil had boldly walked towards me asking what
| was doing while Liz was still teaching and attending to them. Chen in the
other hand, had fewer number of pupils (less than twenty pupils) in her Year
Five classroom. Her pupils were also aged between ten to eleven years old.
Therefore, she used group work activities more often as part of her
assessment because they were more able to respond to instructions given to

them. Although Dennis is teaching a Year Two classroom (age 8), he may
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prefer using group work prior to his assessment because according to
Dennis the class he was teaching were streamed and they are good
performing pupils compared to the rest of the Year Two classrooms in his

school. The class were also able to response to instruction given to them.

However, the teachers in the study as stated earlier also held common
beliefs and engaged in common practices, for example, trying to integrate
the strategies recommended in the SBA document with the traditional
methods as a way of dealing with the SBA practices and other priorities. |
also noticed in the teachers’ responses and with my classroom observations
with them that the teachers’ guidance is associated with feedback (through
hints, prompting etc.) and the results of the assessment had helped them to
alter and modify their teaching-learning strategies in the classroom
according to the learners’ needs and their pupils’ proficiency level. However,
the teachers had not said about how the pupils responded to the feedback
and if the pupils were able to move forward in their learning with the
feedback. This is because the teachers might think that SBA is all about
teachers changing and improving their lesson, motivating learners to learn
the English language, giving the learners the kind of lesson they need but
not about learners getting to respond to the feedback and how their respond
to the feedback could improve their learning. For example, when | asked
Dennis about what the assessment result helped him with, he said that it
helped him to find ways to improve his teaching and find the activities that

are more fun and engaging for his learners.
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In the following chapters, | will examine further other contextual factors
which may appear to affect the willingness or ability of Malaysian teachers to
implement SBA as recommended in the documents, using data from all

seven teachers and other participants.
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Chapter 5: Factors Influencing T H D F K H\iliwi§ness and

Ability to implement SBA

5.1 Introduction

In the previous chapter, | discussed Liz, Chen and Dennis’s knowledge of
SBA. | also presented their practices of SBA and the beliefs and factors
influencing their assessment practices. In this section, | will discuss factors
influencing teachers’ willingness and ability in the implementation of the
Malaysian primary school SBA, exemplifying the argument with data from

my interactions with all the participants.

5.1.1 Training and knowledge about SBA

Even though all seven teachers in the study understand that the introduction
of SBA meant to be a substitute for examinations, their responses to the
training and their knowledge about SBA show some concerns. For example,
in my preliminary interview with Chen, she shared about her ability to handle
the KSSR English language curriculum Year Four in primary school. She
said that she is aware her experience with the new curriculum is still limited,
even though she has undergone the first level of the cascade training. She

says:

My experience in handling courses for KSSR English
is still limited and even | myself take three years to
fully understand and to fully embody this KSSR thing.
How do you think the teachers are coping?
(chen/I1/07-15/L170-L173)
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In relation to that, Chen mentioned the training for the new curriculum and
SBA which was initially conducted during its introduction. In her opinion, the
training did not help teachers fully understand what KSSR means in practice.
Based on her observations while conducting and being in the training, the
teachers who attended the training did not have a clear understanding of
SBA and the English language curriculum, because they themselves were
not paying attention to what had been delivered to them. Even if they were
paying attention, she says, during the initial course, the people themselves
who delivered the training were not clear on what to present to the teachers.

Chen goes on:

You know | would like just to say a little bit of the
downside of SBA. It's because the lack of training,
because the lack of the training, teachers don't
understand KSSR fully. They don't fully understand
SBA, they go back to the school, they implement their
idea of the SBA, and what's going to happen is that
these pupils are not going to be benefit really fully
from the SBA. (chen/I1/07-15/L325-L329)

Similarly, Mae (see, Section 3.7, Table 3 for information about the
participants) also talks about the training for SBA and claims that she does
not even know the reason why SBA has been introduced into primary
school. She was instructed to teach the English language subject and to
implement SBA without any training on the new curriculum or even in SBA.

She reports:

Hmmm ... actually, | am not quite sure why SBA is
being introduced, because when | knew about SBA, |
was not provided any training nor was | given enough
information about SBA. So, | look for the information
myself. So whether it is right or wrong, | am not sure
either. When | asked around, most of my friends said
that | am doing things correctly. There is really no
exact guide for the teachers. (Mae/l1/06-15/L113-
L118)
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In terms of knowledge, when | conducted preliminary interviews with my
seven participants, | asked what they know about formative and summative
assessment. Liz said that formative assessments are simple — just tests
conducted monthly — and she does not do monthly tests, because her
school does not encourage the administering of a monthly test. She
explained that her school usually does summative assessment every three

months. | received a similar response from Su:

Formative assessment is like test, right. The new

KSSR English curriculum just don’t encourage tests.

(Su/I1/06-15/L409-L410)
The preference to use worksheets in Liz, Chen and Dennis’s classrooms as
the most predominant instrument for assessment suggests that teachers’
knowledge with respect to using other assessments (e.g. checklists, quizzes,
observations, oral presentations etc.), as recommended by the Malaysian
SBA, is also rather limited in scope. Liz prefers worksheets because,
according to her, they provide quicker results for her students’ progress in
learning. Another example revealing the teachers’ knowledge of the
formative assessment technique was when Daniel explained that the time
factor had made his school use workbooks for SBA. He said that the
workbook is sufficient for use as his classroom assessment. It is up to the
teachers to create the test by referring to the workbooks. Doing other related
administrative duties does not allow them the time to create and plan for
proper SBA. Therefore, he felt it was easier for him just to use the workbook.

He said:

Uhm ... we have SBA committee, and they will decide
where we should get the instrument from, OK. And
then it's up to the English panel to find the instrument
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and create themselves. In this case, we don't have
time to create the instrument. This is good enough. |
think the workbook is good enough. It is very sufficient
to, to, assess students. (Daniel/11/06-15/L284-1.289)

The teachers’ reporting about the training and their responses on formative
assessment indicates why they rely only on worksheets for SBA in the
classroom. Worksheets are what teachers already know about conducting
assessments. The kind of training provided for the teachers was not
sufficient to help the teachers understand what SBA consists of in classroom

practice and what formative assessment means.

5.1.2 The examination system

One of the objectives of introducing SBA into the Malaysian primary school
classroom was to lessen the overemphasis on examinations in the education
system and to help each individual in his or her learning growth. During my
fieldwork, | had the opportunity to join a couple of the English language
panel meetings at Liz's school. In these meetings, the English language
panels mainly discussed their students’ examination performance and the
kind of strategies they needed to help the students in their coming national

examination.

| also conducted an interview with Chen’s head teacher. She said that her
school conducts SBA because it is only the requirement of the ministry. Her
school still relies on examinations each month to inform the parents and to
be kept as the school’s record. The results of the examinations help them

find ways to develop strategies or programmes to improve students’
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examination performance. She said that her school results had dropped the
year before, and her teaching staff are trying their best to get excellent
results. This is why examinations are perceived as important in her school.
To her, doing SBA in her school is just part of the requirement of the

ministry, and they just have to do it.

| received a similar response when | interviewed Liz's assistant head
teacher. She said that her teachers will only conduct SBA when the
education officers require them to submit a report on it. She added that the
SBA system is confusing for the parents too. Therefore, to overcome the
confusion, her school had chosen to report students’ performance to parents
as they usually had (e.g. letter grades, ranking in the classroom). Being a
parent herself, she reported that she prefers this kind of reporting and not

the SBA.

During my stay in each school, | asked for access on the school's yearly
planning. My review of the yearly planning is that examination schedule was
mostly highlighted in the three schools. Apart from the above-mentioned,
four months after leaving my fieldwork at the schools, | returned to each
school for a short, friendly visit. | manage to talk with my participants and
most of the teachers in the school, including the head teacher. | noted about

my visits:

It was not surprising to me that the teachers started to
talk about the new format for UPSR English language
papers. The teachers mentioned that they are now
busy preparing their students since early of the year
with the new formatted sample paper provided by the
Ministry of Education Examination Board. Some even
have started training to teach the new format English
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language papers with the other classes in Year 4 and
Year 5. (personal notes/04-16)

In addition to the discussion above, when | had completed my data
validation with Liz, Chen and Dennis, | arranged a telephone interview with a
senior officer in the Ministry of Education in Malaysia. The senior officer
positioned in the department provided me with in-depth information about
the KSSR and the SBA. Although | was not able to contact a person from the
department which proposed the idea of SBA policy, | was able to capture
some valuable information from the senior officer who agreed to share about
SBA. At the request of the officer, | am unable to state her exact position in
the department but as an important person at the unit, she gave detailed
information with regards to the following. The main reason for interviewing
the officer from the ministry was to ask whether primary school teachers are
implementing SBA and about the challenges in the implementation. The
interview took place on a Saturday morning in mid-September 2016, from

Leeds, England.

In relation to examinations and their expectations, the officer | interviewed
stated that schools had put more effort into examinations. In her view, the
teachers in schools had put more focus on teaching and producing students
with straight A’s in the examinations. The parents were emphasising the
importance of examinations to their children, and in turn, this had become a
culture (teaching towards examinations). However, she added, students who
have obtained good results on examinations do not reflect their A’s when

they enter the workforce. She said:
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It's a culture of our society. | think getting all A’s, 10 A
1's or 13 A 1's, is very much celebrated. So we
noticed that, you know, when, when we start to
produce pupils with a lot of A’'s but when they actually
enter the workforce, right, enter the workforce we
notice that even if they have 10 A 1's but still, you
know, their A 1's do not reflect their A’s. (co/09-
16/L168-L173)

The official added that since examinations are regarded as high-stakes and
important, the teaching of writing had been the element most concentrated
on in teaching and learning, while other skills had been neglected (e.g.
listening, speaking and reading). This information means that it was not just
the training which caused teachers to concentrate and focus on assessing
writing skills, but also, the examination system had been an influence on the
teachers’ practices of SBA. The official had to agree that the teachers had
no choice but had to achieve the examination targets set for them. Although

saying this, she also said:

If you look at our English pedagogy principles,
pedagogical principles, listening skills is one of the
most important skills that had been neglected,
because if the pupils do not listen for ideas, for details,
they don't have the skills to listen and to actually infer
and find, | mean can, you know, find decent
information and so on. How would they be able to
speak? How can they be able, you know uhm ... |
mean, generate ideas in their mind and to produce it.
How can they use the information in their schemata to
do writing. (co/09-16/L193-L199)

| then asked why it was important for formative assessment to be introduced
and implemented. The senior officer replied that teachers will have to teach
and assess all the skills in the English language. It is important that the

teachers do not disregard one skill and focus on another which is considered
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much more important. Then the officer further stated that it is important that

students’ achievements are not compared against those of other students:

Formative assessment focuses on each individual, |
am not testing individual pupils against another pupils,
but we are helping that particular student to actually
uh ... the teacher is trying to identify the strength of
the pupils and his weaknesses as well. How she can
work and bring the pupils strength from the pupils’
weaknesses. (co/09-16/L177-L181)

Despite the official’'s views and opinions about SBA and what the teachers
are supposed to do, an interview | had with Liz’s head of the English
language panel mentioned that their school and the teachers had no choice
but to go back towards examinations. She said that in the end, when officials
come to visit the school, the first thing they will ask is how well the school
performed in the national examination in the previous year, or what the
expectation is for the upcoming exam. She commented that these officers
will not be asking how each individual student is performing; they will ask for
the figures, percentages and letter grades of the school. So even though she
says that SBA is a good idea as an alternative to assessing students’
performance, teachers have to rely on examinations. Teachers have to

teach towards examination expectations. She explains:

But unfortunately, education officers, they never

asked, B'R WKH\ OLNH WR GOWH@URy (QJOLVK"

1

come, they would start asking p: KDW LV WKH SHUFHQWDJH

forexDP" +RZ PDQ\ SDVVHV" +RZ PDQ\ $qV"
is your KPI' " fThat’s the word they always use — KPI.

What to do, right? (Liz/headEnglishpanel/07-15/L66-

L71)

1 Key Performance Indicator.

:KDW
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Based on this discussion, examination expectations influence the way the
teachers practice SBA. The examination expectations affect what teachers
teach, the strategy and materials they use and the activities they adopt in the
classroom. The official also agreed that the biggest challenge in introducing
and implementing formative assessment in the Malaysian education system

is examinations. She explained:

OK, because this is something new for some teachers.
Actually, formative assessment for quite sometimes,
you know, in 1960s. It's just that in our culture, there
are very much into summative assessment so you
know to change teachers and the public perspective is
quite difficult. It is a challenge to them, every test
every exam is high stake. Formative assessment is
not high stake. (co/09-16/L296-L301)

According to the officer, introducing and implementing formative assessment
is difficult, because some prefer summative examinations. When saying this,

the officer refers mainly to the Level Two (Years 4—6) formative assessment:

It's very much exam, exam, exam, but what about
other things that need to be actually acquired, like the
skills. So it takes time. It is being introduce and it is not
even three years but we are trying to actually you
know to explain to them the importance of formative
assessment for the individual pupils’ development; if
not, if too much of summative exam, only the good
ones will be, | mean uh ... they will pay attention into
the good ones with A’s, those who produce A’s but
what about those who being left behind? (co/09-
16/L334-L341)

The officer further elaborated that since formative assessment is still new,
gaining the teachers’ and public’'s understanding takes time. The Malaysian
education system is aiming for inclusiveness and not exclusiveness, that is,
to give fair treatment to each individual student through formative

assessment. The officer said:
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If you have a child who is not an A material and is not
given, you know, attention, because you are not an A
material and the other pupil who are A material,
teachers give a lot of attention, how do you feel? And
you feel angry, and you start to blame the system,
right. Yes, we are human, we are human beings, and
we start to blame the system so, hopefully with this
formative assessment, you know, the child is not being
left behind. (co/09-16/L372-L377)

The officer concluded:

If the teacher understands the importance of formative
assessment, if the teacher treats formative
assessment like summative assessment, it goes back
to square one. (co/09-16/L365-L367)

In saying this, the officer meant that formative assessment should be given
the same importance as summative assessment to create a balance in the
students’ learning and to allow them to acquire all the necessary skills
mentioned earlier. That is, each individual student should be given the

opportunity to perform well in school.

5.1.3 Scoring, recording and reporting of SBA

All the teachers also recognise that the SBA they conduct should be
recorded. The scoring should follow the guidelines (see Section 1.5.5) and
then be recorded three times a year. It can then be used to report to parents
on a semester or a yearly basis. Even after the introduction of the offline
system, the teachers had faced difficulties in implementing SBA because of

the recording.

Mae reported that SBA does not have exact guidelines for the teachers to

follow, she explained:
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OK, hmm ... uh ... | am sorry to say that the marking
or scoring of SBA that the teachers keyed in the
system, the teachers don't even do any teaching or
really assessing the students’ work. They were merely
giving the students’ scores as they like. So, to me, the
progress in the recording is not the real progress of
the students. (Mae/11/06-15/L123-127)

Mae added that there are also no specific dates or a schedule for her to

conduct SBA in the classroom. She said:

Uhm ... no they isn’'t any, and from what | see, most of
the teachers they don’t have any plans and they don't
take the time or have the specific time allocated for
conducting SBA. From my observations, when it is
requested that we need to do SBA report (scoring/
records), that is when teachers rush to do it
(Mae/11/06-15/L138-L143)

Therefore, with the absence of proper guidance, Mae said that in her view,
the teachers in her school randomly select assessment instruments from any
resources they can easily find (mainly worksheets) without examining them
or determining whether they have even taught the lesson. Also, without

specific guidance, Mae said that she learned to conduct SBA with the help of

colleagues:

So clearly, | evaluate my students throughout my
lessons with them, from the tests that | conducted, the
examinations that they sat, their behaviour, their
responses in the lesson | taught, from the reading
activities that they do and from the task that | gave to
them. That's how | do it. Just like that. (Mae/I1/06-
15/L158-L161)

There were also issues about the differences between the scores the
teachers give their students and the ones the officers are expecting the

student to achieve (in terms of level performances). For example, Anna

commented that the scores the teachers gave were often questioned by the
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education officers. They were questioned when the scores were lower than
what the officers had targeted. For instance, when the teachers gave band 2
or 3 (see Appendix D and scoring criteria, Section 1.5.5), the officers

claimed that the students should be getting 5 or 6 instead.

Anna explained that some schools like hers are located in outskirts areas.
This means that schools can only be reached by a three- or four-hour drive
from the nearest town, going through some very rough, steep, slippery roads
during the monsoon seasons or dry and dusty ones during the dry season.
She added that students who attend these schools are children who are not
exposed to any English language. It is for this reason that she gives scores
according to what her learners are able to do, which are not expected by the

officers. According to Anna, the officers will say:

3: K\ DUH WKH UHVXOWY OLNH WKHVH"" 3'R
and if we get the same result, the same scores and

only with little improvements, they seem to push us to

get better results. This make us feel like we don't get

to have the choice in giving the scores that the

learners can and able to do. We feel pressured,

especially when you don't really understand what SBA

is and having only little knowledge about it.
(Anna/I1/07-15/L.262-267)

Dennis reported the same thing, mentioning that the officers start asking why
this particular student can only achieve this band level and not higher than
what Dennis has scored and recorded. He also mentioned that it was not
only the scoring which was the issue but also the reporting of SBA. He said
that parents still do not understand how their children perform under the SBA

system.

\RX HYE
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The issue about scoring and recording was also mentioned by the education
official when | interviewed her. Specifically, she mentioned the ‘band’ system
and the documents. First, she explained that Level One (Year 1-3)
curriculum documents, when the system was introduced in 2011, were
separated from the assessment document. According to the official, these
documents were prepared and designed by two different, separate
departments. The curriculum documents consisted of all the learning
standards or skills (listening, speaking, reading, writing and language arts)
which the teachers needed to teach. Based on her observation, the
assessment document, which was prepared by the other department,
labelled the learning standards (of the curriculum document) from bands 1 to
6. Also, some learning standards which were easy were labelled as band 6
and difficult ones as band 1. She also noticed that the teachers would skip
teaching and assessing learning standards labelled as bands 1 and 2 and
would instead concentrate on teaching and assessing learning standards

labelled 3 to 6. The official said:

Learning standard actually consists of each skill,
whether it is easy or difficult, you have to teach, you
have to incorporate in the lesson. You cannot be
teaching the language skills, | mean the difficult ones,
and leave out the easier ones. Actually, | would say all
skills are important, they should not be regarded that
this skill as easy and this skill is not easy, because if
you come up with the lesson, you know of course, you
know, when you have some activities you don't just go
into something which is very difficult. It is like you have
a mix and match kind of skills, right. (co/09-16/L96-
L103)

Since teachers seemed to be having some difficulties in implementing the
formative assessment in schools, the officer said the curriculum document

and assessment had now been integrated into one document for Level Two
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(Years 4-6, as in the Year Five class in Chen’s classroom) in 2014 (see,
Appendix B). Both the curriculum and the assessment documents had also
now been designed by only one department in the Ministry of Education (and
not separate departments, as before). The band system had also been
changed to ‘Level’ 1 to 6 (instead of using ‘Band’ 1 to 6). The learning
standards have added descriptors, so the teachers have to teach all the

skills without skipping any of them:

The teachers have to teach to all the learning
standards, and each learning standard it is provided
with descriptors. The learning standards have up to six
levels. Level one says something like this, and level
two says something like this for each learning
standard. Teachers by hook or by crook have to teach.
(co/09-16/L121-125)

The officer further mentioned changes made to levels for the KSSR and SBA

document:

We noticed that one or two learning standards are too

heavy for the teachers to teach in the lesson. So we

decided to divide it into maybe two or three learning

standards. And this time, we have the formative

assessment in-built in the document, so we had to

prepare a descriptor for each learning standard.

(co/09-16/L148-143)
Based on this discussion, the official admitted that the issues teachers face
with respect to scoring of SBA are also related to the way the curriculum and
assessment was designed when it was first introduced in 2011 (see, Figure
3 and 4 KSSR and SBA for Year One and Two are separated; Year 4 both
documents are integrated as in Appendix B). As mentioned, some

adjustments had been made with the introduction of the KSSR and SBA to

Year Four in 2014; however, during the time this study was conducted, from
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2015 to 2016, Chen’s opinion was that teachers think that SBA is all about

clerical work.

Liz’s headmaster, for example, said that the teachers’ workload had
increasingly become too much and that they also had to commit to other
administrative work. According to Liz’'s headmaster, the teachers had to
spend time doing the recording when they were required to enter the scores
into the system. He added that some teachers also had little knowledge
about technology and about how to key the scores into the system. So it
took a considerable amount of time for teachers to record the SBA scores.
As such, it was unlikely that the teachers were able to concentrate on

preparing a well-planned lesson:

Yes, | can't deny about the challenges that teachers
are facing in the implementation of SBA, because
teachers today are more given the focus to the filing
system. /L]YV KHD G P DXSAPBR-L234)

He added:

Teachers are given the responsibilities on so many

things, you know. That is the reason, when | give

teachers things to do in school, | have to look into the

current situation and avoid giving too much activities.
/L1TV KHD G P D-XYSN PHY-248)

Daniel also mentioned that since the introduction of SBA, things have been
quite challenging for him. He says that it is not only that he has to deal with
managing his mixed ability classroom, but he also has to focus on and
complete all sorts of administrative tasks. He feels that it is difficult for him to

divide his time between both tasks. He says:

As the head of the English panel, | have to do reports
and set up each of the students’ profiles. And it is not
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just about the students, but also doing all sorts of

schools’ activities, and | am also the head ‘information

communication and technology’ teacher. So there are

so many documentations and filings, it's all about

filings. So sometimes I'm tangled with the task.

Sometimes, in a week, there is two or three times |

wouldn’'t be able to enter the classroom. So,

sometimes the students are neglected. (Daniel/I1/07-

15/L43-L50)
Based on the discussion above, despite the fact that the teachers clearly
had difficulties in meeting the requirement to give scores and to record and
report learners’ achievements. They faced challenges to their judgement in
scoring learners’ performance, compared to the scores expected by
education officers. They also faced other difficulties, such as excessive

workloads.

5.1.4 Interference of other reform initiative s

Despite the fact that teachers were required to implement SBA as
mandated, other reforms were also being introduced at the same time as
SBA and the KSSR English language curriculum. The teachers in my study
mentioned that SBA is a good initiative. Dennis in particular stated that the
education system is moving in the right direction to help lessen the pressure
of examinations amongst the teachers, parents and learners. However, like
Dennis and many other teachers, | had the opportunity in interviews to
discuss the LINUS programme. The teachers in this study said that LINUS
has good intentions, but it does not help with the implementation of SBA in
primary school. Dennis complained that while SBA is meant to lessen the

effect of testing on the learners, LINUS focuses on students passing the test
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designed by the ministry, which is conducted twice a year. The LINUS

programme must also be delivered during the lesson.

Su shared her story in this regard, saying that the LINUS programme is
meant to reduce the amount of illiteracy in Malaysian public primary schools.
She explained that the test is designed by the ministry and is administered
twice a year. The English language LINUS test consists of two sections: the
listening-speaking and the writing sections. Before the actual test, a
screening test is conducted at the beginning of the year in each level, to
screen learners who have difficulties in learning. The learners with such
difficulties will be separated in the class and will be taught with the LINUS
module prepared by the ministry, whereas the mainstream will be taught
according to the curriculum syllabus. However, all students in the class will
have to undergo the LINUS test. She added that the thing with the LINUS
test is that most students in the classroom have not been taught the
information in the test. So the teachers have to take some time to teach the
content of the test to the whole class before administering either the
screening paper test or the actual one. Su said she does this at least a few
times before she feels the students are ready to sit for the test. Chen also

mentioned this in her journal when she said:

The month-long screening for reading and writing is
putting a heavy strain on me. | chose the
unconventional style for assessing. | taught them first,
and then assess them. | know all the other teachers
are assessing the children straightaway, and view my
methods as ‘cheating’. | don’t mind. For me, it is unfair
to assess these children what you have not taught in
the class before. (chen/journal3/10-15)
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| wanted to get more information from Su. So | asked how she managed the
LINUS programme, SBA and the new KSSR English curriculum in her

classroom:

Of course it's hard and tough, because we have to
give attention to these two groups of learners during
the teaching and learning. | feel that it is quite
challenging. It needs proper attention that none of
them are left out from being taught the LINUS module.
(Su/11/06-15/L461-L463)

Su expressed more about her feelings on the LINUS programme, saying that
she hoped there would be a specific teacher who could teach the LINUS

group of learners, so special attention could be given to them. She said:

It's because when the mainstream and LINUS group
are mixed together, it is really interrupting the learning
for both groups. When you are giving the attention to
one group, the other would start calling you for help
too. How do you cope with explaining to one particular
group and explaining another task or learning to
another group? It is chaotic, you know. It is difficult.
The learners, you know, they always need that proper
guidance from you. (Su/I1/06-15/L475-478)

Another example is a conversation | had with Dennis. He mentioned the
LINUS programme during the first meeting | had with him, commenting that
with LINUS in the education system, the teaching and learning seem to go
back to square one. He added that this is no different from examination-

based teaching:

SBA and LINUS in the education system do not
harmonise. We have SBA [which] clearly informs us
about an assessment conducted in the teaching and
learning process. LINUS, on the other hand, focuses
on the student to pass the test constructed by the
Ministry to achieve zero percentages of national
illiteracy. (den/MN1/07-15/L10-L14)
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During my fieldwork, | saw LINUS officers visiting Chen and Liz's schools. |
also attended the LINUS meeting at Liz's school. Before the meeting, one of
Liz's colleagues told me that for several weeks, the teachers in the school
had been preparing the LINUS files and documentation for the officers’ visit.
So the teachers and | had been looking forward to the meeting and what

these officers would be commenting on. | noted in my personal notes that:

| had been eager to hear what they had to say. |
entered the room with full of excitement and hoping to
get information. As | went in, | felt the intensity among
the teachers and the officers. | was told it was
supposedly to be a friendly visit, an informal visit to
work with the teachers on how they could improve the
LINUS programme in the school. | felt that the meeting
was more of making the teachers feeling guilty about
their implementation of the LINUS programme and the
way the teachers conducted the test and the teaching
for the LINUS learners. (personalnotes/LizLinus/07-
15)

In my interview with Liz's headmaster, he commented on the officers’ visit to

his school:

| usually don’t really like to comment on Vvisit
conducted by any district or state’s officers, but like
recently, the LINUS visit by these officers was
supposedly to ‘supervise and help’ teachers. It's a nice
attention actually. /L]TV KHDGP DXSNEBO- ,
L453)

He commented that the way the officers communicated with him and his

teachers was not helping the school:

The things that they should say is ‘it's supposed to be

done like this’ or ‘this one is lacking, it should be done

like this’. Instead they came and started asking, p: K\

LV WKLV QRW EHLQJ GRQH" :KPoMmtKH VFKRRO LV QF
ask why, the word why is not good to be said. They

should be saying ‘since you don't have this, so

hopefully you will have one of this next time'. They

come and seem they are looking for faults, not offering
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the help we need. /L]TV KHDGP DXSAAEB- ,

L455)
Dennis also mentioned the fact that the officers who are responsible for
running and monitoring the LINUS programme sometimes do not even know
how to help with problems or have the skills to understand the programme
being mandated. But then he added that most of them (the officers) are only

doing what they are told to do.

The LINUS programme seems to be an obstacle for teachers in
implementing SBA. It is not just the test which adds a burden for teachers
but also the fact that the LINUS programme has to be implemented in the
classroom during the teaching and learning process. This makes it difficult
for the teachers to focus on the implementation of SBA in their daily
teaching. The teachers are also struggling with teaching the LINUS module
and preparing the students for its tests. It also seems that there is tension
between what the teachers are doing with the LINUS programme and what

the officers are expecting the teachers to do.

5.1.5 Monitoring of SBA

Another obstacle facing the implementation of SBA, as the teachers
reported, is the monitoring of SBA. Even though the teachers are required to
record the scores three times a year and provide a report to the District
Education Department, there was no feedback or monitoring conducted

during the time this study was conducted.
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For example, Liz reported that SBA had not been carefully monitored; nor
was there any emphasis on the teachers with respect to implementing SBA
in their classrooms. When | asked Liz's head teacher how he monitors the
implementation of SBA in his school, he explained that he monitors SBA
through meetings held after each summative assessment (conducted two or
three times a year). In the meeting, he claims that they discuss how
individual student learning can be developed and other problems that the
teachers may have with SBA and how they can improve the programme.
When | asked about observing teachers in the implementation, Dennis’s
head teacher explained that some teachers preferred not to be observed
while they conduct their lessons. Therefore, asking the teachers about their

SBA progress in their school meetings is considered enough.

Similarly, | asked the ministry official how they conducted the monitoring of
the SBA implementation. | also wanted to find out how often they monitor the

implementation of SBA in the Malaysian primary schools. The official said:

OK, like this, because, | mean, not many of us are in
the Ministry, but we have, you know, we get assistant
from JPN (State Education Department) and PPD
(District Education Department) as well as, you know,
IPG (Teachers’ Training Institute), lecturers, you know,
actually we cannot be doing this alone, but we are
getting, you know, assistant from JPN, PPD, because
we cannot monitor every school nationwide. (co/09-
16/L284-L.289)

The officer added:

So JPN and PPD have to carry out the monitoring,
and that we do not keep tracks, because there are
hundreds of PPDs and divisions, but from time to time
in the meeting they are, | mean, the Ministry always
remind them to do monitoring in the classroom and so
on. (co/09-16/L289-L293)
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Even though head teachers and officials reported monitoring the SBA
implementation, the way such monitoring is conducted (e.g. through
meetings and questions about how it is progressing but without officials
observing it directly) may also affect the teachers’ willingness and ability to

implement it.

5.2 Summary

In this chapter, | have discussed the issues which may constrain the
implementation of SBA among primary school teachers in Malaysia. The
following summarises the impact of these issues on SBA for teachers
involved in the implementation, within the aims of the English language

curriculum and within the Malaysian primary school education system.

1. SBA and the Malaysian primary school teachers: The three main
teachers in this study are strong supporters of the SBA, as are the
other four teachers (although not as strongly as Liz, Chen and
Dennis). SBA is a highly respected initiative, as reported by the three
teachers and also demonstrated in the way the education official, in
my interview with her, explained the importance of formative
assessment. However, the discussion above (with respect to the
training, examination expectations, scoring and recording, the
expectations of other reform initiatives and the monitoring of SBA)
shows that SBA is not implemented in the teachers’ classrooms in the
way anticipated by the Ministry (use of worksheets, focus on writing

elements).
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2. SBA and the English language curriculum: The aim of the English
language curriculum is to ‘enable learners to communicate effectively
in a variety of contexts that is appropriate to the pupils’ level of
development’ (Ministry of Education, 2011, p. 1). The introduction of
SBA is to help further the aims of the English language curriculum
through providing different samples of assessment activities provided
in the teachers’ guidebook (e.g. oral presentations, drama). However,
the evidence from the practices of the teachers in this study showed a
greater focus on the writing elements of the English language
compared to any of the other receptive skills (listening, speaking or
even reading) because writing was easiest to assess and to give

Scores.

3. SBA and the Malaysian primary school: The teachers and the schools
still rely on summative assessment to report students’ achievements
and performance, and they also focus on conducting summative
assessment rather than formative assessment. The examination is
still considered important and relevant for reporting children’s

progress to their parents.

This chapter illustrates further how east Malaysian teachers are
implementing SBA and the factors that may affect their willingness and
ability to implement it. The following chapter discusses the key findings of
the study in relation to my research questions, to the relevant literature and

to education policy in the country.
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Chapter 6: Discussion

The accounts in the previous two chapters illustrate how the teachers in this
study implemented and made sense of the SBA policy with which they were
required to work. The previous chapter also presented the contextual factors
which affected their implementation of the Malaysian primary school SBA. In
this chapter, | discuss the extent to which the teachers’ practices were
congruent with the SBA principles and look at the factors behind teachers’

practices, particularly the beliefs which underpinned those practices.

6.1 Beliefs about SBA

This section discusses the teachers’ beliefs and how these beliefs led them
to feel that they were implementing SBA in their classrooms. Before |
proceed, | should state that | am well aware of the possible criticism of this
type of research, where the data elicited may not constitute the ‘teachers’
principled rationales but rather post hoc rationalisation (i.e. explanation
constructed retrospectively)’ (Orafi and Borg, 2009, p. 250). However, | am
confident that the teachers | interviewed and observed from different schools
articulated their beliefs honestly and presented similarly honest accounts of
their experiences, for the following reasons. As discussed in my
methodology chapter, | began with a preliminary interview with each teacher,
followed by a one-month spent in each school, observing and interviewing
other teachers and being involved in the school's activities, besides

conducting classroom observations and post-observation interviews. After
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the data were put into themes, | returned to the teachers a year later to
share and validate my findings and to allow the teachers to explain further
their own beliefs and actions regarding SBA. In other words, | applied a
member-checking ‘dialogic approach’, as suggested by Harvey (2014).
Harvey explains that a ‘dialogic approach’ goes beyond the method
described (in Lincoln and Guba) and involves the participants further in the
research process through a series of dialogues, thus providing rigour and

trustworthiness for the study itself (refer to discussion in Section 3.10.1).

Secondly, the participants involved in this study only represent a small
number of primary school English language teachers (Liz, Chen, Dennis,
Mae, Su, Daniel and Anna) and a focus study on three teachers (Liz, Chen
and Dennis). The information elicited from these teachers may not represent
the whole population of teachers in Malaysia. However, | am convinced that
the information | gathered from these participants provides valuable
information about the current situation regarding the implementation. The
teachers’ encounters with SBA are also quite similar to those of teachers in
the findings from other studies investigated and conducted in Malaysian
primary schools regarding SBA (e.g. Sardereh and Saad, 2013; Fook and
Sidhu, 2010, 2016; Chan et al. 2006; Veloo et al. 2015; Mansor et al. 2013;
Quyen and Khairani, 2016; Jaba, 2013; Kamarulzaman, 2013; Othman et al.
2013). As such, other teachers may also share a similar awareness and
similar practices to those of the teachers in this study in relation to their

pedagogical knowledge and beliefs about SBA.
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One of the objectives of this study was to investigate teachers’ knowledge
and pedagogical beliefs of SBA. Specifically, they were questioned about the
following: the reason SBA was being introduced; what they knew about SBA,;
how they understood it; what they were asked to do about SBA and how
they put it into practice. This was investigated during their initial interviews,
as outlined in the methodology chapter. For effective implementation of SBA,
it is important that teachers should be aware of the reasons for its
introduction, its principles and the underlying values of conducting such a
form of assessment. Outlined in the following discussion are the teachers’
beliefs about SBA, which are linked to their claims that they were
implementing SBA in their classrooms despite the contextual factors

affecting their SBA implementation (see, Chapter 5).

6.1 , W GHYHORSVY VWXGHQWVY SRWHQWLDO

The teachers are aware that SBA helps to develop student potential. |
provide an example of Liz's interview when | asked her what is the reason
for the introduction of SBA. In reply she answered that SBA enables to see
each individual potential. The potential in terms of the learning skill they
need to acquire. The teachers do not move on to another level of learning in
that particular skill until the pupils are able to acquire that skill. She gave an
example, if she is teaching the writing component and the pupils are
required to achieve certain writing structure, if they are able to write as
expected during the assessment they would be able to move to another
writing level and if not she would continue teaching the same level of writing

skills. This means that the teacher move forward with the students in her
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teaching following, assisting them and developing their level of performance
to the level they are able to achieve or more. They believe that with SBA, the
students no longer only listen to the teachers and the teachers do not just
rush to finish the syllabus but both should participate more actively in the
classroom activities, since both the KSSR English language curriculum and
SBA are built to be more student-centred and less exam-oriented (Liz, Chen
and Dennis). In their continuous assessment of students, the teachers
believe that SBA enables them to note the strengths and weaknesses of
each and every student, since students are given the opportunity to
contribute to classroom activities (through group work and pair work). This
helps teachers recognise students’ potential and, at the same time, helps
students extend their natural talents in areas such as public speaking,
singing, reading and so on. The previous system focused too much on
standardised examinations (Hashim et al., 2013), which limits creative
thinking. As we have seen (Section 4.2 and 4.3) both Chen and Dennis
believe that SBA enables the students to become better thinking individuals.
A similar perception, that SBA is more student-centred and less-exam
oriented, was held by the other four teachers | interviewed for the study
(Mae, Su, Daniel and Anna). They were also aware that SBA helps in

developing a learner’s potential.

6.1.2 It is e njoy able and interactive

The teachers believe that with SBA in the curriculum, teaching and learning
is more fun and interactive, as pupils are able to participate more in class

activities (Liz, Chen and Dennis). Teachers are also able to introduce many
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new activities, since they are given more freedom of choice in terms of how
they should assess their pupils (Chen). The teaching and learning
environment is no longer merely chalk and board but is student-centred
(Daniel). Group work and discussion enable students to show off their
interests and potential (Dennis and Chen). Activities such as role play create
the opportunity for students to create their own dialogue and situations
based on the discussion topics, thus creating a more meaningful learning
experience (Chen). Teachers are aware that SBA promotes speaking more
than writing; pupils have more chances to practice their speaking skills
through these SBA-based daily activities. Since the new assessment will
reduce the pressure of exams, the teachers feel that the students will be

happier and will enjoy learning more (Liz, Chen, Dennis, Daniel and Anna).

Even though four of the teachers were not followed through classroom
observation in the study, Su, Daniel and Anna also claimed that since the
introduction of SBA, their classroom teaching was more enjoyable. For
example, Daniel claimed that he brings his guitar to his classroom and uses

this approach to get his learners interested in the English lesson.

6.1.3 It promotes creative teaching and learning

Although the teachers feel that the new curriculum and SBA are
overwhelming in terms of workload, they expressed the importance of using
different methods to assess students’ learning outcomes and ensure
effective learning (Chen, Liz, Dennis and Daniel). They used colourful

pictures or real objects to stimulate pupils’ thinking through games they
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incorporate into their teaching and learning and the continuous worksheets
they provide for practice (Chen). The teachers are also aware that one goal
of SBA is that ‘no one will be left out’ (Jaba, 2013); this makes them believe
they need to monitor students’ progress every day to ensure the

effectiveness of every lesson (Dennis).

6.1.4 It develop s fairness in teaching and learning opportunities

The teachers believe that SBA provides fairness in teaching and learning
opportunities for their pupils. They are also aware that teaching and learning
provides the opportunity to focus on pupils who need extra attention in their
learning progress. The teachers also believe that the previously existing
assessment based on examinations made for a tense teaching and learning
atmosphere in the Malaysian English language classroom (Liz, Chen and
Dennis). They believe that former teaching and learning methods, including
assessment tasks, were planned and designed for learners who had the
potential to excel in examinations (Liz). Consequently, teaching, learning
and testing were mostly focused on these groups of individuals (Mohd Sofi,

2003).

The teachers expressed their understanding that one of the underlying
principles of the Malaysian SBA involves the continuous monitoring of pupils’
learning growth. Therefore, they believe each pupil will get fair treatment
during teaching and learning opportunities from assessment conducted with

appropriate guidance and feedback (Chen, Dennis and Daniel).
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6.1.5 It improve s teaching effectiveness and learning quality

The teachers in this study are also aware that SBA helps provide them with
information and insights needed to improve teaching effectiveness and
learning quality. They know that SBA encourages classroom assessment as
an ongoing process. As such, they feel that learning in an SBA classroom is
more meaningful to pupils, as they can obtain immediate feedback on their

performance (Chen and Dennis).

The findings above align with the findings of Mansor et al. (2013), in which
the teachers involved pointed out that SBA encourages personal growth,
develops positive attitudes, enhances collaborative skills and promotes
creative teaching and learning. Mansor et al. stated that the basic
understanding of the characteristics of SBA in primary schools among
Malaysian teachers had helped teachers to appreciate the move from an
‘exam-oriented culture to a more relaxed and exam-free environment’ (p.
104). A similar finding related to teachers’ understanding of SBA among
Malaysian teachers was identified in the study done by Chan et al. (2006).
This was also demonstrated by the Hong Kong SBA Consultancy Team
(2005), who stated that using SBA in teaching a language subject such as
English includes providing stable and continuous pressure-free assessment,
reducing the reliance on standardised examinations, improving test item
reliability, reflecting students’ ability, promoting leisure reading, fostering
teaching, enforcing independent learning, facilitating learning autonomy and

empowering teachers in the evaluation process.
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Veloo et al. (2015) also agreed that teachers need to be knowledgeable
about SBA, because they play a pivotal role in student assessment. The
researchers added that teachers should also know how to conduct
‘evaluation tests according to the band’, as this is considered ‘important in
the process of teaching and learning as stated in the SBA objectives’ (p.
201). The need for teachers to have clear knowledge and understanding in
conducting assessments of students’ learning was also emphasised by

McMillan (2001) and Cheah (2010). As Brophy (1991) stated:

Where (teacher) knowledge is more explicit, better
connected, and more integrated, they will tend to
teach the subject more dynamically, represent it in
more varied ways, and encourage and respond fully to
student comments and questions. Where their
knowledge is limited, they will tend to depend on the
text for content, de-emphasise interactive discourse in
favour of seatwork assignments, and in general,
portray the subject as a collection of static, factual
knowledge. (p. 352)

These studies show the importance of teachers’ knowledge and
understanding of SBA procedures and administration, based on the
guidelines provided by the Malaysian Examination syndicate. In this study,
the teachers’ understanding and knowledge of the principles of SBA (and its
underlying values) are also considered in the teachers’ interpretations of

SBA.

6.1.6 Beliefs about guid ance throughout the assessment activity

The Malaysian SBA provides elements of value through the assessment
conducted. For example, the constructive and meaningful feedback which
teachers are expected to provide as part of the learning process can

contribute to the pupils’ learning progress (also echoed in the study of Black
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and Wiliam, 1998, ‘Inside the black box’). They contended that assessment
for learning requires teachers and learners to use assessment to improve
instruction and learning. It is about assessing learners’ progress, providing
them with feedback and deciding on the next step in the teaching and
learning process. The hope is that, as a result, pupils are motivated to work

harder and perform better in their learning and in their future in general.

Based on my observation, the teachers showed that feedback was
associated with guidance which was provided throughout the assessment
activity. As a type of guidance, the teachers employed SBA practices to
promote learning via the use of scaffolding strategies. The linking of
formative assessment with scaffolding or scaffolding in classroom teaching
and the linking of scaffolding with feedback has been much discussed in the
literature (e.g. Shepard, 2005; Wood et al., 1976; Shute 2007) involving

supports that teachers provide to their students.

As discussed in Section 2.2.1, one of the most important features of
scaffolding is defined as ‘controlling those elements that are beyond the
learners’ capacity’ (Wood et al., 1976, p. 70). Scaffolding includes ‘supports
that teachers provide to the learner during problem solving — in the form of
reminders, hints, and encouragement — to ensure successful completion of
a task’ (Shepard, 2005, p. 66), within the learners’ zones of proximal

development (ZPD) (Vygotsky, 1978)
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Giving guidance and cues during scaffolding, as discussed in the process
above, is also conventionally known as facilitative feedback. Chen
demonstrated this activity in her practices with her Year Five classroom
when she continuously prompted and hinted, with words and phrases to her
pupils, about what to write on their written assessments. Liz also guided her
Year One pupils during assessments by giving corrective information, that
is, by telling them about and making them to do corrections, also known as
directive feedback. Shute (2007) agrees that scaffolding in the form of
facilitative feedback is useful for later stages of learning, as shown in Chen’s
Year Five classrooms. Directive feedback is useful for learners at an early
stage of learning, illustrated by what Liz's students did in her Year One
classroom. A similar finding was reflected in a study by Sardeh and Saad
(2012), when they revealed that Malaysian teachers use scaffolding to
ensure that assessment for learning is an interactive process between the

teachers and the learners, aimed at improving educational performance.

Despite having insufficient training about SBA, the teachers in this study
understands that assessment involve something that had been taught and
learnt. For example in Chen’s interview she stated that the pupils should
only be tested when the teachers feel that the pupils are ready to be tested
on the topic or learning skill that they have been taught and learnt. Chen
said the curriculum emphasises the necessity of guidance for pupils. Thus,
the teachers in this study consider guidance important. Chen believes that at
the primary level, pupils need guidance throughout their assessment activity.

Through giving guidance, the teachers believe pupils will be more active in
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their learning as the teachers assist them in stimulating their thoughts. Chen
also believes guidance was a missing factor in the examination system. The
teachers were unable to provide the assistance the children needed during
their assessment activity. This echoes Christodoulou (2014) statements
about guidance in her book mentioned earlier. She stated the importance of
guiding students in their learning because according to her ‘new information
without proper guidance does not lead to effective learning but instead leads
to confusion, frustration and misconceptions’ (p. 39) about what the students
expected and supposed to do with any task given to them. The focus on
examinations led teachers to teach ‘to the test’. Therefore, an intense
atmosphere developed in the classrooms, because teachers were simply
providing more facts and information for pupils to memorise. In turn, some
pupils were ‘left out’, because teachers would focus only on pupils with the
potential to pass the examination, as discussed above and also as remarked

by the ministry official.

Quyen and Khairaini (2016) discovered that the teachers they studied in
Malaysia were capable of conducting assessment with feedback. However,
there was no proof that the teachers’ feedback was used in a critical way, for
example, to use students’ learning information to make further progress in
their learning. A similar situation was identified in this study, even though the
teachers provided feedback through guidance during the assessments,
recorded the assessment results descriptively in their lesson plan books and
recorded individual level scores at back page of the book to modify teaching

and to accelerate learning. Liz and Chen gave some samples of their
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reflections and assessment scores (see Appendix J and K). But there was
no clear evidence of how the assessment activity helped with future teaching
or adjustments to the teaching or how the students’ learning was planned

from the assessment results.

Much of the literature about assessment for learning or about formative
assessment regards ‘feedback’ as the key aspect of formative assessment
(e.g. Gipps, 1994; Sadler, 1998; Black and Wiliam, 1998; Brookhart et al.,
2010; Jones, 2005). Feedback can be useful when information about a task
and how to perform it more effectively could enhance self-regulation skills 1)
when the teacher and student are involved actively, and feedback is not
isolated from teaching and learning (even though feedback is not considered
a teacher’'s primary endeavour) and 2) when both the teacher and the
student understand how to use feedback (see to Table 1 in Section 2.2.1).
For this reason, Quyen and Khairaini suggest that there is a need for future
studies to focus on ‘practical formative assessment activities to reconcile

formative assessment theories within the Asian culture and conditions’

(p. 161).

The teachers in this study expressed strong beliefs (as discussed above)
about the value and practicality of SBA and some understanding of its
underlying principles, based on their knowledge and understanding of what
SBA is in classroom practice as well as the principles outlined with respect
to formative assessment, echoed in Black and Wiliam (1998). The three
main teachers in this study were strong supporters of SBA, yet failed to

implement many of its tenets. The following discussion shows the reasons
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the teachers deviated from some of the suggested practices recommended

in the Malaysian primary school SBA guidelines.

6.2 T HDFKHUVY EHOLHIV DERXW WKHPVHOYHV L

The teachers expressed doubts about their own ability to conduct SBA (see,
Section 5.1.1). Chen, for example, cast doubts on her ability to understand
SBA and the curriculum. She claimed that other teachers may also have
problems in understanding SBA. Mae expressed similar views, stating that
she did not know much about SBA, because she was simply asked to teach
the KSSR curriculum and to incorporate SBA in her teaching and learning
activities, without attending any related courses. The teachers’ perceptions
of their limited ability in implementing and interpreting SBA are clearly
significant; they tended to avoid strategies or activities which could
potentially cause problems. For example, Liz avoided using group work
activities in all of her lessons or as part of her assessment practices,
because according to her, she would lose proper control of her large class,
which consisted of pupils who would often misbehave. Losing control of the
classroom meant losing the pupils’ attention and their ability to sit down
quietly and listen to the lessons. Liz also admitted that her Year One
classroom were mostly those who performed low in their literacy and
numeracy test and she feels that they need more attention in their learning
and her being in control in the classroom. However, Chen and Dennis
preferred using group work prior to their assessment activities (group work is

one of the suggested activity in the SBA) and believing that assessment
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should be away from the knowledge of the learners by making learning more
interactive and interesting. The reason that Chen preferred using group work
because her classroom were much more smaller than Liz's which could be
the reason she preferred group work in each of her lesson. Where as
Dennis’ classroom consists of pupils who performed better in their literacy
and numeracy test which make it easier for him to give instructions for his
activities in the classroom. To these teachers, smaller class size and better
performing learners are easier to manage and making it easier for them to
conduct activities such as the group work recommended in the SBA.
However, larger class size with low performing learners in their literacy and
numeracy skills are difficult to manage and making it difficult for the teacher

to use group work activities such as in Liz's case.

According to Christodoulou (2014) the need of educational change of the
twenty-first century often suggests ways of organising classrooms. For
instance, in the Malaysian SBA some activities for assessment were
suggested as follow (role play, group work, making puppets, creative
writing). According to Christodoulou activities such as the above are
alternatives to dull rote learning. She provided a number of case study this
included one of her own experiences as suggested in the curriculum (see,
Section 2.3.1, Point 3). This situation suggests despite being recommended
list of activities in the new curriculum, teachers would tend to select activities
that they believe are appropriate and meaningful for their students to be

engaged on.
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The teachers in this study reiterated that their ability to conduct SBA was
one of the challenges which limited their practice of the assessment forms,
as a result of the lack of exposure during the SBA’s introduction. A similar
opinion was revealed in the implementation of the Malaysian PPSMI, as
discussed in the literature review, in which teachers’ competencies,
knowledge and abilities were lacking. However, based on Christodoulou
discussion above Liz may have avoided other assessment activities
suggested in the SBA not just because the lack of ability and training issues.
It was also about her believing that teaching something that involve group
work is taking the pupils’ time away from what is important in the topic as
what Liz commented that using group work ‘will disrupt her lesson and losing
control of the classroom’. This is because planning a group work activity is
not just about what assessment activity is considered appropriate for the
lesson but also involving the process of managing behaviours in such limited
time in the English language classroom for the pupils to achieve the learning
target as expected. To Liz, delivering her lesson would be much more
effective while her students are silent and controlled. This she believes
would help them to gain a clear understanding of the new knowledge she is

teaching and which they could reproduce in the assessment task later on.

Fullan (2001) warned that readjusting one’s beliefs is not easy, as it involves
‘the core value held by individuals regarding the purpose of education’ (p.
44). Henceforth, teachers experiencing change must have proper guidance,
because they may not know what needs to be changed or how to go about it

(Fullan and Steigebauer, 1991).
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6.3 Beliefs about assessment of speaking and writing

The main aim of the curriculum is to promote pupils’ speaking skills in the
English language. This study shows that in spite of the teachers’ awareness
of the speaking component in the curriculum, they demonstrated little
evidence of assessing that component in their practice. The only evidence
that the teachers conducted speaking assessment was during the Linus
programme test, which was prepared and provided by the Ministry of
Education. The teaching and assessment of speaking skills is often a
neglected activity in the Malaysian classroom, with teachers putting more
emphasis on reading and writing skills, because these are the skills most
tested in public examinations. The ministry official admitted this during my
interview with her. Thus, teachers tend to cover speaking skills in their
lessons only when they are required to do so (as shown in the LINUS

programme test).

Teachers in this study claimed that they were assessing speaking skills
when they asked questions in the classroom. Liz, for instance, said that
when she asked particular pupils to identify a particular picture or word, and
her pupils were able to respond correctly, she felt she was teaching and
assessing speaking skills. However, | did not notice this kind of assessment

during my observation of her.

A similar situation arose in a study conducted in a Cyprus English language
secondary teaching context (Tsagari, 2011), in which teachers were not

employing the communicative methodology introduced into their education
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system, because they thought that it was incompatible with the principles
underlying examinations. However, the teachers in Tsagari’'s study stated
that if examinations had not been so important they would have employed

the methodology suggested for their teaching and learning.

The belief of teachers in this study that writing assessment is of greater
importance than speaking assessment is a reflection of what they were used
to doing with the previous examination system. The training provided for the
new curriculum and SBA was insufficient and therefore failed to develop the
teachers’ deep awareness of the importance of promoting speaking
elements as the main objectives of the KSSR English curriculum and of
emphasising speaking skills in their assessment practices. Consequently,
the teachers in this study failed to recognise the value of the speaking
elements of the curriculum. This echoed Kagan’s (1992) statement that not
only do teachers’ beliefs influence their practices, but these beliefs are also
relatively stable and resistant to change. This means that if teachers do not
value what a change can bring to their teaching, the change is unlikely to

take effect. As Day asserts:

When change is demanded, it has been pointed out
that ‘teachers change or do not change’ according to
whether the proposed transformation is ‘within their
intellectual and emotional capacity’, and also
‘appropriate to their personal, educative and
ideological perspectives and the context in which they
work’. (1998, cited in Pike, 2002, p. 40).
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6.4 Belief that assessment involves the ability to memorise

what is learned

The teachers in this study expressed the belief that assessment involves
mainly the ability to memorise what is learned. This finding was significant
throughout my observations and interviews with Liz and Dennis. In Liz’s
lesson, she continuously conducted repetition exercises with words, phrases
and sentences. She stated that it is important for her to help her students to
continuously review what was learned in the previous lessons because,
according to her, the pupils will remember easily when they do the
assessments later. Similarly, Dennis thinks memorisation is important for
learning vocabulary, but he added that memorisation activities should be
conducted in a fun way. Thus, all his lessons during my observation
incorporated memorisation activities (repetition and drilling of words and
phrases). He said that whenever his pupils were required to write in the
assessment, they were able just to use the words, phrases or sentences that

they had remembered and memorised.

Associating assessment with memorisation was seen in a study conducted
by Au and Entwistle (1999), in which it was discovered that Chinese
students were prone to using rote memorisation. The same tendency was
identified in studies done by Biggs (1996), Samuelowicz (1987) and Kember
and Gow (1996) in China. These researchers found that despite Chinese
students being passive and less interactive in the classroom, their levels of
achievement were relatively high in examinations at Western universities.

According to Marton et al. (1997), the combination (memorisation with
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attempts to understand) used to prepare for examinations is seen by
Chinese students as normal, because ‘having an understanding of
something implies memory, just as (meaningful) memory implies
understanding’ (p. 32). Similarly, the teachers in this study believe in
associating assessment with memorisation to develop an understanding of
something which has been learned and in applying this understanding in the
assessment. Liz said that when her students memorised particular words or
phrases with repetitive drilling activities, they would eventually understand
and remember, making it easier for them to answer the assessment
questions. However, Hubbard (1997) contended the set back of memorised
responses in the context of her statistical classroom. She stated that for
memorisation strategy to work requires that learners will receive the same
set of questions that they mastered during the process of teaching and
memorisation. This is because according to Hubbard learners will have the
difficulties in ‘applying their knowledge to real problems outside the statistics
class which are never stated in textbook form and that students quickly
forget procedures that they have learned but not understood’ (p. 3).
However, writer of the Seven Myths about Education, Daisy Christodoulou’s
(2014) first myth about education is that ‘fact prevents understanding’. She
said that memorizing fact is important and so it is too with the memorizing
what is learnt and to be tested because according to her ‘if we want pupils to
have good conceptual understanding, they need more facts, not fewer’ (p.
20). This indicates that the teachers in this study believe when it is about
assessment there is no other way but to memorise what is learnt and taught.

They believe through experience by helping their pupils to memorise the
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words, phrases and sentence patterns are important prior to assessing. As
Spillane et al. (2003) state, ‘what individuals make of new information has
much to do with their prior knowledge, expertise, values, beliefs, and

experiences’ (p. 393).

Liz in this study believes that from her teaching and learning experiences
memorisation strategy or activities help her learners to do assessment better
and that she believes there is a relationship between assessment and the
ability to memorise information which is learned. By acquiring facts it can
help pupils build and develop their background knowledge (while
memorising times table, memorising important historical dates/year,
memorising how to structure sentences in language learning etc.) is
important for both present and future learning and for pupils to be able to
survive, be adaptive and innovative in the world that is rapidly changing

(Christodoulou, 2014).

Opell and Aldridge (2015) revealed that the teachers they studied in Abu
Dhabi were willing to comply with their reform initiative (which required the
teachers to change their teaching approaches in line with twenty-first century
skills, a constructivist approach). However, the teachers continued to hold
more traditional beliefs about their role in the classroom and their philosophy
of teaching and learning acquisition. Interviews and observations showed
that culture, fear, a lack of knowledge and understanding by teachers and
incongruent interpretations impeded the implementation of their curriculum

initiatives.
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The teachers in this study could also be using memorisation strategy
because as mentioned in this study, it is typical in Asian culture to associate
examinations with memorisation or learning ‘by heart’ (Levinsohn, 2007),
because of the importance of examinations in the Asian context.
Examinations and assessment are both known to help teachers identify how
well a particular learner has been progressing in his or her learning;
therefore, it is not surprising here that teachers would apply memorisation for
assessments in their practice. This belief in the traditional role of teaching-
learning and assessment expressed by the teachers in this study (about
memorization) had been experienced from generation to generation upheld

by the culture and later passing it on to the students.

6.5 Beliefs about the use of worksheet activities

Although the SBA lists some samples of assessment activities for teachers
to work with, in this case, the teachers in this study used worksheets as the
most predominant way of assessing their pupils. In Liz's lesson, for example,
she gave her pupils one worksheet after another, working from the belief that
worksheets provide her with an easier way to see and respond to her pupils’
learning progress — what has been taught versus what has been learned.
Dennis stated that worksheets were his ‘ultimate’ (in his own word) form of
assessment, but they were more for his own use in evaluating the
effectiveness of his teaching approaches. Chen designed her worksheets
using colourful and decorative templates. She said the worksheets were to

hide the fact that they were being assessed.
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As discussed earlier, teachers emphasise the planning and designing of
writing assessments rather than of other skills in the curriculum. Thus, it is
not surprising that the teachers in this study were more prone to giving
worksheets than any other of the suggested assessment activities in the
guidebook. Despite Liz, Chen and Dennis being strong supporters of the
SBA initiative, since they had had little exposure to SBA, they had to turn to
practices with which they were most familiar. This was evident in Anthony
and Walshaw (2007), who discovered that neither of the mathematics
teachers they studied, who enacted the national numeracy policy in a New
Zealand context, showed any sign of resistance to the change. Yet they
enacted the policy in quite different patterns, demonstrating different
approaches in the way they delivered their lessons, sometimes not aligning
with what the policy intended. Mansor et al. (2013) produced similar findings
in which certain teachers in Malaysia showed they were committed to
implementing SBA and revealed no signs of rejection amidst the challenges
they encountered with the initiatives. The teachers in their study delivered
their lessons in an interesting way despite the ‘teething trouble’ they

reported.

The practices of the teachers in this study are in line with the descriptions of
Trumbull and Lash (2013) and Black and Wiliam (1998) with respect to
formative assessment as they stated there is no single prescription for what
formative assessment should look like; it can include any activities
undertaken by the teachers which may provide information to be used as

feedback to modify the teaching and learning activities in which they are
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engaged. The teachers in the study relied on worksheets as they chosen

form of assessment.

The worksheets determined the teachers’ next steps as far as what to teach;
they helped identify pupils’ learning abilities and aided in the evaluation of
the teachers’ teaching strategies. Most of all, the worksheets were identified
by these teachers as the easiest way for them to plan and design for
assessment and to incorporate it into their teaching-learning activity. School
contexts, organisational structures, the social environment and the historical
context are all important factors which shape teachers’ sense-making with
respect to a new curriculum policy (Spillane, 2002). This observation
suggests that curriculum change requires supportive structures (e.g. ways to
utilise other assessment activities as recommended by the policy) which are
favoured and agreed upon. Al-Sawafi (2014) also suggested in his study in
the context of continuous assessment in Oman that it is important to study
teachers’ prior and existing beliefs, as well as other contextual factors, to
understand teachers’ practices and attitudes towards assessment reform.
Understanding teachers’ behaviour and the contextual factors affecting such
reform initiative could help Ministries develop a means of support for the

teachers in implementing the reform.

6.6 Summary

Based on the above discussion, this study showed that teachers’
pedagogical beliefs were the most influenced factor that contributed the way

the teachers’ implemented SBA. This was evident in the way they adapted
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SBA into their classrooms (e.g. the beliefs in giving guidance throughout
assessment activities, scaffolding so learners could operate in their ZPD,

associating guidance with feedback).

However, the teachers’ existing pedagogical beliefs toward teaching,
learning and assessment represented the challenges for implementing some
of the recommended Malaysian primary school SBA. For example, the
teachers in this study believe assessment involves the ability to memorise
what is learnt where they apply teaching strategies such as drilling and
repetition of words, phrases and sentence structures prior to the
assessment. However, the introduction of SBA suggested a number of
teaching activities to lessen Malaysian teachers rote teaching and learning
(see, Appendix A). In another example, the Malaysian SBA also introduced
variety of ways for the teachers to assess their pupils’ performances. The
three teachers in this study (including the four teachers) preferred and
believed that worksheets were the way they should assessed their pupils. In
addition, the introduction of SBA was also to create a balance in teaching
and assessing all the teaching skills (listening, speaking, reading and
writing; see, Section 1.3) and aim at focusing the speaking component of the
English language (as discussed in Section 1.2.2, it is the most neglected
skills taught and assessed). However, the teachers in this study believe the
writing component of the language is important to be taught, practiced and

assessed.

Despite the fact that SBA promotes multiple activities for the teachers to

assessed their pupils’ performances and that the teachers in this study held



- 256 -

strong pedagogical beliefs about SBA as well as having some understanding
of its underlying principles, they remained with some existing pedagogical
beliefs on teaching and assessment practices (Section 6.3 to 6.5). The
contextual factors (the knowledge and training of SBA; the examination
system; scoring, recording and reporting of SBA; interference of other reform
initiatives and; the monitoring of SBA) discussed in this study were the main
reasons for the teachers to retain with existing pedagogical beliefs and
practices about teaching and assessment. Thus, prevented their willingness
and ability to implement SBA as recommended and suggested in the SBA
documents. | provide an example how these contextual factors hindered the
teachers’ implementation process of SBA and affected the teachers’ strong
held beliefs about SBA. Liz commented that as far as she had noticed, there
had not been any monitoring done on SBA, even after a few years of its
implementation, nor was there any emphasis on doing SBA in the classroom
even though the Education Department required the yearly result to be
submitted - but no further action was taken when the results were not
submitted. Even if there was monitoring or encouragement to conduct SBA,
it was usually done through meetings in the school. But although there were
problems with SBA, there was not much discussion even in meetings, as
admitted by her head teacher (see, head teacher and officials comment how

monitoring of SBA is conducted in Section 5.1.5).

This discussion illustrates that there is not much emphasis from school and
local education authorities on teachers conducting SBA in the classroom

because of the loose way it is monitored. Head teachers and officers may



- 257 -

also think that simply conducting meetings to discuss the implementation of
SBA is enough. In the absence of proper training in SBA, head teachers and
officers may themselves not have the necessary knowledge and skills to

monitor its implementation in the Malaysian primary classrooms.

Therefore, in making sense of the mandated SBA regardless the loose way
it is being monitored the teachers in this study interpreted, altered, modified
and implemented SBA using their pedagogical knowledge and beliefs and
incorporating existing or prior teaching-learning and assessment practices,
according to the needs of the Malaysian educational context. The overall
findings of the study pointed to a limited uptake of SBA implemented in the
Malaysian primary school system as it faced with major challenges. It is the
reasons why the teachers in this study apply changes being imposed on
them in ways which allow the curriculum to make sense in their teaching and

learning context.

A study conducted by Rahman (2014) also found incongruence between
teachers’ practices and the expectations of the Malaysian primary school
curriculum (the KSSR) where the teachers’ teaching had focused and
remained on examination preparation than on actual learning (or as

suggested and recommended in the curriculum). She states:

Despite the fact that the curriculum focused on the
development of students’ ability to use the language
appropriately, meaningfully and effectively, the
teachers believed that learning meant providing as
much facts and information (i.e. input) as possible and
effective teaching was where students were able to
remember that was being taught. There was no
emphasis on whether students were able to achieve
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and perform the desired skills and apply them in their
daily life. (p.169)

Her study revealed the reasons behind her findings included teachers did
not fully understand the content of the curriculum and the cascade training
used to inform the Malaysian primary school teachers about the change was
ineffective. Therefore, it is not surprising that the teachers in this study could
also alleviated from the recommended practices of SBA and retained with
some of the existing teaching and assessment practices because of the way
the SBA training was carried out and introduced (see, Section 2.5 and

Section 5.1.1).

The fact that teachers remained with existing pedagogical beliefs and
practices in this study echoes Spillane’s framework, the individual cognition
element recognises that the development of new knowledge occurs through
existing structures (e.g. teachers’ existing knowledge and practices
concerning teaching and learning). Spillane (2002) also emphasised that
these structures need to be supported, or little may be achieved in terms of
realising change (as discussed in Section 2.4.1). This also echoes Hayes
(1995) suggestions, the teachers’ existing beliefs or values which influence
their practices are important to recognise in professional development
programmes. Fullan and Steigebauer (1991) and Wedell (2003) also agree
saying teachers experiencing change must have proper guidance, because
they may not know what needs to be changed or how to go about changing

it.
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The reality for educational reform may not be implemented as intended is a
phenomenon widely discussed in many existing studies (e.g. Harvey, 1999;
Rahman, 2014; Al- Safawi 2014). The main evident reveals that the
teachers’ existing pedagogical beliefs and practices were not identified and
confronted during the introduction of the change. This study may represent
another example of a reform initiative which had failed to meet these needs.
The evidences gathered in this study, show the importance to consider
teachers’ prior or existing beliefs about assessment and contextual factors to
understand the motives behind the teachers’ actual assessment practices
and their attitude to assessment reforms. This could extend our current
understanding of SBA and provides some implications to continuing
research on English language teachers’ beliefs about SBA in Asian context

and elsewhere in general. The next chapter discusses these implications.
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Chapter 7: Conclusions

The previous chapter presented the account of three primary school English
language teachers and their actual practices of SBA within a range of
contextual factors. To conclude the thesis, this chapter begins with the
limitations of the study, outlines its educational contributions and delineates
the implications of the study. | proceed with suggestions for further research
with regards to SBA and end this chapter with some personal reflections on

this study.

7.1 Limitations of the study

Although this study has yielded some significant findings about teachers’
pedagogical beliefs and their actual practices with the SBA reform, | am
aware of its limitations. As discussed in Section 6.1, the study only
represents a small number of selected primary school English language
teachers. It began with seven teachers selected for a preliminary interview
and then focused on three teachers who claimed to be implementing SBA in
their classrooms. The teachers in this study may not represent the whole
population of primary school English language teachers. However, engaging
with a smaller number of participants had allowed me to spend more time
with the teachers, to build an atmosphere of trust and to mitigate undue

influence on my part.
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Although | tried my hardest to minimize my influence as a researcher, my
presence may have affected what the teachers in the study had expressed
in the interviews and during my observations with them. For example, when
the teachers started talking, | could not stop myself from expressing my
experiences with it or even agreeing with what the participants had to say.
When | conducted my study with Chen for instance and as she started
talking about the way SBA was conducted when it was first introduced to
Years One and Two, she asked if | had been in one of the courses. | began
telling Chen what my colleague and | did in order to understand SBA. | felt
that this conversation might have affected the way Chen conducted her
lesson, because she might have thought that | was there to evaluate and
judge the criteria she would be observed on. Therefore, the teachers in the
study might have acted upon the implementation of SBA and tried to present
classroom assessment activities that they thought | wanted to see. | had also
stated in the methodology chapter that Malaysian teachers are not used to
being interviewed or observed by outsiders. Therefore, the teachers in this
study might also not be implementing their usual classroom or assessment

practices due to my role as a researcher.

Secondly, this study was conducted between mid June 2015 to June 2016
and after the course of this study the teachers’ process of implementation of
the SBA may have experienced some changes. This means that after June
2016 the teachers’ practices of SBA may not be the same as what had been
discovered in this study. For example, changes in terms of the primary

school English language curriculum which may also affect changes in the
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SBA guidebook and the scoring of the SBA may have already influence the
way SBA is being implemented and may also affected the teachers’
pedagogical beliefs about SBA. During my interview with the officer in the
Ministry of Education, she stated that the Malaysian primary school Year
One English language curriculum will undergo another change at the
beginning of 2017. She also stated that some of the contents of the
curriculum had been changed and some terms had been adopted in
accordance with the change. Therefore, the findings of the study may only
be valid for the period of the study (June 2015-June 2016). However, no
research study can ever capture more than a stage in a reform process, so
the findings may still be significant to those responsible for curriculum reform
here and elsewhere, and for academics concerned to understand the

processes of design and implementation of reform.

7.2 Contributions of the study

Despite the limitations discussed above, this study makes a number of
contributions. This project presented evidence why Assessment for Learning
or formative assessment do not always turn out as expected. The following
section discusses how this study has contributed to our knowledge in the
field of formative assessment and education reform. For example, in terms
of the age of the learners in responding to feedback, the need to align
formative assessment with summative assessment, for policy makers to
understand that introducing a new initiative not only means introducing a

new set of guidebooks, the need for curriculum reformers to decide and
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prioritize which reforms are most important and the importance for
curriculum reformers in recognizing and understanding the reasons for any

potential mismatch between teachers’ beliefs and their actual practices.

As we have seen, most of the existing literature about educational change
and teachers’ beliefs, about assessment reforms and teachers’ pedagogical
beliefs, about SBA or formative assessment and teachers’ pedagogical
beliefs focuses on the context of secondary or higher education where the
learners are aged between thirteen and seventeen (teenagers as learners).
As discussed in this study and the existing literature, the aim of formative
assessment is to reveal learners’ weaknesses and to help them progress
through the feedback that the teacher gives — with the pupils responding to
that feedback or information about their progress (Wiliam cited in
Christodoulou, 2016). According to Christodoulou (2016) many of
investigations revealed about feedback in secondary schools and the reason
for the kind of feedback provided to fail is because the learners had argued
that their teachers’ feedback may have been accurate but it was not always
helpful. This kind of feedback tells the learners what they have done wrong
but it does not tell them how to help them. Even at the level of secondary
education learners have difficulties in responding to the feedback about their
progress using the information given to them. This study focuses on primary
school education and deals with young learners aged between 7 and 12
years old. As discussed earlier, for formative assessment to work, the pupils
themselves need to respond to the teachers’ feedback or information about

their progress. Considering the age of the learners (7-12 years old, young
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learners) it might be difficult for pupils to respond to the feedback given to
them at this age. Furthermore with the insufficient training the teachers of
this study may have contributed to their inability to train pupils in how to
respond to feedback given to them. Therefore, Sadler (1989) suggests that
students need to be trained in how to respond to feedback and to recognise
the characteristics of the work they produced and could produce in future.
Sadler added, ‘it can't be assumed that when students are given feedback

they will know what to do’ (p. 4).

Additionally, the literature discusses specific challenges regarding the
competing roles of formative and summative assessments. This study
provides continuous evidence of and reasons for both success and failure in
the implementation of formative assessment, with a focus on the context of
primary school education, and this evidence might apply in other educational
contexts and in other subject areas as well. For example, in this study,
parents’ prioritization of examinations (also known as summative
assessments) hindered teachers from using descriptive results to report to
parents, since they might not have a clear understanding of what the
formative results meant. Thus, the teachers were caught in a tension
between the implementation of SBA and examinations. Moreover, it was not
only the parents having difficulties in understanding the descriptive report.
The teachers in the study also had problems articulating what formative
assessment is. This could also be the reason why teachers preferred using
grades to report students’ performance. Summative results provide common

or shared meaning (i.e. the grades that it produces through the end of year
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examinations is understood to be reliable and provides consistency among
all stakeholders). On the other hand, the formative system result (i.e. the
descriptive result) produces consequences for the teacher and the pupil but

loss of common or shared meaning and function among other stakeholders.

It is vital for educational policy makers within the Malaysian educational
context to understand that introducing a new initiative not only means
introducing a new set of syllabi, guidebooks or guidelines, but it also implies
understanding what teachers think and understanding their behaviour with
respect to the change as well as knowing their prior pedagogical beliefs
about teaching and learning. Wedell (2009) also stated that one of the
requirements for successful reform depends not on what is written but on

how people interpret and act upon what is written.

The LINUS programme reported in this study also indicates that it is the
responsibility of education officials to ensure which reform initiatives are the
most important for teachers to focus on. This will enable teachers to
concentrate on and invest more time in learning and enhancing their
competencies and abilities with respect to the change. As Wedell (2009)
stated, introducing too many changes at once to the teachers and into the

education system causes confusion.

In Al-Sawafi’s (2014) study he stated that little research has been conducted
about English language teachers’ pedagogical beliefs about educational
assessment innovations and how assessment is carried out in practice. This

study addresses this gap and adds to the existing body of knowledge and
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understanding about teachers’ beliefs and the implementation of SBA
reform, with a clear focus on the context of primary school education and
how the implementation of educational reform is associated with many
challenges. In addition, the lesson that could also be learnt from the findings
of this study, as discussed in the previous chapter 6, is that taking for
granted teachers’ stated beliefs about formative assessment ‘without looking
at the extent of how these pedagogical beliefs are consistent and
inconsistent with the teachers’ practices may provide inaccurate
interpretation’ for curriculum reformers (Al-Sawafi, 2014, p. 221) of how
formative assessment is implemented in practice. This study showed some
incongruence between teachers’ pedagogical beliefs about SBA and their
actual practices. This highlights the importance for curriculum reformers in
recognizing and understanding the reasons for any potential mismatch so
they can implement the reform more effectively. This study not only provides
detailed insight into the role of teachers’ pedagogical beliefs, but it also
provides insights into the contextual factors which shape how the teachers
implement SBA in (real) practice and also hinder teachers from
implementing SBA reforms in ways which are consistent with their stated
beliefs. Studying these elements (teachers’ pedagogical beliefs, actual
practices and contextual factors) provides information with regards to the
success and failure of the SBA reform and other assessment innovations in
general. This is because according to Borg (2003) ‘teachers are active,
thinking decision-makers who make instructional choices by drawing on
complex, practically-oriented, personalised, and context-sensitive networks

of knowledge, thoughts, and beliefs’ (p. 81). Therefore, it is important to ask
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teachers what they think about new educational reforms. Such information
may provide a window into their beliefs and understanding concerning

effective pedagogy.

The theoretical contributions of this study is an understanding on the
complex relationship between a reform initiative (the introduction of SBA)
and the teachers’ strong held pedagogical beliefs about SBA the
interference of multiple contextual factors affecting the teachers’
‘pedagogical behaviour, resulted in educational style manifested, conception
of the educational process and the use of certain methods’ (Mihaela and
Alina-Oana, 2015, p. 1). Mihaela and her colleague suggested ‘self-reflection
on professional identity’ is a powerful vehicle in changing ‘teachers’ beliefs
about their own pedagogical behaviour through ‘restructuring’ (p. 1004)
what they already know, believe and what the reform intended for them to
do. This means by restructuring could result in a flexible, appropriate,
innovative teaching-assessment in accordance to the teachers’ teaching and
assessment context. This study may also contribute as a base towards the

direction of this research as suggested by Mihaela and colleague.

Finally, most of the studies conducted about SBA in Malaysia that | used as
cross-references in previous chapters are small-scale studies, mostly about
explorations of teachers’ perspectives and their acceptance of SBA but little
about the teachers’ practices, as far as | am aware. The latest study about
educational innovation in Malaysia, conducted by Rahman (2014), is on the

reformed KSSR primary school English language curriculum. Her study
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indicates that high stakes examinations (summative assessment) was one of
the issues which affected teachers’ implementation of the KSSR reform (i.e.
the teachers’ teaching focus is on the written component because this is
what is assessed). The present study signifies a continuation of research on
the issue of assessment, specifically SBA reform (as an alternative to
examination) in the Malaysian primary school education system. As
discussed earlier, the SBA reform was designed to help achieve the KSSR
aim in enhancing pupils’ English language communicative skills. This study
comprises an in-depth exploration of teachers’ pedagogical beliefs, their
actual assessment practices (with SBA) and the factors influencing their
implementation of SBA. The study reveals that the teachers’ teaching and
assessment (even after introduction of SBA) they still emphasises on the

written component.

Therefore, this present study could be of great value to the Ministry of
Education, Malaysia, in the context of primary school in understanding the
reasons for teachers’ practices with SBA and how they do it (in terms of
SBA) with young primary school English language learners. It may also have
cross-national implications, because as reported by other researchers,
similar tensions are being found between formative and summative
assessments. For example, the Organization for Economic Co-operation and
Development (OECD, 2013) stated the struggle with competing formative
and summative functions of assessment is mostly related to the pressure of

high-stakes accountability system and the fact that schools are judged by
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how well their students perform on summative examination (e.g. SATs and

GSCEs in England, UPSR and SPM in Malaysia, HKDSE in Hong Kong).

7.3 Implications of the study

In addition to its contribution to educational research in general, this study
suggests several implications for English language SBA in Malaysia, mainly
for the curriculum reformers or the Ministry of Education, teachers’

educators, and primary school English language teachers.

7.3.1 Implication s for curriculum reformer  or the Ministry of

Education

Education officials need to consider if formative assessment could be used
with learners age between 7-12 years old. The literature revealed that
feedback is the linchpin for formative assessment and in order for formative
assessment to work the learners need to respond to the feedback or other
information about their progress. The literature also revealed that even in
secondary school education, learners between the age of thirteen and
seventeen years of age failed to respond to their teachers’ feedback.
Therefore, it is the responsibility of the education officers to develop a
module for English language teachers on what feedback in formative
assessment in Malaysian primary school education should look like. This
study also showed evidence of how Liz, Chen and Dennis conducted their
teaching and assessment (e.g. when they provided hint, prompts, giving
examples in conducting their assessment, memorizing prior to the

assessment conducted for primary schools and for young learners). It could
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be used as a guide for the Ministry of Education, curriculum reformers and

curriculum developers in developing such a module or guide.

Education officials need to consider the extent to which SBA and
examinations are aligned. The literature has discussed the challenges in
aligning both of these assessments because of their competing roles
(OECD, 2013; Christodoulou, 2016). Therefore, it is the responsibility of the
ministry to align formative and summative assessment and utilize both of
these assessment approaches as stated by Wiliam in Christodoulou (2016,
p. 21) that Assessment for learning is not just about teachers being
responsive; it is about pupils responding to information about their progress.

Thus, to sustain SBA in the Malaysian primary school.

Education officials should also understand that for an initiative to be
implemented effectively and for teachers to cope with the demands of this
SBA, teachers need pedagogical skills, knowledge and a clear
understanding of the concepts underlying the initiative as well as the ideas
behind the change. In other words, English language teachers in Malaysia
need the necessary support as well as an understanding of the required
adjustments specifically what SBA means in practice and what teachers are
required to do. Wedell (2009) also suggests that if the curriculum change
involves significant cultural shifts, the policy makers must decide what the
intended change requires teachers to do and then decide on the kind of
support they need, who will provide these supports and the length of time for

which the supports will be needed.
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7.3.2 Implication s for teacher educators and supporting English

language teachers

The teachers in Malaysia may not be aware of their existing pedagogical
beliefs, but this study provides evidence that their prior teaching—learning
experiences have a major influence on the way they implement and interpret
certain changes introduced to them. Therefore, it is important that training
and development programs in teachers training institutes should consider
the opportunity for pre-service and in-service teachers to reflect on their own
classroom practices, allowing their existing pedagogical beliefs as well as
their prior or existing teaching experiences to be uncovered and confronted.
The contextual factors which influence what happens in the teachers’
classrooms should also be examined. Officials need to understand that
guidelines, guidebooks and one-off training are not enough to allow teachers
to follow through with the demands of such change. Fullan (2001) had
warned that readjusting one’s beliefs is not easy, as it involves ‘the core
value held by individuals regarding the purpose of education’ (p. 44), and
suggested that to alter teachers’ pedagogical beliefs, extensive support must

be provided.

Teachers cannot be blamed for the limited uptake of the Malaysian SBA.
The in-service teachers in this study showed strong support for SBA,
showed a willingness to change and showed significant changes and a great
sense of awareness with regard to assessment and the SBA. Additionally,

the teachers in this study had implemented part of the recommended
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activities as suggested in the SBA documents in spite of the major factors
affecting their practices, as discussed in previous chapters. The limited

uptake can be attributed to inadequate training.

Malaysian English language teachers need to know the concepts of
formative assessment and the principles which underlie this type of
assessment. They also need a clear understanding of its benefits to both the
teachers and specifically to learners, and they need to understand the
process of conducting formative assessment and that feedback is an
essential element of its process. Thus, this study suggests that
comprehensive support and training from the government, from the Ministry
of Education, from education officials and teacher educators is necessary on
this dimension of assessment (formative assessment as Black and Wiliam
(1998) described it and other scholars, see, Section 2.2.1) and that formative
assessment in-service training should take effect immediately if the Ministry
of Education wants to sustain SBA in Malaysian primary school education.
This immediate in-service training proposal suggests these following points:
x The meaning and differences of formative and summative
assessment specifically the principles underlying formative
assessment as discussed in many existing studies (as in Section
2.2.1). Literature on formative assessment had argued the importance

of understanding its principle to avoid misconceptions with regards to

this type of assessment.

x The training could also include the misconceptions of formative
assessment and the challenges that it encounters elsewhere
specifically in countries that had proposed such form of assessment

in their education system (as discussed in Section 2.2.2). Literature
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had also argued the success and failure of formative assessment is
affected by many contextual factors including the difficulties in

articulating what formative assessment is (as shown in this study).

x Existing studies (see, Section 2.4.3) including this study had
presented evidences on the importance of identifying teachers’ prior
pedagogical beliefs with regards to assessment. It is also important
during the proposed in-service training the teachers’ prior or existing
pedagogical beliefs with regards to assessment is identified and
confronted. Thus, identifying the way formative assessment could be
best implemented which is agreed on according to the needs of the
Malaysian teaching and learning context. The training may also lead
to other discoveries concerning teachers’ pedagogical beliefs which

this study might not had encountered.

7.4 Suggestions for further  study

This study has provided insights into three English language teachers’
pedagogical beliefs and their actual SBA practices. The study only focused
on the teachers and what they do and why they do it, in terms of SBA. |
suggest that for future research, the following could provide valuable insights

with regards to SBA:

x This study used a qualitative methodology to uncover the reasons
behind the teachers’ practices, providing an in-depth discovery of
what teachers do in terms of SBA being imposed on them. | suggest
that this study can provide the basis for the design of a survey in
which the practices and beliefs of a wider range of teachers can be
studied. For example, a survey that focuses on the dimensions of
teachers’ pedagogical conceptions of effective feedback primarily
focusing at primary school level or young learners; conceptions about
assessment, their attitude towards educational reform (about
assessment in particular) and their pedagogical beliefs about
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assessment (mainly a focus on classroom assessment) could be
useful for curriculum reformers in considering the best way to support

the SBA policy or to develop it in new directions.

This study also took the initiative to interview one Ministry of
Education officer in the curriculum unit, which provided very useful
information. | suggest that interviewing policy makers and getting their
ideas on what lies behind the change or behind any future changes,
for that matter, would be equally insightful. This is because when
education officials (the policy makers and those running the policy for
them) and the teachers understand reasons for the change and its
importance. Such understanding enables both parties to work towards

the direction and aims of the change.

This study has highlighted that since the introduction of SBA, parents
influence the way the teachers in the study implemented SBA. A
focus on parents regarding how they feel about SBA, what they
believe about assessment and what it means for their children to be
assessed could provide an understanding of what type of assessment
parents prefer and how their preferred assessment can be aligned
with the SBA initiatives. Literature has emphasised about the
importance of parental involvement in education reforms (Comer and
Haynes, 1991; Epstein, 1995) and to consider parents as ‘partnership’
in education (Dewey, 1916 cited in Shumow, 1997, p. 205). This is
because parents seem to reject reforms that they do not understand
and advocate a return to old practices for this reason (Cassanova,
1996). Literature also indicates that parents seem to accept education
reforms when they understand and are consulted about them
(Shumow, 1998). Shumow (1997) argued that little research had
been conducted about parental beliefs with regards to schooling and
learning although they are considered important stakeholders. He
further stated that to include parents participation in education
decision-making their views about education (about assessment in

the case of this study) should be considered.
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x Finally, although this study represents only a small number of
teachers, it outlines valuable directions of research on educational
reform and the contextual factors influencing teachers strong held
pedagogical beliefs about SBA and its practices (see, Section 7.2).
Possible study could be undertaken about teachers’ pedagogical
beliefs about assessment and reflection on their identity, role and
responsibilities on assessment practices. This could be an important
step in changing teachers’ existing pedagogical beliefs about
assessment. By reflecting ones identity, roles and responsibilities
could lead to teachers changing pedagogical beliefs and behaviour
(Mihaela and Alina-Oana , 2015). Specifically could lead to a valuable
discovery and ways that could change teachers’ attitude toward

existing pedagogical beliefs about teaching-assessment practices.

7.5 A personal reflection

| conclude with some brief comments regarding how this study has helped

me in my personal academic development.

| learned to understand that research is not a straightforward process, even
if one is familiar with the context under study. It is not just a process which
involves compiling all relevant data and determining its implications for the
intended audience, but it is also a process dealing with a large amount of
data materials. It involves selecting the most appropriate quotations and
focusing on related themes and making sense of them, reflecting on and
finding the correct structure for discussion and matching the findings with

relevant literature in order to get the ideas across meaningfully.
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This study also helped develop my research skills and ideas in a way which
might not have been possible without going through the process. | learned
the conventions of academic writing and how to illustrate my ideas. | also
learned what data is in qualitative research, how data is collected and
generated, how data is interpreted and how to make sense of it. | believe
that now | have the confidence needed to carry out studies using qualitative
research methodology for English language and assessment in my home

country, Malaysia.

In the introduction of this study, | mentioned that | was involved in the
introduction and implementation of SBA for three years before undertaking
my PhD at the University of Leeds. As a primary school teacher, |
experienced the difficulties in implementing and understanding what SBA
meant in classroom practice, because of the way SBA was introduced. Thus,
| wanted to know how other teachers were experiencing it and coping with
the implementation, specifically, how they do it and their reasons for
implementing SBA in the way they do. Throughout the course of the study,
reading literature on educational innovations, teachers’ beliefs and
assessment, | learned first-hand to understand what formative assessment
is really about, how it is used and what outcome it can give to both the
learner and the teacher when used appropriately with the right process. The
study also made me sympathise with primary school teachers in general and
specifically with the English language primary school teachers in Malaysia. It
made me appreciate the difficulties and complexities which teachers face

when they are required to implement educational reform. Educational
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change also teaches that there is no fast track to overcome challenges but
that change requires that all levels of the education system work together

and commit to the process.
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Appendix B: Samples of content, le arning standard and
performance standard for Year Four (Listening &
Speaking)

CONTENT LEARNING STANDARD PERFORMANCE STANDARD
STANDARD PERFORMANCE DESCRIPTOR
LEVEL

1.2 1.2.1 Can participate in daily and guided
By the end of the 6 Able to participate in daily 1 conversations with peers with a very limited
year primary conversations: level of fluency and appropriateness
schooling, pupils will | (a) extend an invitation Can participate in daily and guided
be able to listen and | (b) acceptan invitation | 2 conversations with peers with a limited level
respond (¢} decline an invitation | of fluency and appropriateness
appropriately in (d) express sympathy | Can participate in daily and guided
formal and informal 3 conversations with peers with a satisfactory
situations for a 1.2.4 level of fluency and appropriateness
variety of purposes. Able to participate in guided Can participate in daily and guided

conversations with peers 4 conversations with peers with a good level of

fluency and appropriateness

Can participate in daily and guided
| 5 conversations with peers with a very good
level of fluency and appropriateness

Can participate in daily and guided

] conversations with peers with an excellent
level of fluency and appropriateness
1.2.2 Can listen to, follow and give instructions and
Able ta listen to, follow and give 1 directions around the neighbourhood with
instructions very limited ability
2 Can listen to, follow and give instructions and

1.2.3 directions around the neighbourhood with
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Appendix C: Performance level specification for Year 4

PERFORMANCE STANDARD

Performance level

Descriptors

Know basic skills in listening, speaking, reading and writing:!

Say aloud rhymes or sing songs with guidance.!

Identify and distinguish the letters of the alphabet.!

Recognize and articulate initial, medial and the final sounds in single syllable words.!
Blend phonemes into recognizable words and read them aloud.!

Segment words into phonemes to spell.!

Demonstrate fine motor control of hands and fingers.!

X X X X X X

Know and understand words, phrases and sentences heard, spoken, read and written:!
x  Participate in daily conversation.!

X  Read and recognize words and apply word attack skills by matching words with
graphics.!

2 X  Read and recognize words and apply word attack skills by matching words with
spoken words.!
x  Copy and write in neat legible print.!
Know, understand and apply knowledge obtained through listening, speaking, reading and
writing.!
x  Participate in formal conversation.!
3 x  Listen to and follow simple instructions and directions!
X  Read and understand phrases in linear and non-linear texts.!
X Read and understand sentences in linear and non-linear texts with guidance.!
X Apply basic dictionary skills using picture dictionaries!
X Spell common sight words and seen words.!
Apply knowledge obtained through listening, speaking, reading and writing in various
situations using good manners.!
4 x  Listen to and demonstrate understanding of oral texts.!
X  Match realia to simple sentences read.!
x  Follow instructions from simple linear and non-linear texts.!
X Punctuate correctly.!
Demonstrate well the ability to apply knowledge of listening, speaking, reading and writing
for various purposes using admirable manners.!
x  Talk about a picture with guidance.!
x  Read simple fiction and non-fiction texts for information.!
x  Write simple sentences with guidance.!
5 x  Complete forms with guidance.!
x  Make a list.!
Appreciating literary works by performing and presenting ideas using exemplary manners.!
x  Talk about a short story with guidance.!
5 Recite rhymes with correct stress, rhythm and intonation.!

X
x  Choose and read simple fiction and non-fiction texts for personal enjoyment.!
x  Create simple non-linear texts using a variety of media with guidance.!
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AppendixE: SDUWLFLSDQWVY LQWHUYLHZ JXLGH

Pre-study interview
What are the teachers’ understanding, knowledge and views of SBA?
A. Teachers’ background and experience

1. Can you share your educational background?

2. How long have you been teaching?

3. Can you share your English language teaching experiences? How about your
English learning experiences - can you share a little bit about those, too?

4. Can you share some of your experiences about exams/tests that you have taken?

B. Teachers’ knowledge and understanding of SBA
1. As an English language teacher of many years, why do you think SBA is being
introduced in primary schools? Can you share your feelings about this change?
2. Can you share what is SBA means to you? How do you understand it?
3. Can you share what you are asked to do for SBA and how you do it?

C. Teachers’ views about SBA in teaching and learning

1. Can you share your views on the benefits of SBA for learners, teachers and the
nation in general?

2. Can you share your own feelings about SBA?

3. Since it is compulsory to incorporate SBA into your lessons, how much has SBA
changed/influenced your teaching?

4. How about the learners? What do you think has changed with regard to their
motivations for learning and your teaching and learning relationship with them?

D. Teachers’ implementation of SBA
1. Can you share your classroom lesson? Can you share any of the activities that you
do for
- listening and speaking
- reading
- writing
- language arts
2. So far, have you incorporated SBA into your lessons? Can you describe how many
times have you incorporate SBA into your lessons?
3. Can you describe the assessment instruments/materials that you use for SBA?
What do you usually do with the materials once corrections have been made?
4. The SBA states that students should be given opportunities for self-assessment and
teachers should give input/feedback of their progress.
- Can you describe if it is easy for you conduct these activities?
5. The SBA also encourages teachers to continue giving homework and classroom
exercises.
- Can you give your views on homework?
- What is your view on classroom exercises?
6. How much do you think your teaching reflects the reform effort?
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Append ix F: Sample of observation schedule with Liz
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Appendix G: Sample of field note s taken during observation
with Liz

Date: 2/07/15 (Liz/EN (01)/07 -15)
Class: Year 1(J)
Time: 10.20-11.20a.m.

| arrived at Liz's Year One English classroom at the same time as her.
In fact we walked together to the class from the teachers room. She came to
pick me up from my table on her way to the class. Liz warns me about the
class | will be going in. The entire walk to the class Liz kept went on talking
about the pupils’ behavior. She had told me about this when | came in to the
class during my preliminary classroom observations. She told me that this
class is much more worst.

O.C: As a schoolteacher myself | am used to hear these kinds of
worry from teachers telling the observant the situation or the condition
of the class prior to being observed and what are to be expected.

As we were about to enter the classroom a girl came running and
approaching to Liz telling her that two boys are fighting in the class. Liz a
very soft-spoken teacher walked calmly to the two the boys and breaks the
fight. | managed to capture a bit of the commotion. These boys were actually
wrestling their heart out and were already down on the floor. The rest of the
pupils were surrounding and watching them. It took Liz about 10 minutes of
her lesson to manage the quarrel between these two boys. She instructed
them to go back to their sit. As Liz was busy settling the two boys and the
rest of the class in order for her to begin her lesson, | made a place for
myself at the back of the classroom. The two boys were actually sitting a row
from each other. The other seems not be quite satisfied with the teacher
breaking up the fight. He turned to his opponent and started hitting him again
as hard as he could. | just looked at Liz and she came walking to deal with
them again but it didn't ended easily. So Liz made the decision to put the
other boy to another seat. Even so, the boy, who was moved couldn’t stop
looking at his opponent in rage.

O.C: | was a bit surprised at the fight and the boy showing his
unstoppable anger at his opponent. The other was a bit relaxed.
When Liz mentioned of their behavior | was not expecting this kind of
behavior in a Year One classroom.

After about 15minutes of time wasted for the two boys, Liz began her
lesson. Liz started her lesson by recalling the vocabularies that the pupils
had been learning previously.

O.C: A few pupils were looking at the back to my direction. A few
those closerto me ZRXOG EH FDOOLQJ PH 3SWHDFKHU™ DQG
ZKDW , ZDV GRLQJ WKHUH 37HDFKHU- EeAddaf Wwb&@ D VLQL
are you doing here?). The entire lesson few of the students would stare at
the back and come to see what | was writing. | sent them back to their seats
and tell them to look at Liz and what she was teaching. | felt like | am one of
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Date: 14/07/15 (Liz/EN(02)/07 -15)
Class: Year 1(1)
Time: 08.50-0.950 a.m.

I

Teacher’s
=

The whiteboard

L[ ]
L[ |
L]
L]
L[]

The sitting arrangements in all of the class in this school are facing the
board. And students are to sit in pairs and sometimes in threes. After the
matching activity was completed, Liz began to distribute the worksheet in the
classroom. Once everyone has the task, Liz asked the students to write their
names. Then she spends the whole activity going from table to table to see
how her students were doing. As usual Liz distributed two different kinds of
worksheets. One is for good students (sequencing the sentences according
to the story heard earlier) and the second one is just matching the sentences
to the pictures. The teacher continues to walk from student to student. Then
she stops at one table in front at the second row. Liz was on her kneels with
the students work. She spent about 20 minutes on her heals surrounded by
most of the students in the class.

O.C: | wonder what were actually going on there. | need to ask Liz
this and what she thinks of the students surrounding her like that.
What was she instructing the students to do after handing it back to
them.

Just like the other class | see the students walking around the whole lesson
asking help from their friends or walking towards the teacher. Some were
also playing with each other. A student was also wiping the board from the
earlier activity. One student kept on knocking his table. | saw a student even
helping her friend to write her name. At this moment a student from another
class came in asking for a student from Liz class. The class became noisier.

0O.C: | also wonder what Liz thinks of these activities in her classroom.

Liz then started using her class routine by counting numbers and ordering
them to sit down and calming the class. Once she clams the class, Liz wiped
the board.
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Appendix H: Sample of my personal note in Liz 9§ $chool

23/06/2015 (PN/Iiz/06-15)
First Day in school (Liz)

Y

Y

Ya

| arrived at school around 7.05 am, school was about to begin at 7.10am.
This was the beginning of my second phase of data collection. This week
was all about preliminary observation. When | entered the school, my first
intention was to see the head of school who gave me access to do my
fieldwork in the school. Since | have came to the school before during the
school break to conduct my preliminary interviews | had no problem of
finding my way to the administration office. The only problem was | did
not have any idea who he is but | did get some information that the head
of school arrives early to school every day. | may not find the problem of
seeing him this early morning as no one will be visiting head school at
this time except in some cases like mine.

As | entered the administration office a man from his office greeted me.
Since | know the head of school arrive early to the school, | get the sense
that he is the person | am looking for. | could not see the label on his
door since it was wide opened. He welcomed me to sit in his office and |
started introducing myself and showed my research pass. Since he was
expecting me, he gave a good smile. The head of school asked some
questions on what | was doing, so, | started explaining. He had no
problem of me with my fieldwork and gave me the permission to do what
| should be doing. He then offered me a space in the administrative office
but | would be more happier if he could place me in the teacher’s room
because | wanted to be with the teachers and communicate with them.
They know that my existence was as a researcher but | also wanted to
be part of the community. Before | went to my sitting place, | told the
head of school that | would like to help with any of the school activities
and teaching as well. He was happy with these words. | know most head
was happy to hear this when sometimes they are short with teaching
staff, sent for courses or due other circumstances. | think it was a good
thing | mentioned this.

| was placed with two teachers’ trainees. What | actually wanted was to
be with the other teachers. It is a space right after the entrance. Another
small door leading to rest of the teacher’s office. The teachers had a
small seating place divided by small cubicles. | had always wanted a
place like this when | was teaching but then | see that as | know then an
open area was much better. Where everyone see each other and can
talk with each other anytime they want without being separated by any
walls.
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AppendixJ: /L]fV OHVVRQ SODQ IURP WKH FODVV
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Appendix L : Sample of interview transcript  translated to
English

a. Original transcript

Lizz Pada pendapat saya, kenapa uhm..SBA ni, school-based assessment
diperkenalkan di sekolah, saya sebab kan sebelum ini saya rasa kita based
on exam-oriented ba kan. Untuk lulus exam saja. Jadi macam tu tekanan ba
kan untuk lulus exam saja. Jadi mungkin yang begitu tu kan macam tidak
berkesanlah pada saya. Hanya untuk dia belajar untuk lulus exam sahaja.
Jadi bila diperkenalkan SBA, saya nampak dan saya sudah pun jalankan
SBA ni. Dia mahu tengok potensi murid itu, SBA mahu tengok potensi murid
itu ba. Setiap hari kita mahu tengok potensi murid itu samada dia kuasai
kemahiran yang dia belajar hari ini. Boleh dapatkah, dia boleh kuasaikah
ataupun tidak dalam itu la SBA. Dia mahu tengok potensi murid itu
menguasai atau dia tidak menguasai. Itu yang saya tahu lah perbezaaan
yang dulu dan yang sekarang ni.

b. My translation

Liz: to me the reason SBA school-based assessment was introduced in
in school because before this we were based on exam-oriented, right?
Just to pass examination. So maybe those ways are not effective to me
they learn only to pass examination. So when SBA was introduced and
| have done SBA it wants to look at the potential of the students. SBA
wants to look at the students’ potential, right. Each day we look at their
their potential if they have acquired the skills learnt on that day. If they
could acquire or not that SBA. It wants to see if the student can or not
achieve the required skills. That's what | know the differences between
previous and now.

c. OV I[JULHQGYV WUDQVODWLRQ

In my opinion, why uhm...actually, SBA, school-based assessment was
introduced in school because all this while we were exam-oriented right? To
pass exam only. So, the pressure was to pass in the exam. So, maybe, that
is not effective for me. Pupils learn to pass the exams only. So, when SBA
was introduced, | saw/realised that | had already implemented SBA. It wants
WR PHDVXUH WKH SXSLOYV SRWHQWLDO 6%$%$
Everyday, we wanted to see/identify either the pupil has achieved/mastered
the skills taught in the lesson. Can the pupils master the target skills or not.
It wants to identify the pupils mastery of the skills or not. That s what |
know/understand based on the changes/differences from the previous and
the recent one.

ZDQW\
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Appendix M : Interview guide with Ministry of Education
official

1. Could you share with me, what is your post and unit in the Ministry of

Education?

2. Could you share with me, what was the idea behind the introduction

of SBA in the Malaysian primary school English language curriculum?

3. How important do you think that SBA should be implemented?

4. Do you think the teachers are implementing SBA in their respective
school?
X How closely do you think that the teachers’ implementation of the

Malaysian SBA matches with the recommended SBA?

5. What do you think are the challenges in the implementation of SBA in

the Malaysian primary school?
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Appendix N : Participant information sheet and consent form

Participant information sheet

PROJECT TITLE

From Policy to Practice: The Effect of Teachers’ Educational Beliefs and
Values on Their Interpretation of School-Based Assessment Reform in
Primary Schools in Malaysia.

INVITATION

You are being asked to take part in a research study. Before you decide to
participate or not on the project it is important that you understand the
reason why the research is being done and what will it involved. Please take
the time to read the information carefully. Please feel free to contact me
Stephania Albert Jonglai (edsaj@leeds.ac.uk).

THE RESEARCHER

Stephania Albert Jonglai, PhD candidate School of Education University of
Leeds, United Kingdom.

WHAT WILL HAPPEN

The aim of this qualitative study is to explore teachers’ interpretations of the
Malaysian SBA in primary schools. This primary focus will be on in-service
English language teachers teaching in primary schools. | aim to explore:

X Teachers’ understanding, knowledge and views concerning
Malaysian primary school SBA

X The influence of SBA has had on teachers’ classroom practices

X The educational beliefs effecting teachers’ conceptually and
practically, of SBA policy


mailto:edsaj@leeds.ac.uk
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RESEARCH START AND END

The study is conducted in four phases:

Phase Time

Activities

June 2015

Interviews

X First week: School A & B

x Second week: School C & D

X Third week: School E

Fourth week: Preliminary Classroom
Observations in School 1

July 2015

x First week: First classroom
observations + post classroom
observations interviews
Second week: Second
observations + post-classroom
observation interviews

Third week: Final classroom
observations + post-classroom
observations interviews

Fourth week: Preliminary classroom
observations in School 2

X

August 2015

x First week: First classroom
observations + post classroom
observations interviews
Second week: Second
observations + post-classroom
observation interviews

Third week: Final classroom
observations + post-classroom
observations interviews

X

September-November
2015

Final telephone/email
interview/smartphone messaging
application

What will it involved:

X Discussions : There will be a

pre-study interview conducted in the

X Classroom observation:

first, second and third week of the visit and three rounds of post
classroom observation interview on the fifth day on each week. You
will also be asked to take part in a telephone/email
interview/smartphone messaging application that will be conducted
from September-November 2015.

Two schools will be selected to take part in
a classroom observation for three weeks followed by a post
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classroom observation interview on the fifth day of each week. The
classroom observation will be audio recorded and video recorded at
the final week of classroom observations.

3$57,&,3%176T H*+7

You may decide to stop being a part of the research study before classroom
observation takes place. You have the right to ask that any data you have
supplied to that point be withdrawn/destroyed if you decide to withdraw from
the project. You have the right to have your questions about the procedures
answered (unless answering these questions would interfere with the study’s
outcome). If you have any questions as a result of reading this information
sheet, you should ask the researcher before the study begins.

BENEFITS AND RISKS

There are no known risks for you in this study. By participating in this study
you will have the opportunity to share your experiences, knowledge,
challenges encountered. Perhaps will identify common support needed for
in-service teachers when change is being introduced at the school level in
Malaysia. This information will be shared with you in this project once | have
gathered all of the information.

CONFIDENTIALITY/ANONYMITY

The data | collect will not contain any personal information about you. The
information you provided will be strictly kept confidential. Only the
researcher, Professor Mark Pike and Dr Martin Lamb will have access to the
information you provided. The data will be used as part of my PhD thesis for
the University of Leeds. It will be used for presentation at conferences and
seminars

FOR FURTHER INFORMATION

If you would like to take part in this study please contact: Stephania Albert
Jonglai (edsaj@leeds.ac.uk)
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Participant consent form

-
)
OE,

UNIVERSITY OF LEED

Please
initial
box

-_—

. | confirm that | have read and understand the

information sheet explaining the above research
project and | have had the opportunity to ask
qguestions about the project.

| understand that my participation is voluntary and
that | am free to withdraw before classroom
observations takes place without being any
negative consequences. In addition, should | not
wish to answer any particular question or
questions, | am free to decline.

| understand that my responses will be kept strictly
confidential (only if true). | give permission to the
researcher to have access to my anonymised
responses. | understand that my name will not be
linked with the research materials, and | will not be
identified or identifiable in the report or reports that
result from the research.

| agree to be audio-recorded during interview and
video recorded for classroom observation.

| agree for the data collected from me to be used in
University of Leeds PhD thesis, conferences, for
seminar purposes.

| agree to take part in the above research project
and to contact Stephania Albert Jonglai
(/4)(Fk-//4)5(+57,) to any changes on my contact.

* To be signed and dated in the presence of participant.

Name of participant

Participant’s signature

Date

Researcher Stephania Albert Jonglai

Researcher’s signature

Date*
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Parent Consent Form

Dear Parent/Caretaker,

Your child’s English subject teacher (name of the
English teacher) had agreed to participate in a research project entitled.
“From Policy to Practice: The Effect of Teachers’ Educational Beliefs and
Values on Their Interpretation of School-Based Assessment Reform in
Primary Schools in Malaysia”.

| will be observing and video recording your child’s classroom during the
English language lesson about a week between June-August 2015. The
focus of the video will be on the English teacher classroom practices about
one hour for each session. The video recording will be used by me for my
study and my thesis and will not be referred to any individual pupils.

Please complete and return the Permission Form to document your
permission for these activities.

Yours Sincerely,
Stephania Albert Jonglai
PhD Candidate
University of Leeds
United Kingdom

(please return this permission form)

PERMISSION FORM

| am the parent/caretaker of (child’s name)

in (class details). | have read your letter regarding

your project.

Mthe appropriate box

*| GIVE PERMISSION for my child to be video recorded during your
observation in my child’s classroom and | understand my child’s name
will not appear in any material related to the recording.

*I DO NOT GIVE PERMISSION for my child to be video recorded

during your observation. She/he will be seated outside the recording
activities
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Appendix O : AERA Ethics approval
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AppendixP /HWWHU WR &KHQTV KHDG WHDFKHU

Date: 9 July 2015
Dear Madam

would like vo inform you that on Samrday the 4= af July, | had interviewed one of your
teachers. Your teacher was istroduced to me through one of my inital participant who
mentioned that she might hold information that 1 was leoking for my soudy. For your
information, [ follow up information gained from previous interviews with my initial
participants. | admit that it was entirely my mistake for not asking your permission because it
was only an informal meeting at firsc My intention was just o know if she has something that [
was loaking for with regards to SBA. Fortunately, she does have the knowledge, information and
the experience that | needed.

Additionally, my study about SBA is to find aut the way teachers translave this policy into
actian. [t alss aims vo find out the reasons particular teachers are motivaved in this approach of
assessment, their motivation and how their understanding of it 1t also seeks the barriers vo this
implementation in schools. Palicy makers often expect us, as the implementers that we will do as
we are told buer without them noticing the challenges that we often faced in schools in conducting
certain implementation. We are alse pressured w obtaining good, excellent achievements avery
year but sometimes policy makers may overlooked at the sacrifices that we had often made for
education [eg. worklpads, lack of veachers and those who are experis in a particular field, the
trainings and courses conducted]. These may influence the way we implement the initiative,

Understanding weachers and understanding the challenges will shed lights and
knowledge for head ol schosl, education officers, policy makers and implementers in providing
the kind of help or assistant peeded o implementing changes introduced to the schasl in the
future and reasons why changes aften fails [as in the case of PPSMI]. In this stedy, 1 seek no
errars and falts buk to work together as educatars to share our thoughts about changes made in
the curriculum and how we could make it better. All information or statements provided will be
kept srrictly confidential and will not contain any markers of the school or teachers’ identity.

For your information, | was a primary schoaol teacher myself for 11 years before [ bagan
this study. | had worries about many changes in our edecation of the way training was conduected
and for us e implement what is being asked for ws to do. [ had questions in my mind if other
teachers are having similar difficulties.

I wiould like o make an application to have access in your school to conduct a study on
ane of your teachers wham [ had interviewed and that if you also have samething to share about
5BA. Here attached are copies of approval levters from the Ministry of Education, State Education
department, EFU o conduct research in primary schaols in Sabakh.

Yours kincerely

Stepbapia Albert [onglal

University of Leeds
+B01 9362 L9 f+ 4407 TEUET TN



- 320 -

Appendix Q : Letter of approval to conduct rese arch in
Malaysia

UNIT PERANCANG EKONOMI
Economic Planning Unit

Jabatan Perdana Menteri

Prime Minister’s Department

Block B5 & B6

Pusat Pentadbiran Kerajaan Persekutuan -

62502 PUTRAJAYA Telefon : 603-8000 8000

MALAYSIA

Ruj. Tuan:

Your Ref.:

Ruj. Kami: T
Stepahania Albert Jonglai OurRef.: == 72/ -
16 Delphcourt, Tarikh: o o
Delph Lane, Date: 25 March 2013

West Yorkshire

‘ APPLICATION TO CONDUCT RESEARCH IN MALAYSIA

With reference to your application, | am pleased to inform you that your application to
conduct research in Malaysia has been approved by the Research Promotion and Co-
Ordination Committee, Economic Planning Unit, Prime Minister’'s Department. The
details of the approval are as follows:

Researcher’'s name : STEPHANIA ALBERT JONGLAI

Passport No./ I.C No ¢ 761113-12-5632

Nationality : MALAYSIA

Title of Research : “FROM POLICY TO PRACTICE:
UNDERSTANDING TEACHERS’

INTERPRETATION OF SCHOOL-BASED
ASSESSMENT REFORM IN URBAN AND
RURAL PRIMARY SCHOOLS IN MALAYSIA™

Period of Research Approved : 4 YEARS

2. Please collect your Research Pass in person from the Economic Planning Unit.
Prime Minister's Department, Parcel B, Level 4 Block B5, Federal Government
Administrative Centre, 62502 Putrajaya, Malaysia. Bring along two (2) colour passport
size photographs. Kindly, get an appointment date from us before you come to collect
your research pass.

“Merancang Ke Arah Kecemerlangan”

Appendix R: Samble of Chen’s journal
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Journal 1 : Week 24" - 28" August 2015

Conducted Listening and Speaking Assessment this week. Initially thought it would be boring and
one-sided most of the time, given the fact that the children were quite reluctant to speak up in class
most of the time. | had chosen the topic “What would | do if | have RM 1000?” and “If | could buy a
gadget...” | had chosen these two topics because | find that most of the children have shown to me
(in previous lessons) that they would speak up if the talking point is centred around these two
material things.

True to my intuition, pupils performed quite well, at first. They would start of by saying what gadget
they would buy, or what they would do with the RM 1000. Then they started to fidget, when |
prompt them further about their choices, why? Don’t they already have a phone? Why do they need
a new one? Why do you want to buy a new phone with your RM 1000, when you already have a
good iPad?

Most would fidget more, and more as | started to ask probing questions that needed them to think.
Some, a girl or two, can answer really well. A few would stare at me, hoping | would give them more
pointers.

Once in a while, | got glimpse of their home life. A girl told me that she wants to buy a bicycle if she
had RM 1000. Then, she would save the rest. She said she is too tired to walk to school everyday.
She wants to cycle to school. Her home is too far away. | choked. Of the 37 students of Year 5, she
was the only one who wanted to buy a bicycle, and not a phone.

Then, another boy in Year 4 caught my attention. He wanted to give the money to his grandma. He
said she is in the hospital. He misses her very much, and he wanted to give the money to her so that
she can pay for her bills at the hospital. His mother left him 2 years ago, and grandma was the one
taking care of him, until she got sick.

While others in their class is thinking of spending money to buy a new phone; these two’s honest
answers really captured my attention. Though they could only convey their thoughts in halting and
limited English, | understood their attention well.

Journal 2 : Week 14" - 18" September 2015
The final week with Joel (from “And Something Weird Happened”).

The children had lots of fun with Joel. Although some did not get the story really well, they could at
least tell me (in halting and limited vocabulary) of Joel’s misadventures, and what he experienced in
the story.

After recapping the story, | asked the children to list out the 3 people in Joel’s story, to whom he had
some connection. They listed them correctly, Anastasia Ollivetti, Mr Gelati and the Pizza Shack
Manager. | then set them to the task of writing a thank you note to Joel from these characters. |
used the Pizza Shack manager for my example, as | had foreseen that they would have problems
writing a thank you note to Joel from the manager.

It was fun watching the pupils work. They had learnt to write thank you notes in previous lessons, so
it should not be too hard. The effort they put in to be original is also very interesting. Some
decorated their notes with items related to the writer, (ice-creams for Mr Gelati, and books for
Anastasia). Some also wrote very interesting notes.



Appendix S

oy

o
)
~
-
A\
-

weme . ponid c"[

ores

'.,pnc,: (/n;i* /q -
ories o Leayn

Lom

Yodule WAL

- 322 -

6DPSOH RI ledsoh@IfV

RANCANGAN MENGAJAR HARIAN

HARI Thuredeay

Ca) write a Story abouwd o dishonest mitkm an named Ramu and

RPive 1 a Quitable €nding L& Ht/< -

Leariung Aids: Padrer pages, stdes presentaron.

/
Searidng  Achvihes:
0D 7er. introdutes %he word ‘miteman’R elicits answers from

puptts. T rélates to dne (esson.

Cb>. Pre- wormhing : Ter. Stow slides ef +we Story ap+. Ramu Tie

mitkman and elicita Yhe Stonyliae Hfrom pupits.

€. rMing 2 PupTTs write Fhe Story on Taeir padler page * padlet-feom/
€ Creatag | Siachoihing [SsWIiAg and shase F with fhe thele ofass.
cd>. Post - wﬂ”{rxco: Puprfs reacl peen’s work @ sefect “uap best on for
TRem. S
e nclance : ReLiecHens = ) - -
17;/17 Fuprfs wrote *leir sfory en pad/gv at a Lats tactory level.
wael Yooy (X LL‘/.L'%:«IJ:\{ Standavtls: S.9.¢ , 3./.9 (d)),oi',,/‘ Jd (ad.
m -9 Yo am deavmung Cuccormes ‘/Dlﬁi,’ff;e”f( oF Flue lescon ._/yulo;‘,’; chould be
C minutes ) a@ble TD: ) o
Ca) ane-(y 70 The weore tha reachéer 1S My»"gﬂf Circle ., WHi?e Supitable
e Wertd If | wonds fo deserbe pictures and Wrire indkal Sound in words.
prwecige Learuing Aids: Achyity Book: —
cl"ecw'.u:\g Activihies
e C nit 19- | CO Ter. fers pupits reacly to do #he fouts B
gt ful Cc;’c‘f’? Cb}'ch‘;, Say Fne wercls . and puptfs eircle e word 4wy heax fp&
- - ‘S‘Q)7 ,,,,,,,,
efute Rewsion oy, Pps descrbe the pictures with wercls [earnd. (55> .
) Cd>. Pps. trace words i I sound ) ldentify words Wit TFl o JEE]. ;:Q)
t Ce. Pps WAt ’b“i@,"f’.a/ Counds e+ words fo form otuar ‘99”,4/4’-,(3'"&‘).
4—_J~ ors -
Yoot S:AJL’ ‘Pua?r’_c Hnished on ﬂ'/m{ i ’Q/a?«‘ negeded more Hme. ]




- 323 -

AppendixT 6DPSOH RI &KHQTV DOWXENQ WQW ZR U




- 324 -
Appendix U : Sample of preliminary interview with Chen

Time of interview: 11.30am
Date of interview: 2/08/2015
Duration: 37:42 (chen/I1/08-15/L75-L130)

Me: How about you? What does SBA means to you and how do you feel about it?

Chen: For me SBA, SBA means you need to assess your pupils after they have learnt. It's
an on-going process. We have been doing it for years actually. We don’t understand that it
is SBA. Somebody just go and gave it uh.. another name. For God sakes, come on la. You
have been doing monthly test, right. Monthly test is SBA but SBA here, it's just simply
means that you don’t have to calculate the marks anymore. Tak payah kira markah (no
need to calculate marks). SBA means uhm..even the worksheets that you give at the end of
a topic or particular topic. For example if English ah, uh.. you've learnt let's say countable
and uncountable nouns in topic one. And then when you teach your pupils you feel that they
are not ready to be tested yet. So you don’t test them yet. Maybe much later, in the year you
encounter the same topic again or maybe you encounter another topic that you can use to
reteach uncountable and countable nouns. And then you feel that your pupils are ready for
assessment then you assess. You give simple assessment like lists of items and then ask
them to categories. Just like that-(repeated in Malay)-Itu saja. So what's so difficult about
that doesn’t mean you have to prepare a full set of formal test and then set a timetable, “ok,
at 8.10 to 9.10 is the English test, ok we do the test now”. And then you must uh.. all the..
the test paper that they have answered need to file in a specific portfolio for each of the
pupils, no. No more. What you do is just give a simple exercise on the board pupils just copy
it down. They can do it, finish. Key that in. That is your school based assessment, finish,
end of story. These teachers they still thinking that SBA assessment means ‘test’ formal
paper pen test. And you cannot give prop. Boleh ba (can). Its up to you. If you feel that your
pupils even weak why not give them pictures. Give them pointers. “Teacher apa tu (what is)
sickle”. “You don’t know what sickle, ok, your grandmother use the sickle to cut the paddy.
What do you think?” You still don’t know, it's shape like this” then draw a picture. Maybe
they know, kan(right). Help them. Jangan, jangan... G R Q€td¢ stressed out about the
assessment.

OH 6R ZKDW GR \RX WKLQN WKH UHDVRQ WKDW WKH\ GRQYW KD
school even after five years of implementation? What do you think?

Chen: | think it's because of the initial courses. The initial courses the people who went to
the kursus(course) for year one and two, right. The people who deliver the course, they
themselves were in a blur. In a days they don’t know what it meant by..by.. school based
assessment. They just hear school based assessment and then keep a portfolio of what the
pupils had done that means that they..they.. are just hearing the amount of work. They are
not hearing that we are now assessing the pupils based on their capabilities what they had
learnt. Year in we are not..apa ni..accumulating their..their learning. Do you know that SBA
according to KSSR, you key in the pupils performance for that particular year and that’s it. In
the next year, they start a fresh. There is another set for them to accomplish. So meaning
to say, Year One punya achievements is Year One punya achievements. So when they go
to Year Two, it's another achievement for them. And its another milestone for them. If lets
say in Year One they cannot achieve speaking independently about their personal interest
maybe...maybe in Year Two they can do it. Maybe...Maybe... they can do itin Year One
and maybe in Year Two they cannot do it. And then it comes to this, you know, sometimes
the teachers just see all the kelompok(group of skills) of DSKP that there is a group of skills
in the DSK. These skills are to assess together. You can do it together or you can do it one
by one. But you must do both before you key in the standard performance and then when
the teachers look all this kelompok, there are many kelompok you know. Listening and
speaking sometimes there are four or five for reading there are three usually three and for
writing there are six to seven. And then language arts, | think its another four. So what these
teachers saw is that every three months they must finish all these assessment when
actually in reality is no.
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5o what I did was, I ask the to write in a very
pretty template that I tend to print so they feel

like they are areal m for som 5
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of a topic or particular topic. For example if English ah, uh. the format of an email. So, I make an email
Use of Use of colourful
technology for and decorative
assessment template
View
about SBA

So, right now I feel more like a facilitator. I'm not the one

‘who keeps pushing them who keeps giving them things So, L1 tried to put the activity in a way so that

em they
Chen and SBA
Scoring and reporting of
SBA

P;::‘s%?;nni'ﬁ.?xg Teacher’s movement

. assessm aroux}d the classroom
Since I told you that my school is dual live, right. e \_ during assessmen
We have the exams as well. We have one mid term — B

If even though I try to make myself clear all the time, every
time they tend to do their ..their...group work or their
individual work.thcytendmmimdmndme.&:,

plan, so teachers should really move around the class and
monitor students activities. You need to do that because

So maybe its one of the ways that I do my
assessment. They present and then afterwards
will record it in n and then I key
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Appendix W : Sample of analysis using Nvivo
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