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Abstract
This study was designed to investigate the most recent innovation in the secondary
school curriculum in Malaysia known as the KBSM (The Integrated Curriculum for

Secondary school), a fundamental change in the curriculum with emphasis on the

languages and basic skills.

Teachers teaching English at Form 1 level, principals and personnel were chosen as
the subjects of this study. The investigation showed that efforts were made to ensure
effective implementation of the new curriculum: Materials for teachers and pupils
were produced; training for teachers and other personnel was conducted; on-the-job
support for teachers was provided; and the essential administrative, financial and
material support was available. However, in certain respects, the adequacy or quality
of the provision did not fully meet the standards hoped for, especially in the rural
schools. Nonetheless, a number of positive changes had been effected in the
classroom, even though the demands on teachers were heavy. The curriculum was
considered a ‘success’ for there was an improvement in pupils’ performance and their

proficiency in English.

From the findings, it was concluded that a number of issues came to be highlighted.
In particular, these relate to the need to take into account variations in interpretation of
the proposal, the provision for professional development of teachers and other
personnel, the links between administrative and professional matters and the
unintended outcomes that a change is likely to bring. It is only through an awareness
of such issues and the concerted efforts by all sectors that the success of the KBSM

could be assured.



ACKNOWLEDGEMENTS

I would like to express my appreciation to all those people who have provided me
with assistance during the course of this research.

This assistance has been offered by many people; staff members and colleagues of the
Department of Education, University of Glasgow; and both friends and families in
Malaysia and in Scotland. Their support has taken many forms; encouragement,
guidance, advice, moral support and understanding. I would like to extend a special
‘thank you’ to Prof. Nigel Grant whose ever-willing supervision helped me develop
insights into areas where previously I had only hazy notions.

Thanks to the principals and teachers of the sixty-seven schools involved in this study
in the states of Pulau Pinang, Kedah, Perlis and Perak; staff of the District Education
Office; staff of the state Education Departments; the inspectorate at central and state
levels; and the staff of the Curriculum Development Centre and various members of
staff of other divisions of the Ministry of Education Malaysia; the Ministry of
Education for granting a no pay leave for two years; and the National University of
Malaysia for awarding a scholarship for a couple of years.

To my family , in particular I would like to give my warmest thanks to my husband
who supported me financially, especially at the initial stage and without whom it
would not have been possible to take up a study at the University of Glasgow.
Moreover his continuous encouragement has been invaluable. To my sons, Faiz and
Farid, who have insisted that my commitment to my research has ‘helped them

develop character’.



Acknowledgements
List of tables

List of figures

List of abbreviations

CHAPTER 1

Pk proed ek e ek ek ek ek pd ek
=AOOONAWNPLWN =

o

%

N = —

W -

NRORNRNRNRONNNNRNN NN
[y

CoNNOUNREARRBRLL LN~

g

0N NRLIN -

00 L0 L) L) LD LD LA LI LI W
(SRR

CONTENTS

INTRODUCTION

Introduction to the research
Background of the study

Models of planned changed

Statement of the problem

Objective of the study

Methodology

Research questions

Sampling and data analysis

Procedure

Significance and limitation of this study

THE MALAYSIAN EDUCATIONAL CONTEXT

Introduction

An overview of Malaysia

The political socio-economic features

Historical perspective on Malaysian Educational
System

Crisis in Malayan Education

Basis of education system

The development of education

Structure of the formal education system
Language policy

Substitution of Bahasa Malaysia for English
English education in Malaysia

The philosophy and aims of education
Equalising opportunities

Qualitative improvement

Organisation, administration and planning of education
Conclusion

REVIEW OF THE LITERATURE ON THE
IMPLEMENTATION OF EDUCATIONAL
INNOVATION

Introduction

Defining innovation and curriculum change

The curriculum in intention and in practice

Planning educational change

The dynamic curriculum process

Implementing a new curriculum

Teachers’ responses to change

Professional preparation and development of teachers
Initial Training

In-service education

Page

E:N é: |~

b pd b ok ek ek
A MNMBEBNOOOWNN =

18
18
21

27
31
38
39
48
51
55

61
63
66
70



WL W WL
b ek ok ek O OO
oo L,
WN -

N = W

YD b
(S

ABSDAARRDR RS
5\0

g

© 0NNNNNNN b Libe
abpbiv=

L LA L
YR SN

el Y o areraureye

Professional Support

School improvement

Administrative, financial and Material factors
Administrative Machinery

Financial Criteria

CURRICULUM DEVELOPMENT IN MALAYSIA

Introduction

The 'School curriculum'

The infrastructure for curriculum change
Strategies for curriculum change
Subject-based approach

Centralisation

Curriculum development at state level
Participation

The specifications and materials of the curriculum
Types of materials

Utilisation of materials

Implementation

Orientation and training for implementation
Evaluation

Research

Planning

Conclusion

THE NEW INTEGRATED SECONDARY SCHOOL
CURRICULUM (KBSM)

Introduction

KBSM - The curriculum proposal
Integration in the KBSM

Aims and objectives of the KBSM
Areas of study

The aims and objectives of the English language
programme in the KBSM
Teaching and learning strategy
Pupil grouping

Selection of knowledge and skills
The remedial programme

The enrichment programme
Variety in activities and materials
Classroom organisation
Instructional materials for Form 1 English language
programme

Views on the KBSM

What infrastructure was set up

At central level

At state level

At district level

Committees

Was the curriculum tried out?
Conclusion

98

101
101
105
105
106

108
108
109
114
114
116
118
120
125
125
130
132
134
143
145
147
148

150
150
152
152
153
158

160
164
165
166
167
168
169

169

170
170
172
172
172
173
174
177



g

WWN - W N =

N -

ONONRNNONNANARANNAND
W NI =

LpapabppbbLbbbbbb-

g

N —

NNNNNNNNNNS
AhpwbLLwNN-
W N =

~
o N=

BRRNBD e e
EENIFSE S wWN p—

900000 0000000000000 0000 90000000
—

Wk kbbb bbb bbbe

FERY N

RESEARCH METHODOLOGY

Introduction

Methodology

Criteria for selection of sample
Nature of the sample

Method of data collection

Data collection instrument
Questionnaire

Interview schedule

Classroom observations

Classroom observation schedule
Population and sampling procedure
Sample and sampling

Background of the secondary schools
Rural and urban schools

Medium of instruction

Day and residential schools

Data analysis

BACKGROUND OF TEACHERS, LESSON
PLANNING AND PROBLEMS

Introduction

Background data of teachers and principals
Teacher group

Principal group

Lesson planning

Teaching aids

Facilities available

Demand on teachers

Problems in teaching the KBSM English language
Practical constraints

Time factor

MATERIALS AND TEACHERS’ IN-SERVICE
TRAINING

Introduction

What materials were produced?

What kind of teachers’ materials were produced?

How far were the teachers’ materials available in

sufficient quantities and at the right time?

To what extent were the teachers’ materials used?

How far did the teachers' materials meet the requirement

of the teachers?

What pupils’ materials were produced and provided?
Were the pupils’ materials available in adequate numbers?
What use did teachers make of the pupils’ materials?

Teachers” comments on pupils’ materials

What were the non-centrally produced pupils’ materials?

Teachers' training

Were teachers and other personnel prepared for
implementing the curriculum?

How were the Key Personnel (KPs) trained?
How were the teachers trained?

How were the student teachers trained?

.\

178
178
179
179

184
184
186
190
194
195
200
202
205
207
208
209

211
211
211
223
224
224
228
228
229
230
230

234
234
235
235

241
245

248
249
252
255
259
261
262

265
267
269



A ww
o o

(TR RY R

SN —=

V00X INNN Vo Lbhbhbhbhh b=
N dH WK -

g 00OV OVOOO VO VLOWVOOO 1©OWVYL g 90 00

Prd pd pd pumk ek pumh ek pud ek
ok
[\ R o

SOSOOO OO0S0O000o
LWOWVWENN LhhLNNN-
[ X

[ S gy G g WO (U
N r—

—
(=]
—
o

10.11

How were the Principals trained? 271
How were staff at the various levels trained? 272

PROFESSIONAL SUPPORT FOR TEACHERS AND
MONITORING OF CURRICULUM IMPLEMENTATION

Introduction 274
What professional support was provided for teachers? 274
How was the guidance for teachers provided? 275
How far did the guidance meet the requirement 277
of the teachers?

Quality of advice 2717
Frequency of visits 278
The advice received 279
The key personnel system A 282
Comments 284
What were the other forms of professional support 280
for teachers

Comments on professional support provided for teachers 285
Was the administrative, financial and material support 286
provided?

Teacher-class ratio 287
Funds 288
Equipment and materials in schools 289
Was there public support for the curriculum? 291
How was the curriculum implementation monitored? 293
How was the monitoring conducted? 294
The inspectorate 294
The Curriculum Development Centre 295
State Education Department 296
District Education Office 296
Conclusion 297

IMPLEMENTATION OF THE KBSM AT SCHOOL
LEVEL

Introduction 299
Physical environment 299
Seating arrangement 300
Teaching and learning aids 300
Time table 316
Grouping of pupils 316
Types of activities 316
Interaction and language skills 321

Individual and group activities and learning and teaching 326
aids

Pupil evaluation and records 327
Pupils’ performance 329
Teachers’ guides and classroom practice 333
Demands on the teacher 331
Degree of demands 335
Nature of demands 337
Support at the school level 342
Conclusion 346



CHAPTER 11

11.1
11.2
11.3
114
11.5
11.6
11.7
11.8
11.9
11.9.1
11.9.2
11.9.3
11.10

CHAPTER 12

12.1
12.2
12.3
12.4
12.5
12.6
12.7
12.8
12.9
12.10
12.11
12.12
12.13
12.14
12.15

Appendices
Bibliography

DEGREE OF SUCCESS OF THE CURRICULUM

Introduction
Views on evaluation

Evaluating curriculum change in developing countries

Assessment of the KBSM

What are the outcomes of innovation?

What were the degree of success of the KBSM?
What were the criteria for success?

What were the reasons for success?

Areas for improvement

The brighter and weaker students

Class size

Ideas for improving teaching approaches and activities

Problems in the implementation

GENERALISATIONS AND IMPLICATIONS

Introduction

Curriculum change: Lessons from the Malaysian experience

Qualities for success

Prospects for the 1990s

Implications and suggestions

Demands on implementors

Financial, materials and other resources
Monitoring

Unintended outcomes

Communication and consultation

The proposal of KBSM

Preparation and development of professional
Adequate time

Professional and administrative machines operate
Conclusion



LIST OF TABLES

Table 2.1: Peninsular Malaysia: Ethnic composition of the population
1989 - 1991.

Table 2.2: Student enrolment by levels of education, 1990 - 1995

Table 2.3: Number of student teachers accepted into teachers colleges
for 1984.

Table 4.1: The major curriculum projects from 1969 to 1989.

Table 4.2: Subjects implementation in KBSM.

Table 5.1: Contents of the English language lessons for Form 1.

Table 5.2: Syllabus contents of the English language programme.

Table 5.3: The KBSM at the various levels.

Table 6.5: Some characteristics of the eight classes observed in rural area.
Table 6.6: Some characteristics of the nine classes observed in urban area.
Table 7.1: Percentage distribution of responses based on sex.

Table 7.2: Percentage distribution of responses based on qualifications.

Table 7.3: Percentage distribution of responses based on professional
qualifications.

Table 7.4: Percentage distribution of responses based on English studies.
Table 7.5: Percentage distribution of responses based on subject teaching.
Table 7.6: Percentage distribution of responses based on teaching experience.
Table 7.7: Percentage distribution of responses based on teaching English.

Table 7.8: Percentage distribution of responses based on duration of
teaching at the present school.

Table 7.9: Percentage distribution of responses based on duration of
teaching per week.

Table 7.10: Percentage distribution of responses based on additional
responsibilities.
Table 7.11: Percentage distribution of responses based on age group

Table 7.12: Percentage distribution of responses based on subject
specialisation.

Table 7.13: Percentage distribution of responses based on in-service
training attended.

Table 7.14: Percentage distribution of responses based on year attended
in-service courses.

20

112
113
161
162
175
193
193
212
212
212

213
213
214
214
215

215

216
216
217
217

218



Table 7.15: Percentage distribution of responses based on the number
of in-service courses attended.

Table 7.16: Percentage distribution of responses based on in-service
courses attended.

Table 7.17: Percentage distribution of responses based on duration
of in-service courses attended.

Table 7.18: Percentage distribution of responses based on teachers'
sources of information.

Table 7.19: Percentage distribution of responses based on teachers'
comment on in-service courses.

Table 7.23: Percentage distribution of responses based on teachers'
comment on teaching aids.

Table 7.24: Percentage distribution of responses based on teachers'
comment on facilities available.

Table 7.25: Percentage distribution of responses based on teachers'
opinion on the actual demand.

Table 7.26: Percentage distribution of responses based on teachers'
opinion on degree of demand.

Table 7.27: Percentage distribution of responses based on teachers'
main problems in implementation.

Table 8.1: Teachers' materials for the KBSM in general and Form 1
English language.

Table 8.8: Distribution of respondents based on teachers' comment on
‘teachers' materials.

Table 8.18: Contents of the 1988 Key Personnel course.

Table 9.1: KPs for the states of Pulau Pinang, Kedah, Perlis and Perak
for 1989, 1990 and 1991.

Table 9.4: Frequency of visits by personnel for guidance as indicated by

the Form 1 English teachers.

Table 9.5: Percentage distribution of responses based on frequency of visit.

Table 9.6: Equipment and materials supplied to schools for implementation

of the Form 1 programme.

Table 10.1: Mean time and percentage for seating positions of pupils during

English language lesson in rural school.

Table 10.2: Mean time and percentage for seating positions of pupils during

English language lesson in urban school.

218

218

219

219

220

228

228

229

229

230

236

246

266
276

278

280
289

302

302



Table 10.3: Teaching and learning aids for English language in rural school. 303
. Table 10.4: Teaching and learning aids for English language in urban school. 303

Table 10.5: Mean time and percentage of materials used during English 303
language lessons in rural school.
Table 10.6: Mean time and percentage for seating positions of pupils during 304

English language lesson in urban school.

Table 10.7: Mean time and percentage of observed time for the different activities 319
in the English language lesson in rural school.

Table 10.8: Mean percentage and time observed of the interaction in the 320
English language lesson in urban school.

Table 10.9: Mean time and percentage of language skills in the English 322
language lessons in rural school.

Table 10.10: Mean time and percentage of language skills in the English 323
language lessons in urban school.

Table 10.11: Percentage distribution of responses based on the teachers' 336
opinion on their teaching demand/load by location, medium and
type of school.

Table 11.1: Percentage distribution of responses based on the teachers' 356

comment on the degree of successful of the KBSM.



List of figures

Figure 1.1: The flow-line chart illustrates briefly the study procedure.
Figure 2.1: Map of Peninsular Malaysia showing the twelve states.
Figure 2.2: The aspirations and principles of the RUKUNEGARA.

Figure 2.3: Population enrolled in schools, colleges and universities by
age in 1987.

Figure 2.4: Structure of the formal education system in Malaysia.
Figure 2.5: Structure of the formal education system in Malaysia.

Figure 2.6: The status of the English language in the Malaysian
government school system.

Figure 2.7: The committee system.

Figure 2.8: Organisational structure at national level.

Figure 2.9: Organisational structure at state level.

Figure 2.10: Organisation structure of district education office.
Figure 2.11: Organisational structure at school level.

Figure 5.1: The integrated education operational in the KBSM.

Figure 7.1: Percentage distribution of respondents based on teachers'
lesson plan by location.

Figure 7.2: Percentage distribution of respondents based on teachers'
lesson plan by medium of instruction.

Figure 7.3: Percentage distribution of respondents based on teachers'
lesson plan by type of school.

Figure 8.1: Percentage distribution of respondents based on availability
of teachers' material by location.

Figure 8.2: Percentage distribution of respondents based on availability
of teachers' material by medium.

Figure 8.3: Percentage distribution of respondents based on availability
of teachers' material by type of school.

Figure 8.4: Percentage distribution of respondents based on utilisation
of teachers' material by location.

Figure 8.5: Percentage distribution of respondents based on utilisation
of teachers' material by medium.

16
19
23

41
45
46

67
68
69
71
72
151
225

226

227

238

239

242

243



Figure 8.6: Percentage distribution of respondents based on utilisation
of teachers' material by type of school.

Figure 8.7: Percentage distribution of respondents based on adequacy
of pupils' material by location.

Figure 8.8: Percentage distribution of respondents based on adequacy
of pupils' material by medium.

Figure 8.9: Percentage distribution of respondents based on adequacy
of pupils' material by type of school.

Figure 8.10: Percentage distribution of respondents based on utilisation
of pupils' material by location.

Figure 8.11: Percentage distribution of respondents based on utilisation
of pupils’ material by medium.

Figure 8.12: Percentage distribution of respondents based on utilisation
of pupils' material by type of school.

Figure 8.13: Percentage distribution of respondents based on in-service
courses by location.

Figure 8.14: Percentage distribution of respondents based on in-service
courses by medium.

Figure 8.15: Percentage distribution of respondents based on in-service
courses by type of school.

Figure 10.1: Seating arrangement of a classroom where observation was made.

Figure 10.2: Percentage distribution of respondents based on teaching aids
used by teachers by location.

Figure 10.3: Percentage distribution of respondents based on teaching aids
used by teachers by medium.

Figure 10.4: Percentage distribution of respondents based on teaching aids
used by teachers by type of school.

Figure 10.5: Percentage distribution of respondents based on teachers’ opinion
on pupils' skill in English by location.

Figure 10.6: Percentage distribution of respondents based on teachers’ opinion
on pupils' skill in English by medium of instruction.

Figure 10.7: Percentage distribution of respondents based on teachers' opinion
on pupils' skill in English by type of school.

244

250

251

252

253

254

255

262

263

264

301
305

307

309

330

331

332



KP

L1

L2

LCE
LEA
MCA
MCE
NT(E)PS
NTPS (C)
NTPS(T)
OECD
PRODED
PTA

RD &D

LIST OF ABBREVIATIONS

Asian Programme of Educational Innovation for Development
Association of South-East Asian Nations

Assistant Thana Education Officers

Curriculum Development Centre

English as a Foreign Language

Education Planning and Research Division

English as a second Language

Federation of Malaya Certificate of Education

Higher School Certificate

Institut Aminuddin Baki (Aminuddin Baki Institute)
In-service Education and Training of Teachers

Kurikulum Bersepadu Sekolah Menengah (Integrated Secondary School
Curriculum)

Key Personnel

Native Language

Second language

Lower Certificate of Education

Local Education Authority

Malaysian Chinese Association

Malaysian Certificate of Education

National Type (English) Primary School

National Type Primary School (Chinese)

National Type Primary School (Tamil)

Organisation for Economic Co-operation and Development
Programme for Decentralised Educational Development
Parents-Teachers-Association

Research and Development and Diffusion

RUKUNEGARA National Ideology

SPM
SPSS
SPVM

SRP

STP
UMNO
UNDP
UNESCO
UPSR

Sijil Pelajaran Malaysia (Malaysian Certificate of Education)

Statistical Package for the Social Science

Sijil Pelajaran Vokesyenal Malaysia (Malaysian Vocational Certificate of
Education)

Sijil Rendah Pelajaran (Lower Certificate of Education)

Sijil Tinggi Persekutuan (Higher School Certificate)

United Malay National Organisation

United Nation Development Programme

United Nation Education, Science and Culture Organisation

Ujian Penilaian Sekolah Rendah (Primary School Achievement Test)




CHAPTER 1
INTRODUCTION
1.1 Introduction to the research
This thesis describes the implementation of the Integrated Secondary School
Curriculum [generally referred to as the ‘Kurikulum Bersepadu Sekolah Menengah
(KBSM)] in Malaysia. This study evaluates the process involved in the implementation
and the outcomes of the KBSM at Form 1 level. The evaluation examines the efforts
that have been made for the effective implementation of the new curriculum. The new
curriculum has new emphases in objectives, content, instructional materials and

teaching styles aimed at bringing about an improvement in the quality of education.

There are several reasons why the study is focused on the implementation. Firstly we
simply do not know what has changed unless we attempt to conceptualise and measure
it directly. The assumption is that the move from the drawing board to the school or
classroom was unproblematic, that the innovation would be implemented more or less
as planned and that the actual use would eventually correspond to planned or intended
use.

Secondly, the vast majority of curriculum innovations attempted in both the
industrialised and developing countries, have faced difficulties in implementation. In
fact experiences in innovation indicate that the critical task is not at design or
~ development stage but rather at its implementation, that is the stage of putting into
practice the new ideas, sets of activities or programmes.

Thirdly, innovation is a complex process and numerous factors come into play and a
large number of people from different groups are involved in the implementation
process, each with a distinct role to play. In addition, other elements such as an
administrative machinery which facilitates communication between the different groups,
funds for the purchase of materials and equipment and the re-training of teachers, are all
necessary for the process. The involvement of a large number of people in the

implementation process implies the possibility of variations in the way the intentions of

1



the curriculum will be interpreted, hence resulting in the differences in the outcomes of
the implementation. But these can only be known when the programmes have been
taught in the classrooms. Failure to achieve effective implementation would mean that
the resources in terms of time, funds and manpower for dévelopin g the programme
have been wasted.

Fourthly evaluation is an activity in which everybody engages in all the time. Planners,
administrators, teachers, principals, parents and the general public are continually
making judgement about innovation. Such judgement are often expressed in the form
of comparison between conditions before and after the innovation. .
Finally in developing countries, with a high percentage of children already in school, it
has been possible to devote greater resources to the more qualitative aspects such as in
the re-organisation of the teacher training programmes, the introduction of new
curricula for schools, or the use of educational radio and television services to support
teaching and learning in the classroom. In this case, we cén identify some of the most
problematic aspects of bringing about change.

Based on the above reasons, it is felt necessary to focus the study on the
implementation of the new curriculum. The implementation stage of a new curriculum
such as the KBSM is critical for it determines whether or not the intentions of the
innovation would in fact be translated into actuality. The key question is how this gap
between proposal and practice may be reduced. This is the question with which this

thesis is primarily concerned.

1.2 Background of the Study

In education, innovation is a significant feature in the attempt for improvement: for
widening opportunity for learning or equalising the opportunity between the different
groups in the society. The.complexity of the innovation process takes place over time:
it involves individual, organisations and sub-groups and it has ‘political’ and ‘technical’

as well as ‘organisational’ and ‘individual’ dimensions.



In 1983, the Malaysian Ministry of Education introduced the New Primary School
Curriculum [Kurikulum Baru Sekolah Rendah-(KBSR)] to all primary schools in the
country. By 1988, all classes in the primary schools throughout the country have been
using the new curriculum. The implementation of similar curriculum was expanded to
secondary schools through The Integrated Secondary School Curriculum. Thus, 1989
marked the beginning of a nation wide curriculum renewal for all subjects taught in
schools. The four languages taught are Bahasa Malaysia, English, Chinese and Tamil.
This study will only focus on the English language and will be elaborated in Chapters 4
and 5.

The new curriculum was the result of the Report of Cabinet Committee on Education
Policy in 1979. The Committee was established in 1975 which comprised the Deputy
Prime Minister (currently the Prime Minister) as its Chairman, Minister of Education
and six other ministers and the Deputy Director-General of Education as secretary. It
was assisted by a committee of officials, the latter assisted by sub-committees and
groups with representatives from a number of ministries, departments and the
universities. Over a period of five years (1975-1979) the Cabinet Committee studied
the education system, every level of the school-system and all the 302 memoranda
received from the public. A total of 173 recommendations were used to strengthen the
education system and in turn contributing to national unity and manpower development

(Cabinet Committee Report, 1979).

The KBSR is divided into two phases of three years each. In the first phase the
concentration will be on the basic skills of reading, writing and mathematics. The
second phase will reinforce these basic skills while emphasising the acquisition of
knowledge, the use of language for thinking and communication and the utilisation of
mathematical skills for solving problems (Ministry of Education, 1981). The
implementation of this new primary curriculum was carried out in stages; starting with a

limited scale implementation in 1982 and nation-wide implementation in 1983. The



entire curriculum was in use throughout the country by 1988, following which the new

cufriculum for the secondary level was introduced since 1989.

The KBSM was principally introduced to raise the standard of education in the country
where it remedies the flaws in the old curriculum where the subject matter was heavy
ahd there was an over emphasis on higher education. Finally it aims at fulfilling the
other needs of the society and country for the present and the future. The KBSM aims
at balanced and harmonious education from the intellectual, spiritual, emotional and
physical aspects and also at developing the individual as a whole. It has been
implemented in 1988 starting with the National language, English language, Chinese
language and Tamil language programme. In 1989 the KBSM was implemented fully
in the Remove and Form One classes where the core subjects are National language,
English language, Mathematics, Islamic Education/ Moral Education, Geography,
History, Science, Art and Craft, Physical Education and Living Skills. The additional
Islamic Studies, Mandarin and Tamil classes are elective subjects. Thus the programme
will be completely realised by the end of 1993 (Ministry of Education,.1987). Since
the KBSM was only introduced in 1988, therefore there are virtually no documented
studies on the results of its implementation to date that the researcher is aware of. The
KBSM is still regarded as relatively new. There have been various articles and write
ups on the KBSM informing the public about the development of the new curriculum
such as pupils’ performance, teachers’ workload and budgeting. However, there was

practically no detail studies or academic research on the KBSM have been carried out.

In the KBSM programme, integrated education is an important strategy to ensure an
integrated knowledge and expertise, language and value in all subjects. Integrated
education can be defined as the process involved in developing a student in acquiring
knowledge, instilling moral values and balanced physical development which is done as

a whole to ensure a well rounded person.



Systematic curriculum development in Malaysia can be said to have begun in the late
1960s. Since then developments have been rapid: a special division has been set up
within the Ministry of Education; many projects for introducing new programmes into
schools, for improving specific aspects of teaching and learning practices and for
experimental purposes have been undertaken; much experience has been accumulated;
and a large number of people have been involved in the curriculum change process.
This, of course, means that the ideas and materials generated by the planning and
development agencies have to reach the classrooms and become translated into

appropriate experiences for the pupils.

In any curriculum change the teacher is the key person in its implementation, to a large
extent who determines what actually occur in the classroom. His ﬁerformance is
affected by the support (or the lack of support) he receives from principal and
professional personnel such as inspectors or advisers, as well as the administrators. A
large number of people involved, other elements such as professional and
administrative machinery which facilitates communication between different
institutions, finacial, materials and other resources, preparation and development of
professional, effort and time are all necessary for the process. The involvement of a
large number of people, implies the possibility of variation in the way the intentions of
the curriculum will be interpreted, hence, differences in the outcome of the

implementation. However, it is crucial that the implementation process be undertaken

properly.

1.3 Models of planned changed

Interpretation of curriculum and curriculum development, teachers’ responsiveness to
change and the implementation problem constitute the dominant themes around which
curriculum evaluation will be examined in subsequennt chapters. Havelock (1969)

concludes that there are three major models or orientations which are used to describe



the utilisation process, these being labelled as the RD & D (Research, Development

and Diffusion) Model, the Social-Interaction Model and the Problem-Solving Model.

Havelock (1969) also introduces a linkage strategy, a unifying concept that embraces
all three models, drawing upon the strengths and overcoming some of the
weaknesses of each of them. Chin and Benne (1976) present another classification of
change efforts in the form of three major clusters of strategies:

i) the power-coercive (political-administrative) strategies;

i) the empirical-rational strategies; and

iii) the normative-re-educational strategies.

Like the models developed by Havelock (1969), each cluster is based on certain
assumptions. The power-coercive strategies, for instance, operate on the assumption
that the imposition of power (with emphasis on political and economic sanctions in
the exercise of power) alters the conditions within which other people act by limiting

the alternatives or by shaping the consequences of their acts.

In many ex-colonial countries, it must have seemed that the interest in curriculum
reform in the West had come at just the right moment. Many were emerging from
colonial rule to become independendent nationns and understandandably wanted to
see curricular modified to reflect their new political status. They wanted them to be
re-focussed, away from the metropolitan powers towards their own situation and
problems: their own histtory, developing a sense of nationhood, fostering their own
art and culture. There is no doubt that, in some respects, developing countries have
benefited from the ferment of curriculum development in Western countries during
the past two decades; and from the technical assistance support provided by multi-

and-bi-lateral agencies.



ii) diffusion is the movement of an innovation from a centre out to its eventual users;
and
iii) directed diffusion is a centrally managed process of dissemination, training and

provision of resources and inventions.

There are other classifications of planned change that have been proposed. A more
recent review of studies on educational innovation has been undertaken by House
(1981), focusing on the perspectives or the underlying imagé with which events in
the innovative process are being interpreted. He concludes that three major
perspectives - the technological, the political and the cultural - seem to account for the
vast majority of studies that have been conducted. Of the three, the technological

perspective is dominant.

From the technological perspective is the image of production. Both teaching and the
innovation processes are conceived as technologies. Teaching can be improved by
the introduction of new techniques; the emphasis is on finding particular methods of
instruction and materials that would better enable students to learn, rather than on
improving the teacher. Underlying the political perspective is the image of
negotiation. Innovation is the matter of conflicts and compromises among factional
groups such as teachers, administrators and parents. Each group would be seen as
having its own goals and interests which are often in conflict with the purposes of
others, hence, co-operation must result from negotiation and compromises. For the
cultural perspective the image is of community. Different participants in the
innovation process such as teachers and developers are seen as different cultures or
sub-cultures. An innovation developed by a group such as university scholars will
reflect the norms and values of that culture. As it is disseminated to teachers, it enters
a new culture and will be interpreted differently when used in the new culture

(House,1981).



Berman (1981) identifies three models of implementation as follows:

i) the managerial model: views implementation as a process whereby administrators
attempt to overcome resistance to change and take actions such as in providing
training to enable implementors to do their job;

ii) the learning model: views implementation as a process whereby individuals
attempt to learn new behaviours and the organisation tries to learn how to change its
co-ordination, control and information system; and

iii) the bargaining model: views implementation as a conflictual process in which the
bargaining among various stakeholders defines what is done and how it is done.

In order to obtain statistically reliable data on curriculum change, large samples have
to be used which means that evaluation may have to follow, rather than precede, large
scale application. The above models, strategies or perspectives represent different
ways that innovation process can be viewed. These are abstractions from reality and
no one model can fully describe a specific innovation. Rather, an innovation can be
said to be characterised more by a particular model.

Experimental evaluation is largely concerned with learning outcomes rather than the
processes of curriculum change. It is product rather than process oriented. While of
course the ultimate goal of curriculum projects is to improve learning in pupils, and
an educational decision-maker may well wish to know what effect the project has had
on pupils’ learning, that is by no means the only question to be answered. Berman
(1981) sets out to make this emerging view more explicit and to formulate the
beginnings of a new paradigm to guide future research and action. The paradigm is
characterised by three meta-propositions:

Meta-Proposition 1: Educational Change Typically Involves an Implementation-
Dominant Process: Underlying this proposition is the notion that events occurring
after the adoption of a technology to a large extent determine outcomes, and these

events cannot be accurately forecast from the technology itself.



Meta-Proposition 2: The Educational Process Consists of Three Complex
Organisational sub-processes - Mobilisation, Implementation and Institutionalisation -
that are loosely, not linearly, coupled. This proposition conveys the idea that the
process of educational change is generally not one of rational planning, but rather a
flow of events involving many people and many interactions punctuated by choice
opportunities.

Meta-Proposition 3: Outcomes of Educational Change Efforts tend to be Context-
dependent and Time-dependent. This refers to how researchers are beginning to -or
should - think about explaining variations in outcomes. Review of the literature
found no consistent relationship between treatment and outcome. Hence, findings
may be better stated conditionally so that results are known to apply to particular
situations and in particular organisational settings (Berman, 1981).

Instructional system being introduced does not remain in its original form or operate
according to the original intention of its developers. It affects, and is affected by, the

situation into which it has been introduced.

Innovation in the KBSM will refer to the planned innovation initiated by the agencies
external to the school (i.e. Curriculum Development Centre) in order to bring
improvement in teaching and learning in the schools. Many of the measures for
improvement would have therefore arisen from the recommendations contained in the
Report of the Cabinet Committee to Review the Implementation of the Education Policy
(Cabinet Committee Report, 1979). Since the completion of the Report at the end of
Report at the end of 1979 the Ministry of Education has geared its activitiies to study
and implement 173 recommendations which are expected to brinng abouut significant
changes in the curricula of all levels in the school system. Since the curriculum

development in Malaysia have been rapid: a special diviision has been set up within the



Ministry of Education; many projects for introducing new programmes into schools, for
improving specific aspects of teaching and learning practices and for experimental
purposes have been undertaken.

1.4 Statement of the Problem

Once the importance of implementing innovation has been realised, it is then considered
necessary to find ways how to evaluate this. The main concern of this study is to look
into the process and practices of implementing a new KBSM at secondary school in the
northern state and also to look into at classroom level. This represents a particular type
of innovation, a fundamental change affecting the entire curriculum at the secondary
school level in Malaysia. A central feature of this innovation is emphasised on the
pupil’s basic skills and the focus of this investigation is on this component for the

English language programme at the Form 1 level.

1.5 Objective of the Study

The objective of this study is to take a close look at the implementation of the KBSM.
This study emphasised three main aspects i.e. the activities for the preparation and
support for implementation, the implementation practices in the classroom, and the

degree of success of the programme.

1.6 Methodology

The questionnaire, interview guideline and observation schedule were formulated
according to the three aspects involved in the KBSM implementation process. The
overall views of teachers, principals and personnel are solicited pertaining to the KBSM
as a whole and the English language programme in particular: their role and
involvement in the implementation process, how teachers plan their lessons and the
problems they encounter. Seventy-one schools (36 rural and 35 urban schools) in four
states in the northern part of Malaysia i.e. Pulau Pinang, Kedah, Perlis and Perak, were

selected for this study. In addition interview was carried out with teachers, principals
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and personnel and observation was made in 17 classrooms. Relevant information of
the KBSM including the infrastructure, strategies and administrative procedures are also
obtained from published and unpublished materials from the Curriculum Development
Centre (CDC), Ministry of Education, and to a lesser extent, supplemented with
personal communication. The documents about the KBSM included published
materials, working papers, minutes of meetings, reports, newsletters, memoranda and
circulars. As a staff member of the Ministry of Education, the researcher had access to

virtually all the relevant documents.

The methodology covered three main areas as follows: (i) survey of sampled schools
using objective type and open-ended type questionnaires which enable the respondents
to response freely for items where a specific list of responses was not provided; (ii)
interview with teachers, principals and personnel; and (iii) classroom observation.
Attempt was made to interview as many of them as possible as more detail information

and clearer insights were expected to be obtained compared to the questionnaire survey.

The Questionnaire Survey

The selection of these schools was based on the location, medium of instruction and
type of schools as they could provide a holistic view of curriculum evaluation. The
purpose of conducting the survey was to gather the following information: background
of the respondents; teachers self-perceptions on their role, involvement and adequacy in
teaching the various topics in the English language programme; how the teachers plan
their individual lessons; the practices and problems encountered in the methods of
teaching English language in the KBSM; and the changes the teachers perceive have
taken place at school level to accommodate the new curriculum. Details are given in

Appendices 6 and 7.
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A questionnaire was constructed to collect data from teachers and principals from the
selected schools. The themes of the questionnaire covered were shown in detail in

Chapter 6 and the results are discussed in Chapters 7, 8,9, 10 and 11.

Interview with teachers, principals and personnel

The interview was conducted in a semi-structured manner with the respondents from
different institutional levels in the Ministry of Education (Appendix 8). Briefly they
were asked to comment on the following: their views regarding the KBSM in general;
what the teaching-learning process in the class-room is perceived to be like; what are the
demands on the teacher in order to implement the new curriculum; the extent to which
the preparation and support activities for implementing the KBSM have been useful and
sufficient to the teacher; factors at the school level considered important in implementing
a new curriculum; and the strategies used by the central agency to facilitate the
implementation of the curriculum in schools. The results are discussed in Chapters 7,

8,9,10and 11.

Observation

In evaluation studies it is critically important to examine the extent of implementation at
classroom level which could describe clssroom instruction in terms of the type of
activities and verbal instruction. The observation instrument is described in Appendix 9
and the results are discussed in Chapter 10. Even though the total sample was 67
schools, for classroom observation purposes only 10 schools were randomly chosen.
The total number of classrooms observed were 17 classes in which 8 in rural and 9 in

urban areas. These schools represent 5 National, 3 English and 2 Chinese schools.

1.7 Research Questions
The study attempts to answer eight sets of research questions as follows:

I. What materials were produced?
« What kind of teachers’ materials were produced?

12



« How far were the teachers’ materials available in sufficient quantities and at
the right time?
« To what extent were the teachers’ materials used?
« How far did the teachers’ materials meet the requirements of the teachers?
« What pupils’ materials were produced and provided?
« Were the pupils’ materials available in adequate numbers?
« What use did teachers make of the pupils materials?
« What were the non-centrally produced pupils’ materials?
II. Were teachers and other personnel prepared for implementing the curriculum?
« How were the KPs trained?
« How were the teachers trained?
« How were the student teachers trained?
« How were the principals trained?
« How were staff at the various levels trained?
III. What professional support was provided for teachers?
« How was the guidance for teachers provided?
« How far did the guidance meet the requirements of the teachers?

« What were the other forms of professional support provided for teachers?

IV. Was the administrative, financial and material support provided?

V. Was there public support for the curriculum?

V1. Was the curriculum implementation monitored?

« How was the monitoring conducted?

VII. How was KBSM English language programme implemented at classroom level?
« What type of teaching and learning aids provided?
« To what extent teaching aids being utilise in the teaching-learning of English?
« How do teachers plan their individual lesson ?

« What are the problems encountered in the teaching-learning at the classroom

level?

. What were the degree of demands on the teachers?
13



« What were the nature of demands on the teachers?

« What are other forms of demands?

« What type of seating locations of pupils during the English language lessons?

« What type of activities during the English language lessons?

« What type of grouping during the English language lessons?

« What type of interaction between pupils and teachers during the English
language lessons?

VIII. What are the outcomes of innovation?

« How do teachers evaluate pupils’ performance?

« To what extent pupils’ skill in English viewed by the teachers?
« What were the degree of success of the KBSM?

« What were the criteria for success?

« What were the reasons for success?

1.8 Sampling and Data Analysis

The questionnaires were administered to teachers who are involved in the English
language programme in Form 1 (Lower Secondary School). The sample included 32
rural schools and 35 urban schools in the northern state of Peninsular Malaysia.
Twenty-nine schools were from National, 28 English and 10 Chinese schools which

were mostly day schools (62) and the rest were residential schools.

As the exact number of teachers teaching English language in Form 1 was not available
from the Ministry of Education, visit was made to the District Education Offices
concerned to obtain information directly from the officer incharge regarding the exact
number of English language teachers in their own district. The researcher adopted
stratified random sampling method in the selection of the sample and details are

discussed in Chapter 6.
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Frequency counts, percentages, averages, histogram and chi-square are presented in
Chapters 7, 8, 9 and 10 to facilitate analysis and descriptions of the implementation of
the English language curriculum. The results of the analysis and the recommendations
based on the teachers’ views could be suggested to the Ministry of Education towards

improving the implementation of the KBSM.

1.9 Procedure

The flow-line chart (Figure 1.1) illustrates briefly the study procedure. A letter of
approval was obtained from the Director General of Education, Ministry of Education,
Malaysia to carry out the survey. The questionnaire, interview and observation
schedules were developed by the researcher, and had been pilot tested before the final
survey. The questionnaires were delivered to the principals of the 67 schools in the
four states for the purpose of the survey. A covering letter was given to the principals
requesting them to distribute the questionnaires to all Form 1 English language teachers
in their respective school. The questionnaires were returned using the enclosed
envelopes. Classroom observation was also carried out by the researcher wherever
possible in order to see the process of the implementation of English lesson by the

teachers.

The fieldwork was carried out over a period of four months from June to October 1991
_(i.e. during the summer vacation in the UK), while the third term session for schools in
Malaysia. As the schools in Malaysia are in the middle of their third term session
(August to mid-October) thus the teachers are busy with the school final year
examinations. Nevertheless a manageable number of teachers were determined from

the schools involved to enable the researcher to carry out the survey.
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communication between the different institutions and professional preparation and
development. There have been practically no detailed studies or academic research on the

KBSM carried out so far.

It is hoped that this study will also contribute to international scholarship, not only because
of detailed information it provides, but also because of its insights into the condetions and

challenges of curriculum innovation.

There are some limitations of this study as follows:

i. The fieldwork was intensively conducted over only in four months. Field-work carried
out over a longer period could have yielded more comprehensive data on evolving attitudes
of pupils and parents.

ii. The fieldwork was carried out during the third term session for schools in Malaysia

when teachers were busy with the schools’ final year examination.

iii. The findings of this study reflect only conditions at the classroom level of the form 1 in

the middle of the third year of implementation. The entire curriculum has yet to be
introduced into schools and the outcomes from the other forms or in the latter years of

implementation are not predictable.
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CHAPTER 2
THE MALAYSIAN EDUCATIONAL CONTEXT

2.1 Introduction

This chapter describes the background for the planning and implementation of the
KBSM. The discussion focuses on the salient features in the political socio-economic
scene that provides the backdrop for the thrusts and strategies in the development of
education in the country. It also examines the structure of the past and present

educational policy and the school system in Malaysia.

2.2 An overview of Malaysia

Malaya obtained independence from Great Britain in 1957 and, in 1963, Singapore and
two former British Borneo colonies, Sabah and Sarawak merged with her to form the
Federation of Malaysia. Two years later Singapore broke off from the Federation
because of racial, linguistic and political differences. Malaysia located in South East
Asia, consists of Peninsular Malaysia, formerly known as West Malaysia, and the two
Borneo States of Sabah and Sarawak as shown in Figure 2.1. These two regions are
separated by about 650 km of the South China Sea. Malaysia shares the same border
with the kingdom of Thailand to the north and is linked to the island of the Republic of
Singapore in the south by the Johore causeway, while across the Straits of Malacca, the
Indonesian island of Sumatra covers the length of her western horizon. Besides Sabah
and Sarawak, there are twelve other states in Malaysia, all located within the peninsula.
They comprise Johore in the south, Malacca, Negeri Sembilan, Selangor and the
Federal Territory of Kuala Lumpur in the west, Perak, Pulau Pinang, Kedah and Perlis
in the north, with Pahang, Terengganu and Kelantan making up the east coast states.
Malaysia lies between latitude 1 and 7° North and longitude 110 and 115° East, and is
greatly influenced by the monsoon wind system. The greater part of the country is

covered by dense tropical rain forest.
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during colonial times and Malaysia now has population of approximately fifteen million
people, of which about 59% are Malays and other indigenous people, 31% are Chinese,
and the rest are Indians and other races (Table 2.1).

Table 2.1: Peninsular Malaysia: Ethnic Composition of the Population, 1989 - 1991
(Sixth Malaysia Plan, 1990).

Population ' 1989 1990 1991%*
million (%) million (%) million (%)
Malays 8.281 (57.9) 8.508 (58.3) 8.740 (58.5)
Chinese 4.514 (31.6) 4.581 313) 4.650 31.1)
Indians 1.412 9.9) 1.436 (9.8) 1.460 9.8)
Others 0.090 (0.6) 0.092 (0.6) 0.093 (0.6)
Total 14,297 (100.0) 14,617 (100.0) 14,943 (100.0)

* Forecasts

Although East Malaysia accounts for some sixty per cent of the total area of Malaysia
(332, 648 km2), 11.9 million or nearly eighty-three per cent of the total population live
in Peninsular Malaysia which contains the seat of the government and dominates the
Federation in economic activities. In terms of geographical distribution, 82.6 % of the
population are expected to reside in Peninsular Malaysia, 7.9 % in Sabah, and 9.5 % in
Sarawak by 1995. The highly uneven pattern of population distribution is not only
observed between the two regions, it is also present between the east and west coast of
Peninsular Malaysia. The major part of the economic activity occurs on the west coast.
The west coast is thus more developed and most of the major towns are found in this
region. The majority of the people reside in the rural areas, but continuing urbanisation
has increased the proportion of urban residents from 28.8% in 1980 to 35% in 1990
(Government of Malaysia, 1990). This rather rapid rate of urbanisation was primarily
attributable to the growth of the construction, manufacturing, utilities and services
sector which offered an increasing number of job opportunities. Bahasa Malaysia
(Malay Language) is the national and sole official with English as a strong second
language. Other languages spoken in Malaysia are Mandarin, Hokkien and Cantonese

(used by the Chinese), Tamil, Malayalam and Hindi (used by the Indians).
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2.2.1 The Political Socio-Economic Features

Malaysia, which practices constitutional monarchy, inherits from the former colonial
master a system of democracy governed by Parliament comprising the Dewan Rakyat'
(House of Representatives) and Dewan Negara' (Senate). While the Government is
led by the Prime Minister, Malaysia has, as the Head of State King, elected to throne for
a five year term by the other rulers of the states in the peninsula, headed by a 'sultan’ or
'raja’ (the reference used for the ruler depending on the state, for instance Perlis is
headed by a 'raja’' and Kelantan by a 'sultan’). Malacca, Pulau Pinang, Sabah and

Sarawak each are headed by a ‘governor’ while Kuala Lumpur by a ‘mayor’.

In 1990 manufacturing employed 15.8% of the labour force. A firm strategy for
industrialisation which encourages foreign investment and participation has been
employed to further strengthen the country’s economy. The earlier years of industrial
development were characterised by import substitution industries, the major being food
manufacturing. The emphasis later shifted to consumer durables such as the
manufacturing of household appliances. Lately the shift is towards the development of
export oriented industries such as in timber and rubber products (Government of

Malaysia, 1990).

However, the agricultural sector is still dominant, employing 40.6% of the labour force
in 1990 (Government of Malaysia, 1990). The major agricultural products are rubber,
palm oil, rice, coconut and pepper. The expansion, diversification and improvements in
various aspects pertaining to agriculture are all pursued as intensely as industrial
development. Another important economic activity is mining and quarrying,
particularly for tin ore and petroleum. It employed only 1.7% of the labour force but
contributed 34.5% of the total merchandise export receipts in 1990 (Governmment of

Malaysia, 1990).
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A healthy economic development and the favourable balance of trade has enable the
Malaysians to enjoy a fairly high standard of living. The per capita income for 1990
was RM$1,947 (x £500) (Government of Malaysia, 1990). The incidence of ‘poverty’
has also declined from 49.3% in 1980 to 29.2% in 1990, but this incidence is still

prevalent in the rural areas (Government of Malaysia, 1990).

Prior to 1981 the economic development which was concentrated mainly in accelerating
growth investment in infrastructure, agriculture and rural development did serve to
strengthen considerably the economy of the country. However, it did not deal
adequately with the main social and economic imbalance characterising the Malaysian
society. The May 13 incident, the outburst of racial conflicts in 1969, showed clearly
that economic policies and programmes geared mainly to increasing the growth of the
economy would not meet the needs of the nation. It would lead to ‘growth without
equity and result in a nation divided between those who share in the benefits of the

growth and those who do not’ (Government of Malaysia, 1986).

The trauma of the incident led to a critical evaluation of the past policies and approaches,
out of which the RUKUNEGARA, the national ideology, was formulated as a basis for
national unity. The inspirations and priciples embodied in the RUKUNEGARA are
shown in Figure 2.2. Since its formulation it has provided the direction for all political,

economic, social and cultural activities.

The major instrument towards achieving national unity in the context of the
RUKUNEGARA is the development of a socio-economic foundation that would
provide for a viable and equitable participation of all races in the development process.
Such a framework is enunciated in the New Economic Policy formulated in 1970

which:
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Figure 2.2: The aspirations and principles of the RUKUNEGARA (Ministry of
Education, 1969b).

RUKUNEGARA
Declaration
OUR NATION, MALAYSIA, being dedicated
to achieving a greater unity of all her people;
to maintaining a democratic way of life;

to creating a just society in which the wealth of the nation
shall be equitably shared;

to ensuring a liberal approach to her rich and diverse
cultural traditions;

to building a progressive society which shall be oriented to

modern science and technology;
We, her people, pledge our united efforts to attain these ends guided
by these principles:-

Belief in God

Loyalty to King and Country

Upholding the constitution

Rule of Law

Good behaviour and Morality

“...committed the nation to reduce and eventually eradicate
poverty by raising income levels and increasing employment
opportunities for all Malaysians, irrespective of race; and to
accelerate the process of restruc-turing society so as to reduce and
eventually eliminate the identification of race with economic
functions” (Government of Malaysia, 1970, p.2).
All components of national development have to contribute to the achievement of this
goal. In this respect education has a very important role to play. A major task entrusted
to the school curriculum, which will be examined later is towards promoting national
unity. In fact, one of the aims of the KBSM itself is to develop in the students desirable

attitudes and behaviours ‘as embodied in the RUKUNEGARA’ The specific objectives
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for some subjects also make special reference to the ideology. For instance, the first
objectives of the Bahasa Malaysia programme specifically mention the language as ‘the
instrument of national unity in accordance with the spirit and principles of the

RUKUNEGARA’

2.3  Historical Perspective on Malaysian Educational System

To understand the main priorities and issues of the present education system one must
also understand its history. The present system of Education in Malaysia had its
beginnings with the coming of the British in the early 19th century. During British rule
vernacular education was of a poor quality (Lee, 1972). Malay and Tamil schools
existed only up to the primary level. Chinese schools, on the other hand, continued
beyond the primary level mainly through the initiative of the Chinese communities
themselves.

The administration of education in the Malay Peninsula during this period was in
accordance with the ‘colonial policy of divide and rule' (Ministry of Education, 1985b).
As a consequence of this policy, education was available in four language media namely
Malay, Chinese, Tamil and English, in four somewhat separate school systems. This
multi-faceted educational system was in itself a microcosm of the culturally plural
character of Malaysian society, which necessitated an accommodation of the divergent
demands generated by the various races in the country.

In the pre-independence period the overall educational policy was based on the general
objectives of the colonial authorities, i.e. to disturb as little as possible the status quo of
the different communities in the country. Therefore, there was no attempt to develop a
national policy or system of education. There were separate school systems for the
Malays, Chinese and Indians.

i. The Malay schools

In the early parts of the nineteenth century, Malay schools in Malaya existed in the form
of Quranic classes. Malay education was provided for by the government up to only

primary level (Ministry of Education, 1985). When secular education in Malay was
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first introduced, as a branch of Penang Free School these Malay schools were not well
received. Gradually out-look and attitudes changed and more parents began to send

their children to these schools.

Initially, the Malay schools were assisted by the British East India Company. In 1858,
they were taken over by the British administration and financial aid was provided. By
1938, there were 788 aided Malay schools in the Straits Settlements and the Federated
Malay states (Ministry of Education, 1985b). The purpose of Malay education was to
preserve the traditional Malay ways of life as mentioned by Sir George Maxwell in
Wheeler (1973):

“Our policy in regard to the Malay peasants is to give them as good

an education as can be obtained in their own language. The last

thing we want to do is to take them away from the land”.
To which he added,

“The aim of the government is not to turn out a few well-educated

youth, nor a number of less-educated boys, rather it is to improve

the bulk of the people and to make the son of a fisherman or a

peasant a more intelligent fisherman or a peasant than his father had

been, and a man whose education will enable to understand how

his own lot in life fits in with the schemes of life around him”.
What this meant was that Malays’ education should be purely for the purposes of
preserving the traditional Malay way of life. This indeed was the policy followed
throughout the period of British rule. The majority of the Malays lived in the rural areas
- and thus attended only Malay schools. As English education was the only instrument
for social mobility the rural population, mostly Malays, was thus deprived of such
opportunities.
ii. The Indian schools
Like Malay vernacular schools, the Indians’ schools too started as a branch of the
Penang Free School. With the development of estate plantations, more Tamil-medium

private schools and few others using different media, e.g. Punjabi, Telegu, and

Malayalam, were established. The curriculum of the Indian schools was Indian-
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oriented with books imported from India and teachers recruited from India (Chang,
1973).

iii. The Chinese schools

The Chinese, however with their traditional love and respect for learning, took the
initiative to set up schools of their own (Chang, 1973). Like the Indian schools, the
Chinese schools were Chinese-oriented, using text-books and recruiting teachers from
China. The Chinese schools, as commented by Manson (1957):

“reflected the determination to propagate a Chinese cultural
pattern. It included Chinese, Arithmetic, Civics, History,
Geography, Art, Singing and Physical Training. Some of these
subjects have a different meaning and context from those in English
or Malay schools. The most obvious difference in curriculum is
that English schools included English Literature, Malayan and
World Geography, and Commonwealth History, while a
considerable part of the curriculum in the Chinese schools is
concerned with the history and culture of the Chinese mainland”.

The education-conscious Chinese population had further developed vernacular
education in that secondary and tertiary education in Chinese was also available.

iv. The English schools

The early English schools were set up by the Christian missionaries. The first English-
medium school, the Penang Free School, was established in 1816 by the Rev. R.S.
Hutchings, and this was followed by a few other ‘free’ schools, among them the
Malacca Free School (1826), the Singapore Free School (1834), King Edward VII
School in Taiping (1906) and the Victoria Institution in Kuala Lumpur (1906) (Wong
and Ee, 1971). By 1938, there were 56 government, 59 assisted and 106 private
English schools throughout Peninsula Malaysia (Ministry of Education, 1985b). The
curriculum of these schools was patterned after the grammar school curriculum in Great
Britain, with the view of producing junior administrative officers to support the British
administration. The Malay College at Kuala Kangsar, Perak was established in 1905 to

train administrators for the Malayan Civil Service whose members were initially drawn

from the aristocratic families (Ministry of Education, 1985b). Only in the ‘English
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schools’ where English was the medium of instruction, that children from all races met

on common grounds (Chew, 1979).

2.3.1 Crisis in Malayan Education

Since the end of Second World War, education, language and culture have loomed as
causes of racial tensions in Malaysia. This racial problem in the field of education
seems to be largely a legacy of the past when the British colonial government chose to
operate a communal system of education instead of laying the foundation of an
integrated school system for all races, using the English language as the medium of
instruction. The increasing inflow of Chinese immigrants and the subsequent economic
policy of the British government to import Indian labourers, resulted in a diminishing
Malay numerical superiority, which should have made it plain that any racially

discriminating education policy was fraught with serious long-term difficulties.

Broadly speaking, there are four streams of education in Malaya. The British provided
a limited number of English schools for a minority of children of all races. Help to
mission and denominated schools was granted in the form of monetary aid, provided
they conformed to the establishment standard of the Education Department (Federation
of Malaya, 1957). Ever since the imroduction of the Muslim religion, the Malays have
been sending their children to the religious schools. As part of its pro-Malay policy the

government provided free vernacular education for the Malays (Corry, 1955).

Indian education was closely associated with the rubber estates. Large estate owners
were required by the law to produce and staff a vernacular school whenever ten or more
of their workers' children were within the school age, i.e between seven and fourteen
years (Simandjuntak, 1969). A small per capita grant, based on examination results
and attendance, was given énnually. But generally these schools were far from
satisfactory due to poorly paid teachers and part-time employment of children (Silco‘x?fc,

1954).
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Bﬁt the government did not regard it as part of its responsibilities to provide for
education for the Chinese, and this was, in Corry's words, "perhaps the most serious
sin of omission which can be iaid at the door of British administration" (Corry, 1955).
Undismayed, the Chinese founded their own vernacular schools with the financial
baclcing of wealthy Chinese towkays and voluntary Chinese subscribers (Simandjuntak,
1969). Conforming largely to the Chinese government's code of education, these
school taught the young how to remain a Chinese outside the homeland (Corry, 1955).
Trouble started when the teachers who were recruited from China, allowed their zeal of
Chinese nationalism and communism to seep into the classroom, causing the schools to

become a hotbed for alien politics.

Realising the development of these non-Malayan tendencies, the government passed the
Registration of Schools Ordinance in 1920, whereby these schools were brought under
close government supervision. In 1935 the government decided to extend the grant-in-
aid system to the Chinese vernacular schools which were prepared to conform to the
standards set by the Education Department. But accustomed by this time to looking
after their own affairs, most of the Chinese schools chose to shoulder their own
financial responsibilities themselves rather than to part with their educational

independence (Mat Salleh, 1962).

Thus there developed a mosaic of education systems which worked satisfactorily only
as long as each community was content to live its own life and to leave the
administration of the country to the British. But it was idle to expect this state of affairs
to continue indefinitely, and it was futile to ignore the fact to allow alien schools to cater
for almost half of population of the country was to create a socio-political problem of

the first magnitude.
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The High Commissioner appointed in 1950 a Committee to "inquire into the inadequacy
or otherwise of the education facilities available for Malays" (Federation of Malaya,
1951). This Committee, chaired by L.J. Barnes, Director of Social Training at the
University of Oxford, was a symbol of Malay communaliém because all the fourteen
members included only Malays and Europeans (Simandjuntak, 1969).
However, the Committee was unable to propose any improvement in the Malay
schools. So the Committee went beyond its term of reference, and advocated the
establishment of an inter-racial system of National primary schools in which only the
two official languages would be used as the medium of instruction. The Committee
recommended a bilingual National school system which should employ both Malay and
English as the media of instruction (Federation of Malaya, 1951). But the most obvious
part of the plan was the suggestion that the Chinese and Indian communities should give
up their vernacular schools gradually and send their children to schools where neither
Chinese or Tamil was to be taught (Federation of Mal.aya, 1951). The Committee
recommendations were as follows:

“We have set up bilingualism in Malay and English as its (the

National Schools) objective because we believe that all parents who

regard Malaya as their permanent home and the object of their

undivided loyalty will be happy to have their children educated in

those languages (Malay and English). If any parents were not

happy about this, their unhappiness would properly be taken as an

indication that they did not so regard Malaya.”
‘While the intention of the Barnes Committee of establishing the system of education to
include all races was unquestionably sound in principle, nevertheless the report, could
only kindle the resentment of the non-Malay communities. Moreover, not only were the
Chinese and the Indians not represented in the Committee, but they were not consulted
at any time during the inquiry involving the future of their education, language and
culture (Simandjuntak, 1969).
As a consequence of the amount of criticism by the Chinese against the features of the

Bames Committee, the High Commissioner in early January, 1951 invited Dr. William

P. Fenn, Associate Executive Secretary of the Board of Trustees of a dozen institutions
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of highcr learning in China and Dr. Wu Teh-Yao, an official of the United Nations, to
come to Malaya to investigate Chinese education. Unlike the Barnes Committee, the
Fenn- Wu mission sought the opinion of representatives of the various communities.
The Fenn-Wu Report, published in June 1951, was on the whole sympathetic towards
Chinese education. It was warned against turning Malaya into a cockpit for aggressive
cultures and declared that any restrictive imposition of one language or two languages
upon the people of Malaya was inimical to community understanding and national unity,
since the unity of a nation "depends not upon the singleness of the tongue of simplicity

of cultures” but upon "hearts of its citizen" (Federation of Malaya, 1951).

While the report deplored the Chinese-consciousness of the Chinese schools, it did not
throw the blame entirely on the Chinese for this non-Malay outlook. It argued that
insufficient government schools and sustained government neglect of Chinese education
had forced the Chinese to establish their own schools, and just as English schools were
replicas of schools in England, so were the Chinese schools in Malaya copies of those
in China (Simandjuntak, 1969). The report agreed to the necessity of including Malay
and English in the curriculum of all schools, but added that as one of the great
languages of the world the Chinese language was there to stay. On the future of the
Chinese schools in Malaya it went on to say "They cannot be eliminated until the
Chinese themselves decide that they are not needed. That day may never come, for it is
possible that the Chinese schools should form an integral part of any education

programme of the future Malaya" (Federation of Malaya, 1951).

By implication the report censured the Barnes bilingual National school plan, but at the
same time it was not unmindful of the danger of any excessive Chineseness in Chinese
schools. It advised that the ideai education programme for the Malayan Chinese was to
give adequate attention to Chinese language and culture, but which was free from any of
the characteristics of education in China. Foreign politics should not be mixed up with

education, because such a combination would tend to create misunderstanding. While
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textbooks were not necessarily the ultimate determinants of political views, the Fenn-
Wu report agreed that these could lead to divided Malayan orientation (Federation of
Malaya, 1951).

2.3.2 Basis of the Education System
| The need for integrating the various ethnic groups had been felt even in the late 1940s.
In 1956 a Special Committee under the chairmanship of Tun Abdul Razak (later to
become the first Minister of Education and the second Prime Minister of the country)
was set up to review the existing education policy and to make recommendations with a
view:
“...to establish a national system of education acceptable to the
people of the Federal as a whole which will satisfy their needs and
promote their cultural, social, economic and political development
as a nation, having regard to the intention to make Malay the
national language of the country whilst preserving and sustaining
the growth of the language and culture of other communities living
in the country” (Federation of Malaya, 1956).
The Report of the Committee popularly known as the Razak Report became the
fundamental educational policy document of the country. It emphasises that:
“...the ultimate objective of education policy in this country must be
to bring together the children of all races under a national education
system in which the national language is the main medium of
instruction though we recognise that progress towards this goal
cannot be rushed and must be gradual”
With regards to educational content, the Report recommends a radical departure from
existing practice. It states that:
“One of the fundamental requirements of the educational policy...is
to orientate all schools, primary and secondary, to a Malayan
outlook. We consider that the way to do this is to ensure a common
content in the syllabus of all schools”.
(Federation of Malaya, 1956).
The recommendations of the Razak Report became the basis of the education system. It
provided a 6-year primary education for all children between the ages 6 and 11 in one of
the four media of instruction: Malay, Chinese, Tamil and English; a 3-year lower

secondary education for those who were successful in the Malayan Secondary School
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Examination; and a further 2-year upper secondary education for those who performed

well in the Lowei' Certificate of Education Examination.

In 1960 a Review Committee was set up to review the progress of the implementation
of the national education policy. It concluded that the fundamentals of the new policy
have been accomplished. It also made a number of recommendations including the
raising of the school leaving age to 15, made possible through automatic promotion
throthout the primary and lower secondary levels and the abolition of the selection
examination for entry into the lower secondary level. The recommendations of the
Committee became the basis of the Education Act 1961, which established the features

of the present education system (Education Review Committee, 1960).

The Razak Report, which was published in May, 1956 abandoned the idea of a National
school system, and children would continue to receive their primary education in
separate vernacular schools. At the same time, however, the Committee endeavoured to
elevate the Malay language in the education system. In order to achieve this goal the
primary schools were divided into two broad categories, i.e. (i) the standard primary
schools with Malay as the medium of instruction, and (ii) the standard-type primary
schools with Kuo-Yu, Tamil or English as the media of instruction and Malay as a
compulsory subject of study (Simandjuntak, 1969). Where English was not the
medium of instruction, that language would be taught, whenever there were fifteen or
more pupils whose parents wanted them to learn the language (Federation of Malaya,
1956). The effect of this proposals was that Malay pupils would be bilingual, and non-
Malay pupils trilingual.

To ensure that Malay was taught in primary schools, a knowledge of Malay was to be
compulsory requirement for admission into secondary schools which were wholly or
partly run by public funds. In contrast with the primary school system, there was to be
only one type of secondary school, i.e. the National Secondary School, where the

pupils would receive instruction based on a common syllabus, but where there would
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be sufficient flexibility in the curriculum for the study of other languages and cultures.
To make certain that the teaching of Malay was continued in the secondary schools,
Malay was made a compulsory subject of examination for the Lower Certificate of
Education (LCE) and for the National Certificate of Education, which was later known
as the Federation of Malaya Certificate of Education (FMCE). These two public
examinations were to come at the end of third year and at the conclusion of the five to
six year secondary school course respectively (Federation of Malaya, 1956). Because
of the utilitarian value of English, the study of this language was required in all National

secondary schools.

The Razak plan won the goodwill of the non-Malay communities because it did not seek
to alter the practice of Chinese secondary schools of using Kuo-Yu as a general medium
of instruction. The content of education was considered to be more important than the
medium of instruction, and the promotion of Malay to the position of the national
language was to be achieved, not by its use as the medium of instruction, but as a
compulsory subject in all schools. By making this approach the Razak Committee
skirted the explosive language conflicts of the past, and allayed the non-Malay fears of

the ultimate extinction of their education, language and culture.

The only opposition came from the Malays. Five UMNO (United Malay National
Organisation) elected Councillors and one nominated Malay members were dissatisfied
because Malay was not made the sole medium of instruction in all schools. Answering
these critics, the Minister of Commerce and Industry, Dr. Ismail Dato’ Abdul Rahman,
said that “such ambition was tantamount to posing as imperialist with no considerations
for the Chinese and Indians who are already in this country” (Federation of Malaya,
1956). Fourteen other Councillors spoke in support of the report, describing it as “a
shining example of Malay liberalism”, and as “a pattern for the weaving of what may in

time truly become a virile Malayan culture” (Federation of Malaya, 1956). The critics
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having been silenced, the Council unanimously approved the “ten-year school
blueprint”, which was subsequently embodied as the Education Ordnance, 1957.

The subject of education became part of controversy on account of the ambition of
certain Malay conservative opinion to restrict the language medium at the LCE
examinations to Malay, and to prevent Chinese from being used as a medium of
examination at the secondary level so as to ensure the supremacy of the Malay language
(Lowe, 1960). This prompted Dr. Lim Chong Eu, the then President of the MCA
(Malayan Chinese Association) to communicate with Tunku Abdul Rahman, the Prime
Minister and the leader of the Alliance, in a “secret” letter urging that until the Malay
language was sufficiently developed, Kuo-Yu should continue to function as a medium
of instruction and examination in Chinese schools, and that the results of such
examinations should be recognised by the government as equivalent to those of the
National Secondary school examinations (Straits Budget, 1959). The Alliance yielded
to sustain pressure from the MCA, and promised to encourage and to sustain the growth
of the languages and cultures of the non-Malay races, and to recognise Chinese

Secondary school examinations results as equivalent to the LCE (Straits Budget, 1957).

Pursuant to its election promises, the Alliance government appointed in February, 1960
an Education Review Committee under the chairmanship of the Minister of Education,
Abdul Rahman Haji Talib, to review the Razak policy and the extent of its
implementation. In June, 1960 the Review Committee reported that the Razak policy
had been “faithfully and successfully carried out within the limits imposed by financial
stringency in 1958 and 1959 and by the sheer magnitude of the many sided task”
(Federation of Malaya, 1960). Apart from having to review the Razak policy, this
Committee also made some recommendations where its main recommendations was
incorporated into the Education Act, 1961. The recommendations of the committee had
an important bearing on educational development in the 1960s. Among the important

recommendations are (Ministry of Education, 1985b):
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a. Universal free primary education;

b. Automatic promotion to Form III;

c. Assessment Examination at Standard V;

d. Improvement of Vernacular Primary Schools;

e. Enhancement of Technical and Vocational Education;
f. Control of Primary Education;

g. Setting up the Federal Inspectorate;

h. Introduction of Bahasa Malaysia as the medium of instruction;
i. Official language medium for Public Examination;

j- Expansion of Teacher Training Programme; and

k. Provision of Religious and Moral Education.

While allowing the system of multilingualism to continue in the primary schools, it was
considered incompatible with an education policy, designed to create a national
consciousness and to establish Malay as a national language, to make the racial and
linguistic diversities permanent features to the publicly financed secondary schools. So
it was recommended that Malay or English should be used exclusively as the medium of
instruction in these schools and as the medium of examinations at the LCE and FMCE.
Describing the LCE and FMCE as the ‘lynchpins in our national secondary system of
education, the Committee went on to say that the most unsatisfactory aspect of the
existing system would be eliminated, if the Ministry of Education scrapped

examinations in the Chinese language” (Federation of Malaya, 1960).

To the government-assisted Chinese Secondary schools all this meant a reorganisation
of their school system. In fact, the Committee had proposed a change from the
Chinese 3-3 system, i.e. three years of Senior Middle School, into the Federation 3-2
secondary system, i.e. three years of National secondary school course followed by
two more years of upper secondary. The first year of the Chinese secondary school
course, which the Committee proposed to call “Remove Class”, could be utilised to
provide extra extensive instruction in one or both of the official languages, preparatory

to the first year of the 3-2 Malay or English-Medium school course. Simultaneously the
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Chinese secondary school examinations would be replaced by the LCE and the FMCE
examinations (Federation of Malaya, 1960). The most serious impediment to this

grandiose scheme, however was the severe shortage of suitably trained teachers.

Opponents of these proposals denounced the scheme as a calculated onslaught against
the non-Malay languages and rejected them as a break of the promises made by the
Alliance on the eve of the 1959 general elections (Federation of Malaya, 1960). During
the debate on the new Education Bill Too Joon Hing, the rebel MCA Secretary-General
in the 1959 crisis, called for the withdrawal of the bill and for the appointment of an all-
party committee to undertake a fresh review of the Razak Report. But in spite of solid

assaults according to the non-Malays the controversial Bill was passed.

Although the issue of reforming education was taken up immediately following
Vindependence, the use of one language as the medium of instruction was implemented in
stages over a planned period of fourteen years, beginning with the enrolment of pupils
into Malay medium classes for Standard One in 1970 (Haji Omar, 1976). This initial
phase of conversion at the first level of primary education signified the start of a period
when the instruction of all school subjects would ultimately be in the national language,
except for the learning of English, conforming to the National Educational Policy which

aims to establish English as an effective second language in schools throughout the

_ country.

The underlying purpose of learning English is to create a society that is able to utilise the
language for effective communication as need arises, and as a key to wider experiences
(Ministry of Education, 1973). In a way, the implementation of the National Education
Policy, with particular respect to the use of the national language as the medium of
instruction in the schools caused the racial riots of May 13, 1969, which many saw as
the culmination of pent-up emotional upheavals - the result of religious, cultural and

language differences between the country’s multi-ethnic components. One of the issues
36



that led to the racial clash following the general election in 1969 was the status of Malay
as the national language. Many among the non-Malays challenged the right of the
government to impose upon them a language which they claimed to belong to only the
Malays. Hence, it was after the riot that the terms ‘Malay language’ or Bahasa Melayu
was changed to Bahasa Malaysia or the ‘Malaysian language’. Possibly free from any
racial overtone, Bahasa Malaysia could then be looked upon as the key belonging to
every Malaysian (Federation of Malaya, 1956). However, although the use of Bahasa
Malaysia as the primary medium of instruction in the country’s educational
establishment has been fully implemented, there is also provision for the teaching of the
pupils’ mother tongues under the Educational Act, 1961 as long as fifteen or more

pupils in a particular school request such a class.

Undoubtedly, in order to unite the different races in Malaysia it is essential to introduce
a common curriculum for schools throughout the country to ensure that pupils would
be aware of similar issues pertaining to the nation through learning identical subjects in
spite of the different language of instruction. All schools, including those at the primary
level where education is offered in three languages, have to follow a common-content
curriculum.

The first Education Committee of Independent Malaysia states:

“We cannot over-emphasise our conviction that the introduction of
syllabuses common to all schools in the Federation is the crucial
requirement of educational policy in Malaya. It is an essential
element in the development of a united Malayan nation. It is the key
which unlocks the gates hitherto standing locked and barred against
the establishment of an educational system ‘acceptable to the people
of Malaya as a whole’. Once all schools are working to a common
content syllabus, irrespective of the language medium of instruction,
we consider the country will have taken the most important step
towards establishing a national system of education which will
satisfy the need of the people and promote their cultural, social,
economic and political development as a nation. We do not consider
that the order in which the material is treated is of major importance
but priority should be given to the Malayan aspects of each subject
and non-Malayan elements in the syllabus should only be admitted
cither if they are of international value, or if they provide the
necessary background”. (Federation of Malaya, Malaya, 1956)
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Hence, from the day Malaysia got independence, the National Education Policy - based
on the report by the Govémment Committee on Education in 1956 - began to take shape
through the implementation of a co-ordinated curriculum, first in primary schools and
over the years encompassing the secondary level. It was not until 1983, howeyver, that
the national language began to prevail as the medium of instruction right up to the
tertiary level when all the first year courses at the universities began conducting lectures

in Malay.

2.4 The Development of Education

The development of Education in Malaysia reflects the multi-faceted role it has to play in
creating a united, democratic, just, liberal and progressive society. The overriding
objective of education is national unity. It has been firmly believed from pre-
independence days that through a unified national education system, the foundation of a
united and harmonious nation will be laid. Education also aims to enable all Malaysians
to participate fully in the process of national development, to produce the skilled
manpower needs of the country, to provide for greater opportunity for those in the
lower income groups and regions of the country and to inculcate discipline and social

responsibility in the future citizens.

The importance attached to education can be seen in the high proportion of the country’s
budget allocated to it. For the period 1981-90 between 16 to 20 percent of the total
national expenditure was on education (Ministry of Education, 1983a). The expansion
of educational facilities for all levels has been rapid. A stable economy and a fairly
small population has enabled most children to be in school. There is now a near
universal enrolment at the primary level and a high enrolment at the lower secondary
level. The percentage for the different age groups enrolled in 1987 are shown in Figure

2.3, and expansion in term of actual enrolment in Table 2.2. A number of
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developments in terms of policies, infrastructure, programmes and projects have been

undertaken since independence. The major ones are highlighted below.
2.4.1 Structure of the Formal Education System

Malaysian has a 6-3-2-2 school system. The schematic layout of this system is
illustrated in Figure 2.4. There are a six year of elementary/primary education, from
Standard I to Standard VI (equivalent to U.K primary 1 to 7, or to U.S grades I t0 6 ), a
three years of lower secondary education, from Form I to Form III (equivalent to U.K
secondary I to 3, to U.S grades 7 to 9), a two years of upper secondary education,
Form IV and V (equivalent to U.K secondary 4 and 5, to U.S grades 10 and 11), and a
two years of post secondary education, Lower Form VI and Upper Form VI (equivalent
to UK O Level/A level, to U.S grade 12 and 13). The Form VI level is followed by
the Higher Education level which consists of two types of institutions, that is the
colleges and universities.

The school year is from the beginning of January to the middle of November with two-
week breaks in between. At all levels, and for every subject, there is a National
curriculum that has been prescribed by Malaysian Ministry of Education. This is in line

with the basis of a national learning system that was specified in the Report of the
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Figure 2.4:Structure of the formal education system in Malaysia(Ministry of
Education,1989b)
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Education Committee in 1956. This statement is based on the announcement made by
the then Minister of Education, Y.B Dato' Musa Hitam on 8th. Dec.1980. He stated
that a new curriculum had been planned in order that students would achieve skills in

the three basic fields (Ministry of Education, 1979a), namely in;
1. communication;

2. man and his environment;

3. individual self development .
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i. Primary Education (Standard 1 to VI)

Schools at the primary education level are divided into three types:
a. National Schools;

b. National Primary Schools; and

c. National Type Primary Schools (NTPS).

Primary education, though free, is not ccompulsory. The medium of instruction in the
National School throughout Malaysia is Bahasa Malaysia. However, the medium of
instruction in the National Type Primary School (Chinese) [NTPS(C)] is the Chinese
Language while the Tamil language is the medium of instruction in the National Type
Primary School (Tamil)[NTPS(T)] (Ministry of Education, Malaysia, 1985b). In
Peninsular Malaysia and Sabah the National Type Primary Schools (English)
[NT(E)PS] have been using Bahasa Malaysia as their medium of instruction since 1975.
All primary schools national, Chinese and Tamil - use a common content syllabus
which reflects a Malaysian outlook. Pupils enter the system at the age of 6 years or
above on the first Monday of January. Enrolment at this age is almost universal now,
with more than 90% entering standard one of primary schooling. About 85% of the
pupils enrolled in standard one complete their primary education.

The six year primary course consists of the following subjects;
a) Malay language

b) English language

c¢) Chinese language

d) Tamil language

e) Science

f) Mathematic

g) Islamic Religious Knowledge
h) Geography

i) History

j) Physical Education

k) Health Education

1) Civics
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Pupils at the primary school level that is from Standard 1 to Standard VI, are
automatically promoted. And since 1965, there was automatic promotion of pupils

from Standard VI in the primary schools to Form 1 or Remove Class secondary school.

National examination is held at Standard VI. The Standard VI assessment was originally
designed to assess the national norm of pupil performance and to identify areas of
weaknesses in pupils so that remedial activities could be undertaken. However, as will
be examined later, these activities have not materialised and the examination results
have served more as a convenient instrument in selecting pupils for the residential
schools. The examinations at the other levels serve both for certification and for

selection of pupils into the subsequent levels.

ii. Lower Secondary Education (Form I-III)

On completion of six years of primary education at the agé of 11+, pupils automatically
enter Form One or remove classes in the lower secondary schools. At lower secondary
level the medium of instruction used is either Bahasa Malaysia or English. Education at
this level is of three years duration except for pupils from NTPS(T) or NTPS(C) who
are required to go through Remove Class before entering Form 1 in Malay or English
medium. Remove Classes are specially conducted with the aim of upgrading the
language proficiency of pupils, either in Bahasa Malaysia or English Language in
accordance with the media of instruction available at the lower secondary level.
However, since 1975, that it is as a consequence of the language conversion
programme which was introduced in NT(E)PS in the Peninsula in 1970, Remove
Classes are only conducted in Bahasa Malaysia to cater for pupils from NTPS(C) and
NTPS(T) (Ministry of Education, 1985b). The pupils from the Malay-medium schools
enter form one directly (Figure 2.5).

In order to implement Bahasa Malaysia as the national language, all English medium

schools have been replaced by the Malay medium (Figure 2.6), which is referred as the
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language conversion programme. At the lower secondary level, the language
conversion programme in Form I was fully implemented in 1976, followed by Form II

in 1977 and subsequently Form III in 1978 (Ministry of Education, 1985)

All pupils at lower secondary education level are automatically promoted from Form I to
Form III and at the end of Form III they sit for a public examination, that is the Lower
Certificate of Education. It is held to select pupils who are qualified to enter Form IV.
For the years of 1971 to 1978, it was found that between 39.6% to 45.0% of Form III

pupils did not succeed in continuing their education (Ministry of Education,1985).

Lower secondary education is of three years duration and academic subjects, together
with those of a pre-vocational nature, are included in the curriculum. In this
comprehensive type of education, each pupil is required to opt for one pre-vocational
subject - industrial arts, home science, agriculture science or commercial studies. The
main aim is to expose pupils to practical subjects. The curriculum at this stage is more
diversified, and the course provides subjects in;

a) Mathematics

b) Science

¢) Islamic Knowledge
d) Arts and Crafts

¢) Music

f) Health Education

g) History

h) Geography

i) Social Studies

j) Chinese Language

k) Tamil Language.



Figure 2.5: Structure of the formal education system in Malaysia (Ministry of
Education, 1989).
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Figure 2.6: The status of the English Language in the Malaysian government school
system (Ministry of Eduication, 1989). {Note: P = Primary; S = Secondary}.
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Those who are awarded the SRP proceed to upper secondary classes and, based on

their results, they are channelled into Science, Arts, Technical or Vocational streams.

ili. Upper Secondary Education (Form IV-V)

Schools at this level, like those at the lower secondary level, use two media of
instruction that is Bahasa Malaysia and English. Based on the language conversion
programme, education at this level, is fully conducted using Bahasa Malaysia as the
medium of instruction from Form IV to Form V in 1980. Students promoted to Form
IV are channelled into three types of school:

(i) Academic Secondary Schools; including residential schools with arts or science
stream.

(i) Technical Secondary Schools; At the end of two years, pupils in the Academic and
Technical streams sit for the Sijil Pelajaran Malaysia (SPM or Malaysian Certificate of
Education) which serves as an entry qualification in the public and private sectors. The
certificate is also used as a basis for selection into post-secondary level (Form VI) or
entry certificate and diploma courses.

(iii) Vocational Secondary schools; take the Sijil Pelajaran Vokasional Malaysia
examination (SPVM or the Malaysian Vocational Certificate of Education).

In the Peninsula in 1988, 61.8% of the pupils in Form IV and V were in the arts stream,
31.2% in the science stream, 2.4% in the technical stream and 4.6% in the vocational
stream (Ministry of Education, 1990b). The number of pupils going to the different
types of schools is based on an estimation of the kinds of manpower required and the
availability of places. In 1987, 92.8% of pupils went to the academic schools, 5.0% to
the vocational schools and 2.2% to the technical schools (Ministry of Education,
1988d). |

iv. Post-secondary education (Form VI; lower and upper)

Post-secondary education consists of two years and selection to the Arts, Science or

Technical stream, is based on the SPM results. The average percentage of pupils
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selected to Form Six annually for the years 1981 to 1988 was approximately 33% of the
total numbers of pupils in Form V (Ministry of Education, 1990a). At the end of two
years, pupils sit for the Sijil Tinggi Pelajaran (STP or the Higher School Certificate)
examination for entrance to universities. The certificate also serves as an entry
qualification for appointment to posts in the government service and private sector.
Among this group of pupils, about 35% of them are eventually admitted to pursue
courses in the local universities. Tertiary education, provided in colleges and
universities, range from two to six years. At present, there are three colleges and seven

universities in Malaysia.

2.4.2 Language policy

In the early nineteenth century the English school curriculum emphasised language
more than any other single skills. A competent command of English was required in
order to gain employment in commercial firms and in the administrative service, and for
admission into any professional courses. The subjects offered in nearly every school

were:
1. Oral English

2. English Language

3. English Literature

4. History

5. Geography

6. Elementary Mathematics
7. Hygiene with Physiology

Since 1957 a number of steps have been taken to implement the national language policy
in the education system. These include:

(i) making the national language a compulsory subject at all levels in the primary and
secondary schools and in all teacher training institutions;

(ii) setting up secondary schools or classes to be taught in the national language; and
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(iii) a pass in the national language being made compulsory for the award of certificates

for examinations at the end of the lower and upper secondary levels.

A more drastic measure was taken after the fourth general election held in May 1969
which was followed by a racial conflict (known as the 13 th. May Tragedy). The
conflict forced the government to review the objective of the national education of the
country with the hope that this would overcome some of the weaknesses in the
education system which might - directly or indirectly - have triggered the tragedy. A
new policy was implemented by which the English school system was gradually phased
out to become completely Malay (Abu Bakar 1984; Kee and Hong 1971). So long as
the English school system remained, polarisation in society between the well-to-do
English educated and the unfortunate non-English educated was inevitable. Omar
(1976;3) points out:

" The majority of the rural people were Malays while the urban

people were mostly Chinese. A greater part of the Indian population

was found in rubber plantations where they were employed as estate

workers. The existence of the English medium schools proved to be

a divisive factor which engendered a social cleavage between the

urban and the rural people. This cleavage was not only interracial in

the sense of a split between the Malays and the Chinese, but was

also intra-racial as a socio-educational gap was formed between the

urban and the rural Malays".
The national policy was essentially aimed at accelerating the pace of national integration
and unity. It was the introduction of Malay (the name changed to Bahasa Malaysia in
1969) as the main medium of instruction, with English as the second language, at all
levels in the educational system. This meant that schools using English as the medium
of instruction had to change to Bahasa Malaysia. The policy was implemented

gradually beginning at Standard 1 in 1970 and moving up the educational ladder each
succeeding year (Ministry of Education, 1981a).

The gradual phasing out of the English school system was started in January 1970 with
the beginning of school year, as from Standard One. Hence, from that date, English

came to occupy its rightful position as an L2 in the Malaysian school system (Ya'kub
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1969). As from 1978, the Lower Certificate Examination was wholly conducted in
Malay, in 1980 the school certificate, and in 1982 the higher certificate. Therefore, by
1982 the English school system ceased to exist and by 1985 most of the final year first
degree courses in local university were conducted in Malay. English was taught merely
as a subject systems were, however, maintained. Figure 2.6 indicates the current

educational pattern in Malaysia as a result of the change.

Sabah followed the same step starting the change concomitantly with Peninsular
Malaysia. However, in Sarawak, the process was begun only in 1976 due to lack of
resources and manpower trained in the Malay-medium. The process is expected to be
complete by 1988 by which time at the end of the year all pupils will sit for the higher
school certificate examination, i.e. the Sijil Tinggi Pelajaran (STP) through the medium
of Malay.

In any case, to the Malaysians at large, the pressure of prestige and importance of
English is still felt even today. The language continues to function as the language of
science and technology since most reference materials in local tertiary institutions are
still in English. It is a world language by means of which contacts with other countries
- especially in the diplomatic and commercial fields- are conducted. English is still used
as a means of communication among the English-educated and a first language for those
who have discarded their mother-tongue. It also serves as a social identification and a
symbol of urbanisation.

"There is no denying that amongst the legacies of the British

colonial government in Malaysia, the most valuable is the English

language”’(Omar, 1982).
Although there was a certain degree of antagonism towards the former British rulers,
this does not involve antagonism towards the English language; and the abolition of the
English school system was for the sake of national unity.

Primary education is now provided in three languages: Bahasa Malaysia, Chinese and

Tamil. At the secondary level Bahasa Malaysia has become the main medium of
50



instruction since 1980. By the end of the 80s Bahasa Malaysia will also become the

main medium of instruction at the post-secondary and tertiary levels.

Bahasa Malaysia as the national language and the main medium of instruction has
implications on the school curriculum. At the primary level, apart from being the
medium of instruction in the national schools, it is also taught in the other schools from
the first year (Curriculum Development Centre, 1983). And, as already mentioned, one
of the objectives of the Bahasa Malaysia programme is for promoting the language as

the national language of the country and as an instruction of national unity.

2.4.3 Substitution of Bahasa Malaysia for English

When the country gained independence in 1957, a distinct national character needed to
be implemented. This process, Fishman (1968) points out, is characteristic and
therefore not unexpected of newly-independent nations. Nationalistic sentiments were

soon translated into a policy to substitute Bahasa Malaysia for English.

While Tamil and Chinese-medium schools were allowed to retain their vernacular
character at primary levels, English was to be completely phased out as a medium of
Education . With these changes at the elementary level, English has lost its ground as a
medium of instruction and as a separate subject. Figure 2.6 shows the status of English

in the Malaysian government school system.

The Constitutional provisions for safeguarding the interests of the ethnic groups in the
country ensured the retention of the vernacular as a medium of education (albeit at a
reduced scale), but no similar entitlements could be extended to English schools. This
stemmed from the fact that English was not recognised as the language of any of the

major ethnic groups in the country.

51



English then, will have to be viewed in the light of Kehoe's (1972) assertion that in the
determination of language policy, decisions are more likely to reflect political realities
rather than cither linguistic assumptions or pedagogical advantages. The decision to
support Bahasa Malaysia as the national language was underpinned by strong socio-
political variables (Strevens, 1976), as was the case with the other vernacular languages
t00.

English, however, had evolved more out of utilitarian values rather than political
realities. The political neutrality of the English language in Malaysia (Judd,1978; Omar,
1979) considerably weakened its basis to support in a language policy founded more on
factors of a socio-political rather than economic or linguistic nature. In 1970, the
vigorous implementation in Malaysia of the "clearly-defined policy of promoting Bahasa
Malaysia as the one and only national, official and instructional language of the country"
(Llamzon, 1976) resulted in a significant attrition in the importance of English with far-

reaching repercussions on the teaching and learning of English.

Just as independence in 1957 had necessitated the replacement of the British colonial
administration, the eventual displacement of English in favour of Bahasa Malaysia was
seen as equally necessary if political independence was to have any real meaning (Chai,
1977). From a language which hé.d the status of being a medium of instruction in the
educational system, it was relegated to the status of a subject in the school curriculum.
The changed status of English meant a fundamental change in the role of English and

the context in which it now has to operate in Malaysia.

The dual effect of the policy was to reduce and ultimately dispense completely with the
teaching of English as a first language, while simultaneously stepping up the teaching of
English as a second language (Lee,1974). The vastly-altered status of the English
language has important implications for the school curriculum. At secondary level, "in

terms of operational English study time, this meant a reduction from 1,780 minutes to
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merely 200 minutes per week"” (Samah, 1979). Realising its importance, the Education
Minister, Datuk Musa Hitam, during the parlimentary debate stated that:

“...the English language was an important second language in
schools and institutions of higher learning. The Ministry would see
to it that the standards were maintained and improved. He agreed
that the teaching of English should be given serious attention not
only by the Ministry but the teachers and parents as well. His
Ministry, Datuk Musa said, was actively studying the various ways
to improve the teaching of the language both from the short and
long term view”(New Strait Times, 7 April,1978).

Replying to a question put to him in the Dewan Rakyat (Malaysian Lower House of
Parliment), Haji Salleh Jafaruddin, Deputy Education Minister, outlined steps to be
taken to improve the standard of English. In addition to a research project on the

standard of English required (New Straits Times, 6 April, 1978), other measures were

taken as follows:

i. increasing the reading materials in English for primary schools and launch
supplement reading programmes for secondary schools;

ii. review and update the English language syllabus for primary and secondary schools;
and

iii. intensify the in-service training for English teachers to expose them to latest teaching
techniques of the language.

Later, Datuk Musa Hitam (New Straits Times, 27 April, 1978) told the Dewan Negara
(Malaysian Upper House of Parliment) that:
“...he had directed his officers to draw short and long term
programmes to improve the standard of English among pupils. He
said the short term plan-comprising immediate steps to overcome
the problem- might be carried out next year. The long term
programmes would include a careful review of all aspects of the
teaching of English, including the training of teachers, facilities and
other related matters”
Despite all the efforts made by the Ministry of Education, the standard of English
among the pupils is still relatively poor. This can be seen from the UPSR (Primary
School Achievement Test) in 1988 showed that a large number of children, especially
those from the rural schools, needed remedial teaching in subjects such as English and

Mathematic (Government of Malaysia, 1990).
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The formal status of English within the education system has been clearly spelled out.
Actually, however, it is a genuine L2 only to a handful of English-educated urbanites.
To them, the deteriorating standard of English as a result of its changing role is very

distressing.

Nonetheless, the decline in the qualitative aspect of English proficiency is evidently
inevitable because the present education system is not anymore producing English-
educated learners of English as a second language (ESL). The English-medium pupils
of the pre-1970s were extensively exposed to English both within and outside schools.
On rare occasions, some schools even forbade the use of language other than English
when in school premises to the extent of imposing some sort of punishment on any

pupils who spoke them.

Conversely, the majority of Malay-educated learners of today see English as nothing
more than a school subject without any immediate need. They can dispense with
English entirely and still get themselves promoted from one level of schooling to the
next. This, teachers generally believe, undoubtedly colours their attitudes towards the
subject which in turn affect their examination result. As an example, in the 1978
Primary School Achievement Test (UPSR), only 43% of the total Malay-medium
candidates throughout the country passed the English paper and in 1982 the figure
dwindled to 17% (Mohd Hashim 1982). Similarly, in the Sijil Pendidikan Malaysia
(SPM or Malaysian Certificate of Education) common communication English paper
conducted for the first time in 1977, only 10% of the total Malay-medium candidates
throughout the country passed the paper as against 60% of English-medium candidates
who passed (Chandrasegaran, 1979)
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The low standard of English among Malay-medium pupils was once commented by
Datuk Haji Abdullah Badawi (Utusan Malaysia, April 12, 1988), then Minister of
Education:

"Currently it is clear that the importance of English has been

neglected to the extent that its quality and use among Malaysians

have declined”.
The preferential treatment accorded the English medium schools ensured a higher
quality of education through that medium, which was available right up to tertiary level.
Therefore it was of the greatest social and economic advantage to be educated in English
medium schools (Wong, 1982). Under such favourable conditions English became

established as the lingua franca of the educated elite and as the language of higher

education in Malaysia (Lee, 1974).

2.5 English Education in Malaysia.

In Malaysia, a high-level decision at some point of time had resulted in the introduction
of English (George, 1972). Before independence the English language was used as the
medium of instruction at all school levels in English-medium schools apart from being
the medium of instruction amongst people in the middle and upper classes. This
situation has changed since independence as Bahasa Malaysia has, in stages, been made
the medium of instruction in all schools with the aim of making it the unifying force
amongst the people. Nevertheless, English is still taught at all school levels, because of
its importance especially in the acquisition of knowledge, for example in the field of
science and technology. Bearing in mind that Bahasa Malaysia aspires to bring forth a
progressive society based on modern science and technology, it is appropriate that
English is made the instrument to achieve this objective.

The main purpose of the English lessons is to impart basic skills and knowledge with

two specific aims:

(i) to enable the students to use the language in their work; and

(ii) to improve their skills and increase their knowledge of the language to be used for
specific needs at higher levels of education (Ministry of Education, 1985c).
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At present English is a compulsory subject in schools and all public examinations,
although the candidate need not pass this subject in order to continue his education. As
a consequence the quality of teaching and learning English in schools especially in

national schools is found to be less than satisfactory (Ministry of Education, 1985c).

The enrolment of Malay, Chinese and Tamil-medium schools were almost exclusively
confined to the respective ethnic components of society. English schools, on the other
hand, did not actually cater to the British. Instead the enrolments of these schools were
largely drawn from the more privileged and affluent class of Malaysian society (Platt,
1976), and this way was quite independent of ethnicity barriers. The resultant effect of
English-medium education was therefore elitist with a consequent division of society
along socio-economic stratification, as opposed to vernacular education which

accentuated ethnic compartmentalisation.

Despite the availability of instruction in the mother tongue, and the fact that English
education was neither free nor compulsory, English schools commanded the greatest
attraction. Lee (1974) attributes this to the fact that "it was of higher quality than the
vernacular system and offer access to post-secondary education”. Over and above this,
it was seen as a passport to important positions in government and in the increasing
number of European business establishments, as well as for professional training (Platt
and Weber, 1980). These factors accorded it a virtually indisputable advantage over the
other media in tertiary education and in employment (Miller, 1968). Its status as "the
most indispensable requirement in the achievement of social and economic status” was
considerably enhanced with the extension of colonial rule and the expansion of

international trade and communication in Malaysia (Omar, 1976).

Fishman (1968) has stated of new nations that 'in the absence of a common

nationwide, ethnic and cultural identity (they) proceed to plan and create such an identity
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through national symbols that can lead to common mobilisation above, beyond, and at
the expense of pre-existing ethnic-cultural particularities. It is at this point that a
national language is frequently invoked as a unifying symbol.
“Even before complete independence, the Alliance Government had
set about the establishment of Malay as the national language.
However, the immediate operational needs of the country may well
necessitate the short-term recognition of another or of multiple
languages. Thus some nations have hit upon the expediency of
recognising several local languages as permissible for early
education (i.e. grade one to three or even six), whereas the
preferred national language is retained for intermediate education
and a non-indigenous language of international significance is
retained (at least temporarily) for government activity and higher
education”(Fishman, 1968).
In the case of Malaysia, although Malay was made the national language, there is no
prohibition of using English in the country. In fact it was still used as a second official
language for independence Malaysia. Due to the importance of this language
internationally it was retained for ‘'official' purposes, for the court, for diplomacy and
for consultative purposes.
Article 152 of the Federal Constitution states:
“The national language is Malay, and Parliament has the right to
decide the script in which it may be written (Romanised script is the
official script, Jawi may be used). Until 1967, English will
continue in all Parliment Bills and Acts. Similarly, both Malay and
English may be spoken in Parliment and the State Assemblies, but
English remains the language of the Supreme Court until Parliment
decide otherwise”.
Thus it can be seen that English was retained for some time for the courts and
parliament. In fact it has been retained for a much longer period. What Fishman (1968)
states in regard to language of education also has been generally true in Malaysia,
although it would not be appropriate to consider the policy of allowing primary
education in Mandarin or Tamil, with Bahasa Malaysia as a second language is merely
'expediency’ (Platt and Weber, 1980). This is because the non-Malays have the right to
receive education in their mother tongues, at least at the primary level, in order to
introduce, if not the language then the form of the language, and later the children
should be given a choice either to continue their education in Malay or in their own

language.
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Of course, although the language may be made officially the national language, this
does not of itself make it de facto the national language. It is the task of various official,
or officially sanctioned, bodies to bring about changes in language use patterns so that
the language does indeed become the national language. The changes that have
occurred and still are occurring in the functions and status of English, should be
considered, the former prestige language in relation to the increasing functions and the
status of Malay. By referring to English as the former prestige language, it is not
implied that there were no other high status speech varieties. Quite obviously there are
prestige forms of Malay, varieties of Chinese, Indian languages such as Tamil and
Punjabi, as well as the special prestige language connected with the religious domain,
Arabic (Platt and Weber, 1980). What it is meant is that English was considered a
prestige language because being fluent in it would lead "to higher status of occupations

and higher income" (Platt and Weber, 1980).

With the present policy of implementing Bahasa Malaysia as the de facto as well as de
jure national language, there has obviously been a change in the relative status of
Bahasa Malaysia and English. For the Malays, there is obviously a cultural attachment
to Bahasa Malaysia. In addition many of those now able to receive higher education
and higher status positions are not from a background in which English had any great
relevance. For the rural population, there would have been a degree of awareness that
English was the language of the British administration and a language of power but as
they had little or no opportunity to learn it they had neither sentimental of instrumental

attachment to it.

Obviously Bahasa Malaysia is becoming more the language which will increase
functional value for most of the population as it becomes even more important as the
language of government. The process by which it becomes the language to which the

whole population has sentimental attachment will be slower, but the more it is used and
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acceptance as appropriate for the private domain of Family and Friendship, the more
this state is likely to be achieved. Obviously in the multi-ethnic, multilingual, multi-

cultural society such changes do not occur overnight.

For some English-medium educated Malaysian, English has been on the borderline of
being a Second language and a First language, but the number of such people will
diminished. The reason is obvious because through the conversion programme all
English-medium schools have been replaced by Malay-medium instruction. But there
are a few private schools offering English as their medium of instruction. Obviously
not all parents can afford to send their children to such schools so English remains as
the language of communication only for those who can afford it, i.e. the upper and
middle classes. For many, especially those who do not go on to higher education
and/or have little or no contact with the English-speaking world, English, although it is

taught as a 'second language' will be more a foreign language.

2.6 The philosophy and aims of education

As yet there is no one document in which the philosophy and aims of education for the
country are explicitly and categorically stated. Nevertheless, they can be deduced from
documents dealing with national policies such as the RUKUNEGARA (Figure 2.2),
national development plans or government budgetary reports. Such documents
enunciate strategies in the nation’s quest for national identity and unity which involve
the whole range of economic, social, political and cultural activities. The philosophy
and aims of education can also be inferred from the objectives of educational projects
and activities and in the preambles and statements of objectives of specific subject

syllabuses.

There have been attempts to formulate statements of the philosophy and aims of
education. These statements, however, were tentative and intended to serve as

guidelines for certain purpose. For instance, in 1981, at the National Workshop on the
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Philosophy of Teacher Education in Malaysia, the key paper delivered highlighted the
essence of what constitutes the philosophy and aims of education as contained in the
various documents. The participants deliberated upon the views presented and arrived
at some consensus on what may be termed as the operational concept of the philosophy
of education for the country. This was to serve as guidelines in the formulation of the

philosophy and aims of teacher education (Ministry of Education, 1981c).

A more recent attempt to formulate statements of the philosophy and aims of education
was in 1983 during a seminar convened to arrive at guidelines for planning the new
curriculum for the secondary school level. In this initial attempt, the national
philosophy of education was stated as follows:

“Education is an effort towards developing the overall potential of
children to enable them to become citizens with balanced
development spiritually and physically; who are knowledgeable,
responsible, and able to achieve individual happiness; as well as to
contribute positively to the growth and prosperity of the nation in
order to create a loyal, disciplined and united society in accordance
w1t8h the principles of the RUKUNEGARA”(Ministry of Education,
1983e).

The seminar also attempted to specify the aims of education. These were stated as the
promotion of the well-being of the individual and his contribution to society and nation.
They incorporate the balanced and overall spiritual and physical development of the
individual, the inculcation of appropriate values and attitudes, the enhancement of the
ability for thinking and reasoning, the acquisition of skills and knowledge, and the
nurturing of creativity appropriate to the conditions and needs prevailing in his society

and the wider society. More specifically, the aims are:

(i) the creation of citizenry and national unity through mutual understanding, tolerance
and closer relationship between the various communities, respect for the laws and the
Constitution and pride in the national culture;

(ii) the development of rational thinking, positive attitudes to scientific inquiry and
technological development, and the acquisition of knowledge, skills and values
congruent with modernisation;

(iii) the development of the individual as a skilled and competent producer, and an
effective consumer; and
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(iv) the fostering of awareness of the Malaysian society being a member of the regional
and world community (Ministry of Education, 1983c).

Malaysia is in the process of nation-building with vigorous efforts at fostering national
unity, creating a national culture and promoting socio-scientific technological
development. Hence, its philosophy of education, expresses its beliefs, commitments
and values and its aims of education, serving as a source of inspiration and providing a

sense of perspective; are accordingly geared to the overall goals of nation-building.

2.7 Equalising Opportunities

Most parents everywhere have high hopes for their children. In Malaysia, as in most
countries, the more prosperous ones can provide far more advantages to assist their
children success in school and subsequently, than can the poorer ones. The former can
not only afford the costs of schooling, forego the potential earning or labour of their
children, but also offer a model of achievement and a richer, more diversified home

environment for the child.

A large scale nationwide sociological research in 1971-72 to study the causes of school
leaving among primary and lower secondary students has shown relationship between
poverty and school leaving. About one-tenth of the poorest children as contrasted to
nine-tenths of the most prosperous were enrolled in school at age 15+. Attrition was
highest in the rural population except for the small stratum of prosperous families

(Committee of Education and Society, 1973).

Education in Malaysia is also seen as a means of restructuring society. Since
independence in 1957 the policy of successive governments has been to create a national
system of education acceptable to the people of Malaysia as a whole, to create a sense of

national unity and to redress the socio-economic imbalance of the population. This was
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done by restructuring the school system, nationalising the curriculum, developing the

national language, and providing vocational and scientific courses.

One of the main aims of the economic development of the country is to eradicate poverty
and the identification of jobs with race (Government of Malaysia, 1975). There had
always been a wide disparity of economic development between urban and rural areas.
There is also the polarisation of jobs according to race. Chinese are usually
shopkeepers and artisans, the Malays mostly fishermen and farmers, and the Indians are
usually estate workers, with a few as shopkeepers in the towns. Among the
professionals, scientific and technical posts are mostly held by the non-Malays and the

Malays predominate in the administrative services.

There is also disparity in resources, facilities and pupil achievement between the urban
and rural schools. The urban schools are better established, tend to have better facilities
and teacher supply, obtain higher levels of achievement and experience a lower drop-out
rate. The determination of the government to bring about these changes through
education is reflected in the Third Malaysia Plan (Government of Malaysia, 1975). The

educational policy in this plan is characterised by five major thrusts as follows:

(i) The objective of national unity and integration will make the progressive introduction
of the Malay language as the main medium of instruction at all levels of education
imperative.

(ii) Educational facilities and opportunities for the poor will be extended. Pre-school
education will be provided in areas where poverty is dominant. There will be
continuation of the textbooks loan scheme as well as health and nutritional programmes
for poor pupils.

(iii) The education and training system will be geared to equip the youth with
knowledge and skills necessary for their effective participation in developing the
economy.

(iv) Continuing efforts will be made to increase enrolment among Malay students so as
to bring about a balance that accords with the long term objective of restructuring the
composition of employment in professional, technical and managerial occupations.
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(v) The planning and administrative capacity of the Ministry of Education will be
strenghthened particularly at state level.

The overriding objective of the Malaysian education system is the promotion of national
integration. Policies and programmes for education and training will continue to be
geared towards fostering national unity and increasing the participation of all Malaysian
in national development. The use of English as a second language has been given
greater emphasis. Other means of national integration will be by the inculcation of
national values, development of character through curricular and extra-curricular
activities and narrowing the gap in educational opportunities among the various regions
and races in the country. Since 1971 there had been some efforts at improving
conditions in the rural areas such as the replacement of sub-standard schools and the

amalgamation of under utilised ones.

2.7.1 Qualitative Improvements

As the need for a rapid expansion of educational facilities decreased in the last few
years, greater attention has been given to improving the quality of education. In the
early 1970s, the focus was narrowed to the need for building a progressive society
oriented towards modern science and technology. Specific measures towards this end
were the introduction of Modern Mathematics and the Integrated, Nuffield and Modern
Sciences at the secondary level.

More recently it has been recognised that the changes in specific subjects do not fully
meet the goals of qualitative improvement. If measures are to meet the needs of nation-
building they must be much wider and more integrated. A number of new programmes

fall into this category and are described as follows:

i. Initial teacher training
There are 26 teacher training colleges in Malaysia, mainly certifying teachers for
primary schools. Out of these colleges, thirteen colleges train teachers for secondary
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schools. Table 2.3 shows the 1984 numbers of student teachers accepted into the
various colleges for Bahasa Malaysia, TESL, Mandarin and Tamil. The table is
deceptive in the sense that the TESL training is not the same as the training of other

language teachers for secondary schools. TESL teachers are language teachers only.

Table 2.3: Number of student teachers accepted into teachers colleges for 1984
(Ministry of Education, 1985b).

Primary Secondary Total
Bahasa Malaysia 1620 505 2125
TESL 990 270 1260
Mandarin 630 30 660
Tamil 120 0 120

Most student teachers for Bahasa Malaysia and TESL have the S.T.P. (Higher School
Certificate), the public examination beyond the SPM. On paper, it appears that student

teachers have the necessary language competence to be language teachers.

Pre-service teacher education, mainly for upper secondary teachers, is also offered by
local and foreign universities. All upper secondary language teachers are certified
mainly through the local universities but, in the last few years, a number of TESL

teachers have been produced through pre-service training in foreign universities.

In 1973 a two-year integrated teacher training programme was introduced aiming at
providing greater mobility of teachers between the primary and the lower secondary
levels. However in 1981 the duration of the training was extended to three years to

allow for wider scope and greater depth of study.
ii. In-service education for teachers

Numerous in-service courses have been held for training the untrained temporary

teachers and for upgrading the competence of trained teachers in various subjects.
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Between 1980 and 1990, 6 089 untrained teachers and 223,302 trained teachers

attended in-service courses (Government of Malaysia, 1988d).

TESL courses are being offered locally and also abroad, especially in Britain. Over
1983 and 1984, TESL personnel in all sections of the Ministry of Education have been
sent for short term three-month courses to universities in Britain under the auspices of
the British Council. The British government has budgeted five million pounds for the
training of Malaysians in Britain from 1983- 1985. In 1983, 60 personnel were sent for
short courses and 40 students, who had just graduated from schools, embarked on a
five year period of study for a Bachelor’s degree in TESL (Ministry of Education,
1985b). Beside personnel being sent for training to Britain, 100-150 TESL personnel
were also sent to Australia, New Zealand, the United States, and Canada for diplomas

and master’s degrees in TESL, Linguistics, English Language and English Literature.

ifi. Curriculum development

A Science Centre was established in 1969 to initiate improvements in science and
mathematics. This was replaced by the Curriculum Development Centre in 1973 which
is responsible for systematising curriculum development for a large number of subjects

at the primary and secondary levels, and will be examined further in Chapter 3.

iv Staff development
In 1979 a training institute, known as Aminuddin Baki Institute was set up to provide
training to all levels of staff in the education system in order to improve the management

of education.

v. Other programmes
Since 1980 a number of developments have been initiated arising from the
recommendations contained in the Cabinet Committee Report (1979). Most of these are

aimed at qualitative improvements such as in the need to make educational content
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relevant to the emerging and changing needs of the nation and to make the teaching and
learning process more effective. As mentioned earlier, the KBSM is a major outcome

of the Report.

There is little doubt about the rapid development of education in Malaysia. However,
concerted efforts will have to continue as there are great demands for places at the
higher levels; the rural schools are still disadvantage compared to the urban schools; and
the steadily rising standards of living and rising levels of expectations will continually

exert pressure for better educational services.

2.8 Organisation, administration and planning of education

Educational planning is an integral part of the overall national development planning and
system and its implementation is the responsibility of the Ministry of Education. Within
the Ministry of Education the highest decision-making body is the Educational Planning
Committee whose chairman is the Minister of Education (Figure 2.7). This committee
undertakes the overall educational planning and co-ordinates activities of the different
units in the Ministry. The education system is centralised, but within its framework it
allows some degree of flexibility and adaptability in the implementation process. In
fact, it not only permits but also ehcourages decentralised initiatives on the part of the
implementors. Some measures in the implementation of the KBSR, to be discussed
later, signify a deliberate attempt to promote initiatives at the school, district and state
levels. The administrative machinery exists at four levels i.e. central (national), state,
division or district and school.

(i) National level

At the national level there are eighteen divisions within the Ministry of Education which
carry out specific functions (Figure 2.8). Eleven are in the professional domain headed
by the Director-General and seven in the administrative domain headed by the Secretary-
General (Figure 2.8).

(ii) State level
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(iv) School level
At the school level the headteacher is the administrative and professional head. He is
directly responsible to the State Director through the Division or District Officer as

shown in Figure 2.11.

2.9 Copclusion

In conclusion, it can be said that even though the status of English language is just a
second language/ESL or foreign language but it is a very important language in
Malaysia. The existing of English language in school system in Malaysia relies heavily
upon the history during colonisation by British. Thus the implemention of the English
language need to be serious, in particular the rural area and also more positive attitude

should be considered by teachers and pupils.

Education at the primary and lower secondary levels is not compulsory, but a place has
to be provided for each child. Though education can be considered free, parents do
have to pay a nominal fees for library and sports, purchase of school supplies and
school uniforms. Textbooks, however, have now become available free to a large
proportion of pupils through the Textbook Loan Scheme. All pupils in the national
primary schools and the poorer ones in the other schools are eligible for this assistance

~ (Ministry of Education, 1983b).

Common course of studies and syllabuses are used throughout the country. At the
primary level, due to the differences in the media of instruction, there is variation in the
grade level in which a particular language is taught and the time allocated for its
teaching. In the national schools English is taught from Standard 1; while in the
national-type schools Bahasa Malaysia is taught from Standard 1, and English from

Standard 3.
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CHAPTER 3

REVIEW OF THE LITERATURE ON THE IMPLEMENTATION
OF EDUCATIONAL INNOVATION

3.1 Introduction

As discussed in Chapter 1 this thesis is concerned with curriculum change, in particular
the implementation of a change at the secondary school level in Malaysia. The new
curriculum is intended to introduce new emphases in objectives and content, new
teaching style and new forms of instructional materials aimed at bringing about
improvement in the quality of education which would affect virtually all children in the
country. It is an example of an educational innovation. For this reason it is necessary

that the concept 'innovation' and the literature that has accumulated be examined.

This study examines the process of curriculum evaluation and the contribution which
made to effective curriculum planning and development.. The context and theory of the
research, exploring the three donimant themes which run through the study, namely the
interpretation of curriculum and curriculum development, teachers’ responsiveness to
chhange and the problem of implementation. Attention is also given to the question of
the educational ideas from the West and their impact upon developing countries.
Against this background, current theories and approaches to evaluation are examined, in
pparticular the arguments revolving around the methodological debata and the influence
which this has had upon the practice of evaluation in developing countries. A brief
accounnnnt is also given of Malaysia’s education system, of one important curriculum

project and the role of research and evaluation there.

73



3.2 Defining innovation and curriculum change

In reviewing the terminology ‘innovation’, Bosquet (1984) points out that it was
originally a concept in economic theory. As it is defined by an economist, it refers to the
manufacture of a new article or the introduction of a new need in order to make fuller use
of resources or to become better adapted to desired objectives. The term began to be
associated with education in the 1960s with the rapid expansion of research and
development activities in the United States. Now the term has many and varied
meanings as people and agencies have different views as to what constitutes an
innovation. Miles (1964), for instance, feels that it is useful to define innovation as a
deliberate, novel, specific change which is thought to be more efficacious in
accomplishing the goals of a system.

Nisbet (1974) uses the term to refer to any new policy, syllabus, method or
organisational change which is intended to improve teaching and learning. In a report
of a workshop organised by the Organisation for Economic Co-operation and
Development (OECD), the term is understood to mean:those attempts to change in an
educational system which are consciously and purposely directed with the aim of
improving the present system. Innovation is not necessarily something new but it is
something better and can be demonstrated as such.

The concept innovation has now expanded to the extent that it no longer has a precise
meaning. Bosquet (1984) illustrates this through a perusal of lists of innovation projects
undertaken by some of the international agencies in the last ten years. The work of the
Asian Programme of Educational Innovation for Development (APEID, 1977) in
compiling national inventories of innovative programmes also illustrates the varied
meaning attached to the term. For this task, centres engaged in educational reforms in

each of the member states were requested to provide information on their projects.

The range in terms of scale incorporates projects for experimental purposes in one or a
few institutions to those designed for nation-wide implementation. Diversity can also be
seen in the specific changes aimed at by the different projects which include
improvement of curriculum programmes, introduction of a new media for learning and

strengthen school-community linkages.
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Another way of viewing innovation or change is in terms of three characteristics as

presented by Dalin (1978) as follows:

i) change is a process phenomenon as it takes place over time; it can be revolutionary or
evolutionary in nature; and it involves a number of stages involving individuals,
institutions and sub-systems;

ii) change is a systematic phenomenon as the individuals, organizations and interest
groups involved are linked through formal and informal connections; and

iii) change is a multi-dimensional phenomenon as the process is 'political’ and it is
‘technical’; it is 'organisational’ and it is 'individual'.

The term'innovation’ is often used interchangeably with the terms ‘change’ or ‘reform’
when it refers to planned change, though some writers have tried to make a distinction
between them. In this thesis, these terms will be used interchangeably. The focus will
be on innovations that are planned or initiated by agencies external to the school in order
to bring improvement in teaching and learning. This mode of operation is currently the

practice of introducing change in Malaysia.

3.3 The curriculum in intention and in practice

House (1981) said, the contemporary efforts in educational innovation in the
industrialised countries of the West are often considered to have started in the early
1960s. In the United State this was dated to the launching of Sputnik in 1957 and the
attacks on schools by university critics. Curriculum reform efforts were then launched
in the name of scholarship and national defence. University scholars in mathematics and
the natural sciences, and eventually in the humanities and social sciences, produced new

curricular materials which were disseminated to teachers.

In the United Kingdom the early 1960s can also be regarded as the beginning of the
curriculum reform movement. The first projects were funded by the Nuffield

Foundation but in due course the Schools Council emerged as the major institution for
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curriculum development. The essential feature of the activities during this period, as in
the United States, was the belief that curriculum development could and would become a
planned and rational activity, the RD & D model. Subsequent experience, however,
showed that this model did not always work as neatly in practice as in theory. Becher
and Maclure (1978) argue that there are a number of practical reasons which work
against this model, and it is at the diffusion stage that the weaknesses are revealed most
clearly. Teachers did not respond in the logical way they were expected to do to the
quality of the materials and to the ideas underlying them. This happened even when the
projects drew heavily on the expertise of the best practising teachers - a measure taken

arising from recognition of the autonomy of teachers in the United Kingdom.

From the general lack of success of the RD & D model to bring about the intended goals
of educational change, a number of concepts and practices began to evolve. These can
be classified into two categories. In one category are measures that attempt to strengthen
critical processes in the model such as emphasis on dissemination, greater teacher
involvement in the development process and provision of professional support for the
teacher during implementation. In the other category are measures which could be
considered as alternatives to the RD & D model. They include a variety of efforts such
as the school-based curriculum development and the school-focused in-service training,
all of which can be grouped under the broad heading 'school improvement'. Both

categories of measures will be further examined later in the chapter.

3.4 Planning educational change

The term ‘educational change’ is open to different interpretations and nuances of
meaning. To attempt to define it is not to solve curriculum problems but does help to
identify certain issues which inevitably arise whenever curriculum and curriculum
development are discussed. The emphasis in educational change is upon intention, upon

the planning and guidance of work by schools. It is, of course, a definition formulated
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in the context for it suggests that the planning is done by the school. In many other
countries of the world, curriculum intentions are formulated centrally and a document
entitled ‘the curriculum’ may be circulated to schools and teachers, in which precise

content and methods of teaching are specified.

If curriculum is a difficult term to define, curriculum development is an even harder
concept to delineate, the more so as in recent years it has become a fashionable
bandwagon - at least until the accountability movement began to emerge as a
restraining force. Perhaps for the purposes of this discussion, it can be regarded as
the application of curriculum study practice. To this extent, it embraces all the
concious and planned effords to change both the curriculum-in-intention and the
curriculum-in-practice. In a centralised system of education, modifying or updating
the curriculum statement is merely one part of the curriculum development process.
This statement then has to be translated into teaching and learning materials and
teachers have to be made aware both in pre and in-service training of the changes
demanded. Often concomitant changes may be required in examinations, buildings,
furniture, equipment, management and supervision. All of these elements are a part of
the curriculum change process, of translating the curriculum-in-intention into the
curriculum-in-practice. Too often a much narrower interpretation of the term is taken,
restricted to modifications of the curriculum statement, to the projects in which written
materials are developed and tested or to activities carried on by a curriculum

development centre.

The reality is that a great variety of people and institutions mayt be involved in
curriculum change: teachers (especially in decentralised education systems),
inspectors, publishers, examination boards, research councils, aid agencies as well as
the traditional centres such as universities, teacher training colleges or curriculum units

of Ministry of Education. In different countries and in different circumstances, the
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relative involvement of these bodies will vary but the recognition of their role and their
planned participation is more likely to result in a narrower gap between intention and

reality than if it is left to chance.

It is worth remembering that the ultimate goal of the complex process of curriculum
change is to affect the learner and what he or she learns. Glossy, expensive
curriculum materials or massive in-service training programmes are little signifiance or
relevance unless they have some effect upon the learning of the people, whether
children or adults, for whom the project was designed. The problem with this truism
is that it has become enshrined in curriculum theory, having two particularly important
influences. The first has been upon the interpretation of curriculum by American
educators who have tended towards a model in which the attainment expected of
students at the end of a course of study is clearly specified. The second important
influence arising from the acceptance of the learner as the focus for curriculum change
and its further operationalisation in the behavioural objectives model has been upon the
thoery and practice of evaluation. For it can reasonably be argued that the only point
at which the effect of curriculum change can be judged is at the point of the learner.
When this is coupled with a specification of learning outcomes in behavioural terms, it
is but a short step to the multiple choice objective test of achievement as the sole
measure of a curriculum project’s success or failure. In fum, this has led to a body of

‘evaluation theory and practice dominated by the psychometricians.

Use of the term ‘curriculum’ in the sense of a list of subject matter to be covered can
readily lead to the false notion that a curriculum is somehow fixed for the time that the
statement is in print. The reality is much more complex if curriculum and curriculum
change are viewed from the perspective discussed above. Of course, it is true that the

printed document may not change but the reading and interpretation of it by all the

practitioners involved, from teacher trainers and heads to inspectors and teachers, is a
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dynamic process which will be affected not only by conscious and deliberate acts of
educational planners (such as textbook or materials production, or the introduction of
innovation teaching styles or methodologies) but also by subtle shifts in public opinion
expressed through the media, parental pressure upon teachers to prepare their pupils
for the examination hoops so critical to their life chances in developing countries,
change in the economic circumstances of a country and deeper philosophical and
cultural reactions to the acceptance of new or different ideas andpractices. For the
ultimate arbiter of what happens in the classroom, the person responsible for
translating the curriculum-in-intention to the curriculum-in-practice is the teacher, a
human being who not only responds in an individual way to the demands, dictates and
suggestions of those who take it upon themselves to plan the lives of others, but who

is living in a wider society which itself is in a state of flux.

A consequence of this, whether politicans and administrators like it or not, is that
curriculum change is untidy and ragged, rarely conforming to the designs and pattens
envisaged by the planners. Some schools and teachers may embrace the new ideas
enthusiastically, others may be frightened or suspicious of them, and other still may be
too caught up with the business of survival in a situation of limited resources and

overcrowded classrooms to cope effectively with them.

Seldom will the innovative ideas be implemented in the manner intended by the
curriculum planners or material writers. Progress comes in the acceptance of this
uneven pattern of advance and capitalising upon it: feeding the experience and
enthusiasm of those practitioners who have responded effectively back into the
curriculum change cycle; fostering communication between them and their colleagues;
encouraging local modification and adaptation of materials and ideas rather than rigid
adherence to centralised dogma; and promoting research and evaluation procedures

which provide vivid, comprehensible and contemporary information to planners.
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New curriculum materials may influence examination philosophy, syllabuses and
design, difficulties of effecting curriculum change and so contribute to the fotmation of
a necessary body of expertise for the future, the promotion of new practices in schools
may trigger consequential effects in pre-service teacher training. A critical role for the
educational planners lies in the identification of these unpredictable or unexpected side-
effects, sieving out and judging their importance and ensuring that the lessons learnt
are applied in the continuing cycle of change. Once again, the contribution of
evaluation can be considerable if the design of the study is flexible, allowing such

effects to be recognised, reported and fed back to practitioners.

Central to any strategy of qualitative change in schools must be the teacher for it is she
-or he - who ultimately determines what children learn and the ways in which they
learn it. Ministries of Education may make lofty statements of goals, writers may
produce teaching/learning materials, heads may compile timetables but, in the end, the
nature and quality of what happens within the four walls of the classrooms is

dependent upon teacher.

The variation between teachers is as great as in any other field of human endeavour;
everywhere there is a range of ability from the weak and incompetent, through the
greater mass of average teachers, to the able, creative and imaginative ones. They
vary not only in their ability but also in their adaptability in their personal
responsiveness to new ideas and practices. Teachers may stand at different points on
the stage model and their individual capability to move forward will also vary. Itis
remarkable how many educational experiments and innovations through out the
developing would have been based on the assumption that teachers can make the

‘leap’ across educational stages provided that they are given a short in-service course
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at the nearby training college. Notable among these have been the educational
television experiments in American Samoa.

Change in school enrolment (increasing in the developing countries and decreasing in
the industrialised countries), rising standards of living and rising level of expectations,
in addition to the explosion of knowledge, and development of new media and
channels of communication will continuously make demands or bring changes on the
educational services. As Nisbet (1974) states thati nnovation is here to stay, and we
must come to terms with it; and no one should underestimate the challenge and the
difficulties which it presents.

This thesis thus provides an opportunity to gain a deeper understanding of this challenge
and the complexities of implementating an innovation in rural and urban school in the

Malaysian context.

3.5 The dynamic curriculum process

Various studies on curriculum have been carried out for various subjects in Malaysia.
Ngui (1976) carried out a survey of the lower secondary geography curriculum in Kuala
Lumpur. He made a survey of the teachers’ perceptions of the lower secondary
geography curriculum particularly pertaining to the following areas: objectives, syllabus,
the position of the geography teachers, methods of teaching and the use of instructional
materials. There is also an attempt to compare the views of the National and English
“medium school teachers. The study shows that the majority of teachers in the sample
possess minimum qualifications (school certificate) and have never attended in-service
courses. Teachers still regard geography as a mere learning subject with an overloaded
syllabus. Schools do not have sufficient funds to purchase geography instructional

materials.
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Rahman (1985) made a study on how teachers in the secondary schools plan their
English language curriculum. More specifically she looked into the purpose of planning
the English language curriculum, how and what part teachers play in curriculum
planning and what general principal teachers consider duﬁng planning. Her findings
indicated that the teacher only decided on the content (what to teach) and the lesson
planning at the classroom level. This is so as at the Ministry level the majority of the
teachers have no say in the preparation of the syllabus and at school most of the

planning is determined by the principal and the head of department.

Naginder (1985) did a study to evaluate the Ministry of Education English language
reading programme in order to examine the students’ response to the programme and
make some pertinent recommendations. Among his findings Naginder said that a
reduction in the class size (40-45 pupils at present) would enable the English language
teachers to monitor the pupils’ reading more closely; Further a reduction in the
workload of the teachers' extra mural activities would enable them to implement the
English Language Reading Programme more smoothly and efficiently because the

teachers are required to attend to a lot of clerical work as well.

Tham (1987) carried out a study of the Principles of Accounts Curriculum in secondary
schools in the Federal Territory of Kuala Lumpur. In his study he looked into the
adequacy of the Principle of Accounts syllabus, assessed the suitability of the
examination format, surveyed the current teaching practices and in-service training and
concluded that the objectives of Principle of Accoqnts stated in the study were perceived

to have been achieved to a considerable extent.

Chew (1979) conducted a study on the Malaysian curriculum change process and laid
out propositions for a strategy for curriculum renewal. His study attempted to answer
three major questions, namely, platforms from which curriculum planners formulate

their curriculum decisions, the identifiable processes involved in generating and
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sustaining curriculum change and finally the discernable directions and trends of
curriculum change that would be practical in Malaysia within the next decade. His
findings were that curriculum is conceived as a means to develop human potential for
social reconstruction and that the practices of curriculum renewal in Malaysia have not
taken into account adequately the implications and ramifications of curriculum change.
Chew then proposes a reconceptualisation of the full of curriculum renewal and the

building of 'systems' for effective curriculum change.

In addition to the Malaysian studies Rajadurai (1981) examines the planning of
education in Singapore since independence in 1959 and makes recommendations for
more effective and systematic planning of education in the country for the 1980's and
beyond. He recommended that the flexibility in educational planning can be enhanced in
two ways:

(i) by supplementing long-term forecasts with short-term forecasts and incorporating a
flexible organisational structure that facilitates the modification of established targets

when the continuous monitoring, review, feedback and evaluation activities show them
to be inappropriate; and

(ii) through curriculum planning that enhances the flexibility of the manpower produced
by the education system. This can be achieved through developing curricula that
enhance the self-learning capabilities of the learner and resort to a broad general
foundation and later specialisation in the development of manpower.

In implementing the education plans the Ministry of Education faced two problems.
Firstly there was a shortage of financial resources and secondly the increased demand

for primary education slowed down the expansion of secondary education.

3.6 Implementing a new curriculum
Implementation studies tend to display one or two main orientations. In the predominant
orientation the main intent is to determine the degree of an innovation in terms of the

extent to which actual use of the innovation corresponds to intended or planned use.
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This is referred to as the fidelity of implementation. The other main orientation found in
some studies is directed at analysing the complexities of the change process, that is how
innovations become developed, changed etc during the process of implementation. This

is called the mutual adoptation (Fullan, 1977).

There have been too many circumstances within recent years wherein many people have
been involved in curriculum planning. In most cases the results of their labours have
been packed into attractive booklets duly labelled as the curriculum or curriculum guide.
What makes their efforts so useless is that the curriculum was never used as a working
professional tool and the teachers continue the same practices from the same reference

points as they did before the curriculum was planned.

Beauchamp (1964) lists five generalisations or principles involved in implementation:

(1) it is of no avail to plan a curriculum unless it is implemented in the various
classrooms for which it is intended;

(ii) the implementation of the planned curriculum in the classrooms demands the weight
of full and legitimate administrative authority and leadership to be successful;

(iii) in most cases curriculum implementation calls for re-education and reorientation of
teachers;

(iv) teachers must pool and analyse their experiences with implementation in order to
derive maximum benefits; and

(v) a factual record should be kept of the implementation experience.

Leithwood et al (1976) has found out that different approaches to implementation have

failed for various reasons, most of which are included in the following:

(i) inappropriate match between the existing characteristics of a system and the
innovation;

(ii) inadequate attention to securing client support for the innovation and for the
practices required for the effective implementation;

(iii) inadequate provision for clients to acquire the skills needed for effective
implementation;

(iv) inadequate provision in change strategies for monitoring their effects and for
modifying strategies and tactics accordingly; and
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(v) lack of sound evidence demonstrating the innovation’s relative advantage.

While these reasons cannot be regarded as universal for all curriculum implementation
failures, they serve to point out three broad categories of variables which account for

success or failure of curriculum implementation, namely:

(i) the attributes of the innovation;

(ii) the attributes of the adopter and adopting system;

(iii) the strategies for bringing (i) and (ii) together in effective and positive interaction
(Chew, 1979).

Doyle and Ponder (1977) have summarised the problem of curriculum implementation
as:
'Any curriculum proposal, regardless of its merits will have little
impact on schooling until it is used. But the weight of the
experience suggests strongly that it has been far easier to propose

new curricula or ways to implement new proposals than it is to
accomplish curriculum implementation'.

The items which constitute an educational innovation vary in kind. Broadly they include
content, materials and equipment, principles and approaches, and modes of
organisation. An innovation may comprise one or more of these. The degree of
adoption, implementation or institutionalisation of an innovation is partly dependent on

the nature of the innovation itself.

For instance, objects such as teaching aids are more readily adopted than principles since
the latter often require shifts in attitudes. It is also partly dependent on the scale, that is,
the number of schools or the population that the innovation is expected to affect. An
innovation introduced into one or a few schools is obviously much easier to manage

than one introduced in all the schools throughout a country at once.

The broader the scope and scale of the innovation, the more complex will be the

process. The KBSM, the integrated secondary school curriculum in Malaysia, which is
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the focus of the study is indeed a complicated innovation in both respects. Chapter 4
will examine these changes in a number of dimensions: aims and objectives, content,
materials, teaching and learning approaches and system of pupil evaluation. It is also to
be introduced into all the secondary schools throughout the country which have a wide

range in the variety of contexts.

Not only is the KBSM a complex innovation, it is also fundamental in nature. It affects
the whole stage in the school system and therefore virtually all the children in the
country. In fact, it lays the foundation for the education of the entire population of the
country in the years to come. In this respect the KBSM is unlike many of the
innovations that have been discussed in the literature. The latter usually comprises small

changes or affect only small proportions of the learners in the country.

A curriculum change is usually expressed in terms of a set of beliefs and assumptions,
teaching strategies and learning materials in order to achieve certain desired objectives.

In an analysis of fifteen studies pertaining to the it.nplementation of a variety of
innovations ranging from subject curricula to organisational changes in the school

system, Fullan and Pomfret (1977) identify five dimensions of change as follows:

i. structural alterations which involve changes in formal arrangements and physical
conditions such as different ways of grouping students;

ii. subject matter or materials which refer to the content of the curriculum, the sequence
of this content and the media (e.g. written materials) used;

iii) role or behavioural manifestations such as changes in teaching styles or new
relationship between teachers and students;

iv) knowledge and understanding that users have about the various components of the
innovation such as its philosophy, objectives or implementation strategy; and

v) value internalisation which refers to the users' valuing of and commitment to
implementing the innovation's various components.

Fullan and Pomfret (1977) and Fullan (1982) indicate that of five dimensions, structural

alterations do not pertain to changes in the users but to changes in the conditions under
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which users operate; and these can be easily installed by administrative fiat. New
content or set of materials is the most visible aspect of change and the easiest to employ,
but changes in teaching style using the new materials present difficulties. Changes in
beliefs are yet more difficult because they challenge the core values held by individuals
regarding the purposes of education. The use of materials by themselves may
accomplish certain objectives, but it seems obvious that developing new teaching skills
and approaches and understanding conceptually what and why something should be
done, and to what end, represent a much more fundamental changes.

Fullan and Pomfret (1977) view with regard to implementation, there is a dilemma and
tension running through the educational change literature in which two different

emphases or perspectives are evident:
i) the fidelity perspective; and
ii) the process, evolutionary or mutual adaptation perspective.

The former is based on the assumption that an already developed innovation exists and
the task is to get users to implement it faithfully in practice, as intended by the
developer. The latter stresses that change often is (and should be) a result of adaptations
and decisions taken by users as they work with the new programme; thus, the

programme and the situation of the users mutually determining the outcomes.

Berman (1981) indicates that the concepts 'adaptation' and 'mutual adaptation' seem
established as aspects of implementation. Effectively implemented innovations are
characterised by mutual adaptation. This means that the innovation itself changes to
meet the unique set of circumstances within the school, and the school changes as a
result of the innovation. This conclusion is derived from the findings in the Rand
Change Agent Study in the United State and subsequent studies which have explored the

concepts in depth.

Berman (1981) also points out that ‘clarification' is another concept that characterises

activities during implementation, but it is less firmly established than adaptation. For an
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innovation to be effectively implemented, users need to be clear about it. Clarification is
the process whereby each user develops his understanding of the innovation as it

evolves during implementation.

The process of implementation as characterised by adaptation brings serious implications
to the Malaysian situation. As will be discussed later, the Malaysian school curriculum
is based on the common emphases, common content, common approaches and even the
use of common textbooks throughout the country. Such an approach to the curriculum
is necessary. As will be examined later, the ‘common’ curriculum is seen as a vehicle
for the achievement of national unity, the overriding objective of national development.
But there is also the need to take into account the varied interests and abilities of the
pupils and the differences in the environment in which they live. It is therefore
necessary to bridge the gap between the ideals and specifications of the centralised
curriculum on the one hand, and the reality of the teaching and learning environments

on the other.

3.7 Teachers’ response to change
A curriculum change which aims ultimately at improving learning opportunities for
children depends on the teacher. It is the teacher who transforms intentions into actual

practice.

Studies have shown that there will be difficulties in the communication between schools
and project teams even when this has been singled out for attention (MacDonald, 1971).
This confirms the findings of Gross et al (1971) that even where research and
development support for an innovation has been intensive, the teachers concerned may
still be confused about their role. Shipman (1974) found out from teachers that the most
pressing source of tension in adopting an innovation is the time and energy expended.
He found that teachers involved in curriculum implementation revealed a wide spectrum

of interests and attitudes. They range from those who had taken little trouble to
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understand what a project is all about to those who not only used the project materials

offered but added to them out of their own efforts.

Once a curriculum is planned, its implementation is perhaps almost solely dependent on
the class-room teacher. It is the teacher who interprets the objectives and content of the
curriculum and manages the learning activities in the class-room whereby intentions are
transformed into reality. That is to say the most important link between the individual
child and the quality of his or her learning is the teacher - much maligned, abused and

used - but still the single most important resource of formal schooling.

Rogers and Shoemaker (1971: 183-188) have come up with a system for classifying
innovation adopters according to the criterion of innovativeness. The five categories of

adopters along the continuum of innovativeness are:

(i) innovators who are venturesome, eager to try new ideas;

(ii) early adopters who value respectable positions as opinion leaders;

(iii) early majority who follow with deliberate willingness in adopting innovations but
seldom lead;

(iv) late majority who sceptical but adopts due to increasing social pressure; and

(v) the laggards who are traditional in outlook and conservative.

Havelock (1969:10-34) postulates the individual’s progress as:

(i) awareness stage with only slight involvement;

(ii) interest stage, with moderate involvement and information seeking;

(iii) evaluation stage with high involvement and active information seeking and mental
trial;

(iv) trial stage, with high involvement and efforts directed at adapting the innovation;
and

(v) adoption stage with decreasing involvement following accustomisation of new
behaviours.

Doyle and Ponder (1977) have analysed the decision-making process which appears to

underlie teacher reaction to change proposal, which they refer to as the 'practicability
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ethic'. Only recommendations that the teachers themselves perceive as ‘practical’ will be
the ones likely to be incorporated into their daily practices. Teachers seem to use three
general criteria to determine if the proposal about classroom procedures qualifies as

‘practical’- instrumentality, congruence and cost.

In developing countries the morale of teachers is also a factor to be considered as one of
the determinant of change. The teachers here have to cope with difficult and complex
teaching in crowded classrooms with discipline problems, the frustration of lack of time
and unwarranted interruptions and the lack of adequate physical facilities and classroom
resources make teaching an extremely difficult task to perform well.

However there are two aspects which might make teaching in developing countries a
relatively more rewarding task than in the industrialised countries. Firstly there is a
genuine desire on part of the pupils (and their parents) to acquire education, for it is a
means of social mobility especially in acquiring better jobs. Secondly the status of the

teacher, especially in rural areas, is usually high in relation to other types of occupation.

The teachers level of training and education are significant factors in determining his
competence, flexibility and willingness to innovate. Therefore there is a need to ensure
that teachers acquire the necessary knowledge skills and practices and develop the right
attitudes regarding the innovation. These elements therefore must be incorporated into
programme for the professional preparation and professional development of the
teacher.

In-service training or INSET would make an important contribution to the resolutions of
problems associated with several contemporary major task areas in education
(Organisation for Economic Co-Operation and Development, 1981). Many of the
INSET activities may not be directly for the purpose of helping the teacher implement a
specific change in the school curriculum. However they are all aimed towards
improving the competency of the teacher: for increasing and up-dating his stock of

knowledge, for acquiring more effective and more varied skills for the tasks of teaching,
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‘and for developing positive attitudes in order to perform his tasks better. All these

would increase the teachers capacity to implement innovation.

Goodlad and Klein (1970: 101-102) however concluded that it is unreasonable to expect
adults to change their behavioural patterns or regularities especially when these have
been acquired over a long period of time. They found that these patterns cannot be
changed by attending lectures, participating in brief orientation sessions, reading
manuals or attending a course where instructors talk about rather than demonstrate new
procedures.

As for the new teachers who have received training at the colleges they are expected to
be familiar with whatever new programmes are being introduced into schools.
Unfortunately there are shortcomings in the initial training which render new teachers
unable to cope not only with the innovation but even with established curricula. With
reference to developing countries the major shortcomings have been identified as

follows (Fullan, 1982):
(i) training colleges and their curricula are remote from the realities of schools;

(ii) over-loaded curricula often with academic content, some of which is of doubtful
value to the teacher in his/her classroom;

(iii) the study of educational theory that is often irrelevant and academic, ignoring local
matters, conditions and realities;

(iv) links between colleges curriculum development and in-service programmes are not
as close as they should be; and

(v) the qualification and experience of staff often leave much to be desired.

However, in the industrialised countries such problems may not exist or may not be
serious, but the neglect of emphasis on innovation and how it is initiated and
implemented is evident. It is the teacher who interpretes the objectives and content of
the curriculum and manages the learning activities in the classroom whereby intentions
may then be transformed into reality. Virtually all writers dealing with educational
change have stressed the key role of the teacher. A reform is only likely to be successful

if teachers are willing to accept new ideas and able to implement them in their teaching.
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Doyle and Ponder (1973) stress on the crucial role of teachers as the final arbiters of
classroom practice. This condition prevails for at least two reasons, i.e the formal
regulatory mechanisms in schools which mean that teachers work in relative isolation,
and the norms of autonomy (or individualism) operating among teachers. They have
also analysed the decision-making process which appears to underlie teacher reaction to
change proposals which they refer to as the ‘practicality ethic'. Only recommendations
that teachers themselves perceive as 'practical’ will be the ones likely to be incorporate
into their daily practices. They argue that teachers appear to use three general criteria to
determine if the proposal or statement about classroom procedures qualifies as
‘practical’;

i) instrumentality;

ii) congruence; and

iii) cost.

Instrumentality refers to the procedural specifications and clarity of the proposal, that is
the 'how' of implementation. This dimension is significant as this enables the teachers
to judge practicality in converting principles and outcome specifications into appropriate
procedure. Congruence refers to the extent to which a proposed procedure is
congruence with the teacher's perceptions of his situation. This includes compatibility
with the way he normally conducts classroom activities, with his self-image and
preferred mode of relating to students, and the nature of the setting under which the
procedure was previously tried. Cost is explained as a ratio between amount of return
and amount of investment, though not viewed solely as matters of monetary
renumeration. It refers primarily to the ease with which the procedure can be

implemented and the potential return for adopting the innovation.

Many other writers have also discussed on incentives and disincentives issues. It is

important to know how teachers actually respond to change which impinges upon their
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established habits and practices. This argument is extremely pertinent to planners in
many developing countries such as in Malaysia, where it is mandatory on the part of
teachers to implement whatever programmes have been decided by the central agencies.
In order that the process is not just passive acceptance, 'innovation without change' or
'symbolic implementation'; planners, therefore, need to ensure that on balance, the
criteria of clarity, needs, and costs are favourable to the teachers.
While the issue of incentives needs to be taken into account in any context that an
innovation is attempted, in developing countries the morale of teachers is also a factor to
be considered as one of the determinants of change. As Hawes (1979) states:

“For no-one would deny that before any growth and development

of curriculum in school is possible, it is necessary first for teachers

to be physically present in the school they are employed in and

second for them to be sufficiently interested at least to contemplate

change”.
He also points out, with particular reference to the African countries, that there are many
instances where morale has dropped so low that even these two minimum conditions
cannot be met (Hawes, 1979). Lortie 1975; House and Lapan 1978. note that the
working conditions of teachers in the developing countries incorporate all these and
other constraints. For instance, the lack of adequate physical facilities and classroom
resources make teaching an extremely difficult task to perform well. In addition, the

poor living conditions, particularly in the remote rural areas, further aggravates the

situation for the teacher.

If coping with the normal teaching routine is already a difficult task, the added demands
of an innovation will make the task of teaching even harder. However, there are two
aspects which might make teaching in the developing countries a relatively more

rewarding task than in the industrialised countries:

i) on the whole, there is a genuine desire on the part of the pupils (or of their parents) to
acquire education, for it is one sure means of acquiring better jobs and of social
mobility; and

ii) the status of the teacher, particularly in the rural areas, is usually higher in relation to
other types of occupation. '
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If coping with the normal teaching routine is already a difficult task, the added demands
of an innovation will make the task of teaching even harder. However, there are two
aspects which might make teaching in the developing countries a relatively more

rewarding task than in the industrialised countries:

i) on the whole, there is a genuine desire on the part of the pupils (or of their parents) to
acquire education, for it is one sure means of acquiring better jobs and of social
mobility; and

ii) the status of the teacher, particularly in the rural areas, is usually higher in relation to
other types of occupation.

To alarge extent, it is on the commitment of the teacher and the effort that he is prepared
to make for the sake of the children that one hopes for real improvement in the quality of
education in the developing countries.

The existence of incentives and high morale among teachers are important but do not
necessarily guarantee an effective implementation of a change. Beeby (1966), for
instance, argues that the teacher's level of education and training are significant factors
in determining his competence, flexibility and willingness to innovate. This implies the
need to ensure that teachers acquire the necessary knowledge, skills and practices and
develop the right attitudes regarding the innovation. Such elements therefore have to be
incorporated into programmes for the professional pl;eparation and professional

development of the teacher.

3.8 Professional preparation and development of teachers

In this section, the professional preparation and professional development of the teacher
will be examined in relation to implementation of curriculum change and the discussion
is divided into four parts: initial training, in-service training, professional support, and

activities associated with the concept 'school improvement'.
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