CHAPTER 4

FINDINGS AND DISCUSSION N
41 INTRODUCTION Y'

This chapter explores a thorough analysis of th te dat%q insights

]
into the results of the study guided by the research tions. The dat fre @K&ea
=

using two main instruments: semi-structured intervi nd do‘su en nalys}&Chapter
Y

4 aims to present the findings and engage,in R-ussio
regarding the implementation of the Cw E
(CEFR)-aligned assessments for wri 'ngns. h

aligned assessments and the prop Hotwtlal solutions also addressed in this

“« Q-
chapter. It is crucial to recognM theN questions are not isolated; rather,
N
they are connected, all @ ingo explo# ho pqrt@s navigate the implementation
ments.

of CEFR-aligned assess ‘&é , Cro t‘fjferences are made, and data extracts

or quotations ma epeate %
N

N, 1§

\enﬂed ong&?:’hers‘ views

c
=

rame\AQrk of Reference

n es_a,gsociated with CEFR-

%

’
Cha prises two s tio&%’f he first section provides detailed information
4
about icipants, cIuJing QS teachers, the Heads of the English Language

N
Pa& SISC+. In the secbgc? section, Research Question 1 (RQ1) examines the

%s' views on the implementation of CEFR-aligned assessment of writing skills in

OL classrooms. Subsequently, Research Question 2 (RQ2) addresses the teachers'

actual implementation of CEFR-aligned assessments of writing skills, followed by
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Research Question 3 (RQ3), which identifies potential challenges during

implementation. Then, Research Question 4 (RQ4) discusses solutions t

T

challenges proposed by the teachers.

%,

The themes and sub-themes were developed based on data at included

e

interviews with participating ESL teachers, interviews with the

g

of the English
Language Panel and SISC+, reflections from online po We out of six ESL
teachers, and several related documents, such as the sian E !:atl Blueprint
2013-2025 (Ministry of Education, 2013), Englishtlanguage Educa o feg‘; in

Malaysia: The Roadmap 2015-2025 (Ministry of cationy 2015), Te r Guide
T \/

Implementing CEFR-aligned curriculum: F% and \agm é@ﬁg (Ministry

of Education, 2020), Teacher Guide Iw@ng C Q\A nedS(rlculum Planning

And Managing Learning Second [Edition™( T /u{.}{uon 2020), English

- Planning i Retro@%ct, Implementation and
9 Q—

Prospective Planning the Engli g]a i ulunx@ffnistry of Education, 2021),

N
English Language Mamage WGuid boo I\{Ii@of Education, 2019), and the

Dokumen Standard ,Kurik

\

Education, 2020

Language Education Reform 2015-

f

ctlon outlines t% undamental elements underpinning this study,

i cmg the ESL teachers,% Heads of English Language Panel, and the SISC+ as
t|C|pants in the discussion. The incorporation of data extracts or quotations lends a
I|st|c dimension to the study. The sample adheres to three recommendations outlined

by Bogdan and Biklen (2003), which are the triangulations, member checking, and peer
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checking. Data extracts or quotations are seamlessly integrated into the text, as
demonstrated by the following: "Yes, oral questioning definitely in every lesson.

A_Intl), or they are directly inserted into the paragraph (Bogdan & Bikler(@}l%),
followed by the notation "(Head A _ Int1)" to denote the source and n f the data

item. Alternatively, data extractions or citations are presented in a diStinct block, as

illustrated below: \/
|

but now it's supposed to be simple, short but ni of the iWn.
@

yes, focus writing. é I .\G}T
4 (Hedd A_Int1)
f
lo

NN

The researcher opted for all three Wo e zwc

Following this approach, the participant's cede el

adability for the reader.

s&q brackets after the

data extraction, followed by ‘% rdﬂ%yﬂ da@;\\extracts may contain
jeswin

“« Q-

grammatical errors, inconsisN in pron non-‘@‘aﬂelism, capitalisation, and
N

spelling errors. This homuan;' pplica Ie@achers‘ reflective journals and

document analysis. These rgprese if eﬁg’(}ed in Chapter 4. For the interviews,

only the participa@ na Jand specifie.data item (the interview) are necessary,
o 3
as each particea% intefview: ?}’ or(é*’f he participant forms share similarities but

include aanl details, s s " Teacher A _J1," indicating journal reflection
4
numb w

s additional in{or@n is pertinent for the journal reflections. At this

_ )

juneture of the research, it is t@participants who infuse vitality into the study.

N

/s

oA/
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4.2.1 The Participants

All participants were selected by the State Education Department (JPN) officer

based on the criteria outlined in Section 3.4.1, which primarily focused os %ervice

of more than five years within the ministry and their sufficient experience for data

collection purposes. In this context, teachers have in-depth kno%gf their subject

areas along with effective teaching strategies to facilitate stu ning (William et

al., 2021). This is to ensure that they can effectively conve nten‘ to students and

foster their understanding. This is essential as teachers beaw significant-esponsibility

J N
for executing the policies delineated in documen has syllabi c ri.d&fa. This
section is dedicated to the analysis of data perta indi {ju rtici%f:g. Each is
addressed via their code names and pseud °\ é\
\3 ®)
4.2.2 English as a Second LangL@sESL) \hsrg /<\

o S

4.2.2.1 Teacher A \ “

Ms. Dewi, 56, is a h expe'ienc ngl

L

career. She holds a Bat% degre hl'hggngllsh as a Second Language and a

Master's in Engli \Bbguisti: h a in progress. Her 30-year teaching
&
experience in Nig ifica ;ﬂ asd)QeAd of the English Language Panel and a
CEFR ite iter” Recognis an{éeéllent teacher at both district and state levels,
r £ . .
Ms.&gﬂms dedicated 6 hervfofessmn and continues to teach at the same school
e

N
\C.)

ducator with a distinguished

%

w areer began.

&: .2 Teacher B

Ms. Aini, aged 31, holds a Bachelor of Education (Hons) in Teaching English as

a Second Language (TESL). She has taught at the same school in Seremban for the past
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eight years. Known for her creativity in the classroom, Ms. Aini actively engages her
students by introducing English drama activities. Her compassionate nature ha?ﬂn
her extensive experience as a research participant. She employs personali@}hing

methods to foster a love for English among her students and ensure enj lessons.

Madam Sarbiah, aged 38, holds a Bachelor of Ed 'oZ(Hors) in Teaching

4.2.2.3 Teacher C

English as a Second Language (TESL) and has 14 yearsef teaching ce in this

]
field. Actively engaging in school innovation comp&ns with her u'erjﬁ‘fe IS
o vallies_c inu%Ylearning.

regarded by her colleagues as a dedicated te

Transitioning to her third school, she feelsachallenge \ains @'X;itted to her

profession. Dedication and passion &e}al t hin@vilosophy, as she

o

believes these qualities are essentia@sffectiv % /<\
S
6 ",
‘&
4.2.2.4 Teacher D N
x;;\ S
Madam Nini, aged Ids a Bach orh@ucation (Hons) in English as a
g 4
Second Language QL al ?rdp\ ther%@g ees. With a decade of teaching
experience, she,acti en stu efﬁd in competitions promoting innovative
N

teaching met?&g?ega ed b oﬂea&u}‘@ as a dedicated educator, she is known for

_ N o
cultivati edaqp cal Pncep@surrently at her second school, she maintains a
pos%ti ude and emphasisg}‘)\‘rlzﬁ; importance of enthusiasm and commitment in

N

teaching

S
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4.2.25 Teacher E

Miss Sofia, aged 38, is recognised as one of the diligent teachers in the {Qban

district. Holding both Bachelor's and Master's degrees in Teaching Englii%econd

Language (TESL), she leverages her 14 years of teaching experience to%guide her
students to achieve their potential. She encourages peer mentoring among students and
promotes writing as a stress-relief method. Known for her ami emeanour, she is

highly regarded by colleagues for her willingness to assis ular'y in facilitating

school projects. \d,
Y

D [JIS
4.2.2.6 Teacher F P g b

Y- N
\ T
Madam Iman, aged 34, brings a decwchind’ﬁxpen nce toer role. Holding
T

both a Master's and Bachelor's deng aching E as@)second Language

(TESL), she is an engaged me b%th E\'n}ﬁ\sggo- @ular activities in the

Seremban District. Renowned ﬂ%ilig ce, s &ov{@'ﬁoconsistent support to her

students, including those \e b]er%t.};h %mphasises the importance of

teachers inspiring their%\jX:vﬂ)\ijr in ss% ngagement in learning.
N 3

4.2.3 The Heads ngli nguage F\iﬁél
\ i | (_,)(./
4.2.3.1 He 4

) &
f@Mariar‘rz, dba4, ng& seasoned educator with a strong background in
”ﬂ'\ g

- o

N
E uage teaching. Shg:%lds a Bachelor's degree in Teaching English as a

é Language and a Master's in English Literature. With nearly three decades of

Qnerience, she has served as the Head of the English Language Panel since 2018 and

is recognised as an Excellent Teacher. Collaborating closely with Madam Dewi, she has
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been instrumental in implementing CEFR standards. Known for her dedication to

teaching, Madam Mariam finds fulfilment in her interactions with students. T

4.2.32 Head B AJ

Madam Suriani, aged 41, is a dedicated educator with a ng leadership

background. With 20 years of teaching experience, she has ser as Head of the

English Language Panel for eight years. Known for h(@‘ble ‘eadership style,

she effectively manages her panel and ensures the up aw Ministry

]
guidelines. Committed to professional developm@‘dam Sdriani c'vil\@%;res
resources and supports other schools in enhanci eif English langdiage %&frammes.

N =) -
Madam Aqila, aged 43, is a s@sed edu \rw\iwa g@focus on innovation.

N
With a Bachelor's and Master's @n TESL, s ings@@r 20 years of experience

&

to her role as Head of the Em L anel. @own for her commitment to
a[;

4.2.3.3 Head C

staying updated on En% uage téachifg tre #fladam Agqila is recognised for
4

her innovative teac&j,qa prti \93\ er act@}/ involvement in district programs

demonstrates he@etion : ing E;%“Sh language education.

i

¢

4.2.4 ig%m(’)pro"v Dﬂs eciéé)Coach (SISC+)
4
+

4.2.4.18]S \/Y.
S
§ dam Damia, 43, is a dedicated SISC+ with extensive experience. With a
er's degree in TESL, she brings over 20 years of teaching experience to her role.

dving transitioned from the Rembau District to the Seremban District in 2019, she

provides valuable coaching and support to ESL teachers. Her focus on lesson
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preparation and effective implementation of CEFR-aligned curriculum demonstrates

her commitment to teacher development and student success. Y'

Table 4.1 provides a summary of all the participants’ details, in%gzpeciﬁc

information about their backgrounds that is in line with the requiremwd this study.

Y

Table 4.1:  Summary of Participants’ D

ther

(vegs) @,
, { Ea&gl ent
Teacher A Female 56 Master 0 J te r(§C)
“ltem writer
\ 7~ (CEFR)
Teacher B Female 31 BachelordquNS Q\ 5 é -

Teacher C Female 38  Bachelor
Teacher D Female 34 Bachelor& \0\ 5 -
Teacher E ~ Female 38 7‘13 AY \&5 -
Teacher F Female 34 r @ 4 %(') 5 -
Head A Female 54 st AX \AQ" 5 te:é(ﬁ:r”(egé)
Head B Female 41v1elor gree § $
Head C Female % achelo; egreg’ » 2

SISC+ Femgw\% \&O

)
[ e
43  SECT @ \}, (50
¢ 2 C,)
Thi ion provides ? detail alysis of the research question, breaking it
S

Participants Level of
Code Name Gender  Age education

6]

6]

ol

,
down : t themes a Lﬁto& 7 Each part is carefully structured to explore these
es

the\ epth, drawing on exis ing research. The chapter concludes by summarising

S

implementing CEFR-aligned writing skills assessment in ESL classrooms. Data was

ings from this analysis.

Research Question 1 (RQ1) aims to understand teachers' perceptions of
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collected from three Head of English Panels, one SISC+ representative, and six English
teachers to get the data for RQ1. The findings provide insights into overall a?(!!s

towards CEFR-aligned assessment in secondary schools after more than @rs of

implementation. A

Research Question 2 (RQ2) investigates the assessment m teachers use to
evaluate CEFR-aligned writing skills in ESL classroomgy, It %o explores teachers'

instructional practices for teaching writing skills. Res uestio g a examine

]
the challenges teachers face when implementing C -aligned writing 'ass%e_ix?:nts
. —

and suggest potential solutions. Data for all researc stionspwas co ected?om Head

=
—+
@D

of English Panels, SISC+ representatives, a@’ IS

This chapter presents a thematic%is ofth\ei
A network view was created to a|i9 ands%y e identified themes and sub-
oStypa

&
in&Q_AS.ti 9 software.

>

7]
themes. Key themes with the rticipant re onse;@%e;e prioritised for in-depth

analysis. By examininE thﬂromi'ent el eS\ study sheds light on their

importance within the research con eo'h(liw themes were examined in detail,

derived from in@tra@nd d ent analysis. Rich and descriptive
N
examples ar Med to, ill r}tb ;@&Jéipants' experiences and viewpoints on
riti

implemen R-aligned ng s&éssments.
& v

wing the presentatio&}feach main theme, a detailed discussion is provided,

dra\g on relevant literature and theoretical frameworks (Miles et al., 2014; Creswell

6 reswell, 2017). This involves carefully analysing the research findings in light of

existing knowledge. The discussion connects key literature to the themes explored for
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each research question. Each section concludes with a summary of the main findings

and a transition to the next research question. T
4.3.1 RQ1: How do teachers perceive and view the implementqﬂ&?:EFR-

aligned writing skills assessments in ESL classrooms?

For RQ1, data was collected through semi-structured int%zwith all three

participant groups and document analysis of relevant p Iicwﬂeven overarching

S >43ress positive
views about implementing CEFR-aligned writing skills assessSme SMSWTB.
Figure 4.1 presents a mind map illustrating the&k O}t em an!j‘z‘é;e?gories
derived from the interviews and document analw \ B

A

—

themes emerged from the data analysis. In general, th i

—X
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8S1

\.'l ¥ b k"’."
" Employability <_ Applicable

: \Motlvatlon :

‘ %
< Enhancement
— : Y

g -‘.:'}TEACHERS' PERSPECTIVES AND VIEWS ON THE

IMPLEMENTATION OF CEFR-ALIGNED WRITING

’ ‘______,4 SKILLS ASSESSMENT —
O Misinterpretatlon -
<> Comprehensible / /
'Feasible
< Transformatwe
N e M _»Competency

Figure 4.1: Themes and Sub-theme@ork on Teachers' Perceptions and Views on the Implementation of CEFR-aligned
Writing Skills Asse% in ESL Classrooms, derived from Semi-Structured Interviews and Document Analysis




6S1

X

To gain a clearer understanding of the themes in Figure 4.1, as well as to demonstrate |a@ulation, the researcher provides detailed

information on the identified themes, sub-themes, and definitions based on the combined dataYchn interviews and document analysis in Table

4.2 \zy
!

N

Table 4.2: Research Question 1 - Themes, S hem#s,a [5 Sﬁitions
Q | id Def

RQ Sub-themes Themes X~ ‘\{\bj D_Sgﬁition
RQ1 = New Changes in ESL Transformative The CommaonsEuropean; Framewo ‘? Reference for Languages (CEFR) is used to
. assess st d@? part-of aredesi f language teaching and learning. As CEFR can
= CEFR is for all languages be applie&% ly to English buf also to other languages, they are aware of the changes
. . . that arestaking p %\T: lig\:standardised and well-known framework that can be
gil;;;/nﬂuences teaching used n eacb:;;ve s students in the classroom (Council of Europe, 2001).

= Classroom assessment

= Standardise framework

= CEFR suits writing skills
ous assessment rather than exam-based testing. Since teachers do not
€hyemphasis on structure, students can focus on developing their writing
: @pefore, teachers can make changes by using writing tests aligned to CEFR.
also help teachers assess students’ written work (Council of Europe, 2001).

agree<that CEFR-aligned assessment is feasible or appropriate because it
= Facilitate marking

= | ess format attention

Y.
= Teachers adjusting to changes. F!uhe If@hers can successfully apply CEFR-aligned assessment in the classroom and use
\ it to help their students achieve the learning target, they generally feel that this is a

= CEFR is achievable viable option. Implementation is feasible and useful for use in the classroom (Council

0.5 of Europe, 2001).




091

Table 4.2, continued

T
N
0

RQ Sub-themes Themes finition
\ 4
RQ1 = Accurate writing Focus Teachers also report that using Mng skills assessment aligned to CEFR helps them
. . focus on instruction and imp students’ knowledge of what to write, leading to
= Target in learning more polished and precise\Wkiting. TULeachers generally agree that students have higher
expectations in Englis es (wa Europe, 2001).
= Future workforce Employability

= Teachers understand CEFR-
aligned assessment

= Produce optimist teachers

= Writing skills improvement
= Band progression
= Beneficial framework

= Language learning
improvement

= Writing independently
= Unbiased
= Self-expression

= Writing independently

Teachers are optimistig,that the intro ((:fio'antEFR in their classes will help students
better prepare for c%n the global'e on‘.Qci?ly of the future. The students’ educational
experience will improwe, ill regeive recognition for their achievements both
nationally and gl

Teachers g \'wa telt
easy to Uw nd. Teac
CEFR-aligned’ a Pssr\n

and _students can improve their writing skills over time
(Cou Eur&yl Y&
o -

1 Qe
s talk ow&ﬁey think CEFR has improved the teaching of English in their
o is isguse they assume that the widespread adoption of CEFR will

Comprehensible

Enhancement

an improvie in students’ writing skills. The band system makes it less of a
edchers to measure student progress. Students’ attention spans and
ills will improve as a result. Assessments linked to the Common
ork of Reference for Languages (CEFR) are another way to help
e language and achieve their goals (European Commission, n.d.).

(.)
Autonq%_ a hgr@elieve that assessments aligned to the Common European Framework of
b g v}ﬂ;fere@e (CEFR) give them and their students more freedom in the classroom and in

<</ their Written work. Independent writing is a skill that students can practise and develop.

C 1%(’ is also neutral in that it allows students of different levels to be placed at the
most appropriate level for them. Writing skills, in particular, are an area where
everyone has something to offer and can receive help. The Common European
Framework of Reference (CEFR) encourages students to write about topics that are

personally meaningful to them and reflect their own values and interests (Council of
Europe, 2011; North, 2016).

5
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Table 4.2, continued 3 )

RQ Sub-themes Themes (Definition
RQ1 = Emphasising abilities Competency One technique teachers use to hmlvlt students’ proficiency in the language is CEFR-
aligned assessment. By focus what students can do, CEFR raises awareness of
their strengths while downplayi th'eir weaknesses, especially in written work (North,

2016). n\d
L ] \Y-
msé\ | S

= Writing encouragement Motivation Teachers believe assessment Iiggﬁ.\to the Common European Framework of
o Reference (CEF ivates their'students and makes them improve their writing and
= Worry-free writing expressive skills. The g‘e\on Eutepean Framework of Reference (CEFR) allows
= Preferable students to gearhyfro %we' ist , S0 they do not have to worry about making
mistakesx ;naractis' ir writing skills. Teachers report that students prefer CEFR
i confidence in writing (Little, 2002; European Centre for

= Instil confidence because it gives heQD
Moder guage :
[}

rep Itg@ey were initially under the impression that CEFR-aligned
ts gul value the English they taught their students. They are also
ho FR piqued the ministry’s interest enough to justify implementing

assro@q. They did not have a clear picture of CEFR-aligned assessment, so
e m@questions about it (Byrnes, 2014; North, 2015).
)

LA
¥

= Misunderstanding Misinterpretation W
% es

= Curious

= Questionable /\\ -

s

t en{ec‘s})ﬂbm the three groups of participants to identify the most important sub-
~N

themes that the majority of the participants rat%&very important. A summary of the main themes and the most important sub-themes is shown

in Table 4.3, 0.

Then, using Table 4.3, the researcher triag dth
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Table 4.3: Summary of the Most Important Themes Responded by Participants for Rese&cm[c uestion 1 derived from Semi-

structured Interviews

No Themes Teacher Teacher Teacher Teacher Teacher ?M]er HoELP HoELP HoELP SISC+

A B c D E Y‘F A B c
l
1 Transformative / / / . ‘TJ / /
N
. L
2 Applicable / / / 2 X / / /
s

N~ N %

3 Enhancemen / / /

t SO k{\ / / /
\;3 % O

4 Autonomy /
5 Competency / G) (4] Al

<\ &5
6 Feasible / Y\. '¥ >

l
7 Focus / \0) \-’vj f(? / /
8 Comprehensible & Q/ {5\ / /
\ O

|
9 Motivati Qc? / ‘?’ (.u(" / /
otivation
N
& o F
10 Misinterpretation / / \(_'}' /
11 Employability / /

*HoELP = Head of English Language Pane
*SISC+ = School Improvement Specialist Coa



Based on Table 4.3, two main themes, transformative and applicable, recei
. In

most responses from the three groups of participants (as highlighted i
mg

related

relation to RQ1, the analysis of these themes has identified common su

to the two main themes, as shown in Table 4.4.

nghllghted by Part|C|pants

Theme Transformative

Sub-theme Standardised framework
CEFR for all languages
New Changes in ESL

Classroom assessment ?
CEFR influences teaching striféw

The themes and sub-themes for RQ

: (] ’
4.3.1.1 Theme 1: Transform\%
Participants viewed mpl entation EFR-aligned writing skills
| ﬁ)
assessments as a positi%&forma@b M&aysms evolving education system.

They percelved ER asla g

communicati wit elnaLgn,s English Language Education Reform.
’
riting’ ski

al stiz@rd that could enhance cross-cultural

SpeC|f|caI ac belleved the CEFR could improve student
learni d necessna mﬁovalve teaching approaches. While the CEFR is a
fr % and not a currlc’&(@n it offers a standardised approach to language
énent Based on the data presented in Table 4.3, five sub-themes emerged under

0 overarching theme of transformative standardised framework, CEFR for all
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languages, changes in ESL, classroom assessment, and CEFR's influence on teaching

strategies. These sub-themes are explored in detail in the following sub-sectionY'

In this study, the definition of transformative, including the Cﬁwgsed to

assess students as part of a redesign of language teaching and learn the CEFR
can be applied not only to English but also to other Ianguages,Wre aware of the
changes that are taking place. It is a standardised and wel no% framework that can

be used when teachers assess students in the classroo

a. Sub-theme: Standardised Framework 2 Y*
N
ndicated %@T participants

rk préyviding a common

Data analysis from the semi-structured i%rvie

viewed CEFR-aligned assessment as s‘%’msed

0 h_fQCiIitates cross-border

measure of language proficiency. This sta aﬁ?
communication, a crucial aspect o 's globalise orlo(%articipants believed that
7]
the CEFR could transform EN& langu chinqﬁ‘efarning, and assessment in
\

Malaysia. They emptiseg its acclssibi Yi t(b@:hers both domestically and
htin

internationally, highlig sfr‘@we for evaluating students' language

ingdits staﬁda'\r
proficiency Ievel@tlins@ Co@ of Europe (2011), the CEFR offers a
standardised @ork fo%rjalng‘-ly%uage skills, simplifying the assessment
g

@,
process % rs zar_ld ea

0 Sé%istent student outcomes.

A\ X
\ SL teachers, the pa’ﬁc’b?lpants believed that the CEFR-aligned assessment is

.

%dised, which means that everyone has the same idea of CEFR: “What | like about

OFR-aligned courses is that it’s standardise it’s the same is the same throughout so if

you're an A2 candidate you will be you will be able to you can construct sentences, you
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are you able to construct sentences used for your daily activities, for your daily life...so

it’s very useful so the grading is very structured from Al to C2 so we can We

progression there” (Teacher A Intl). (’}

Then, the grading process related to student developmen Id also be
standardised, and it would be much easier for teachers in subsecWears to monitor
the levels of competence achieved by students. The CEFR re%reat help to teachers,

especially in determining the level of proficiency eac t should achigwe: “CEFR
]

can be considered as a ‘new assistant’ for teachers i ss” (SISC+_ l). D}
=
s N~
Teacher F, an ESL teacher, shared her opaon th \fhe\C FR is @éndardised
Test (MUET). She also mentioned havin cowx

described above. Both the students%g%ﬂ prgw%t

e chg’)@ho taught them derived
o

advantages from the continuatign: *é¥es, it i od i ‘t&r—ns of you know where you

i%}riting and let say for the weak

4

are going if let say the Etwa kno'/ esp il Iy

students, if they want to take heir% hiﬁk@FR and MUET doesn’t have much

different. It is a S@"ed r‘lmew k” (T@er F_Intl). The participant considered

N
the CEFR an Mpo re fo }l;tu ents to sit for MUET later, where they could
familiaris@wes tht rm lier. Teacher F also added that the CEFR can
4

be us Wdents “when ﬁey’ n the tertiary education, yes, it is good for their
&
fut& acher F_Int1). N
N

eanwhile, SISC+, as a proxy participant, also agreed that the CEFR serves as a
standardised framework, the same as other ESL teachers that she had observed. Within

this framework, she emphasised the importance of ensuring that all teachers have a
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common understanding of the CEFR and its practical application in English as a Second
Language (ESL) teaching. Based on her observations, she found that t
understand the CEFR as soon as it is introduced: “It is an indicator to sho el of
proficiency in English but that is our root or ground-based of our dlsvﬁAQ we hope

I repeat it’s a framework, which should be used by everyone and it is alframework, it’s

not the art of teaching, it’s not the way to teach something. Oka t’s our ground”
ntitool

(SISC+_Intl1). The CEFR serves as a pedagogical and asse T) guide teachers

in designing curricula and assessments. However, some, teachers |stakenly

associated it with a pedagogical approach. It has ther been standar. |s‘d ié%rdmg
to the globally recognised standard for English. 4 \Y
Y" N {3‘

The analysis of the participa s'%w s related to RQL was
subsequently connected to the res h d nt?na /s\ﬁkThus the document
analysis of existing policies ‘mré?tem%-st@ed interview findings

f'a / hls.lhg%files a shared understanding

among teachers of thCCE and it vapjcqtl% student assessment, ensuring
consistent and co rabl o b( urtﬁ'@dre the adoption of CEFR as a

regarding the CEFR as a stand

standardised frarrM ali |t e bro goal of achieving international English
language stan s outlifiedsi tye' R&mmap 2015-2025.

@

4
benchm ke({ the‘{urrent performance in English of students and

U3

chers from preschoe@» the post-secondary level, we are in a position to go

n to align our English language education system to international standards in

0‘% the form of CEFR.

(Doc_Roadmap_2015, page 4)
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This baseline study used CEFR to evaluate the current state of English teaching

and learning in Malaysia according to prevailing international standa

assessed the proficiency of samples of students from preschooNS" st-
che

secondary education, and also the proficiency of a sample of Enii
2

(Doc_Roadr?.O 5, page 8)

Our key aims are: \/

1. to produce an English language programme o i(ernz‘tional standard

7. .

&oc_R d _Zblif-ﬁge 9)
s X

Having been developed in the course We t NQ ears okzt-\h”l'nking and

research on language teachin wng essm CEFR is a

comprehensive, well-establish %/\/Ofk whi S ir@ational currency

and is used in more than 40 euntrle . \?
T

% 6 3 r_Guide_2020, Page 9)
N Q\‘o
The extracts indicate twmaysi' isaligning i glish language education with
‘ : (
international standards, with the CQ ng'as the primary framework for language

I, @, -
acquisition. This & ench by the fac£Q t the transformation is based on the

IS.

supported by a quality delivery system;

N
international EN standard: V}/J Me)gt./our students to reach the international
English st@ ith GEFR} (SIS -éh'ltl). The CEFR has been adopted and refined

4
withi Wlaysian Ucation Vstem. As outlined in the Roadmap 2015-2025,
te

N
e ere made aware of\(s?e CEFR as a standardised framework for teaching,

%g, and assessment. Aligning teacher perspectives with policy goals is crucial for

0 successful implementation of English language reforms in Malaysia.

167



Data triangulation further solidified the notion that the CEFR is the primary
framework for language acquisition in Malaysia, aligning with international st
This alignment supports ongoing efforts to modernise English Ianguage@xg in
Malaysia. To ensure successful implementation, it is crucial f hers and
policymakers to share a common understanding of the CEFR. Ov Whe analysis
emphasises the pivotal role of the CEFR in transforming English language education in
Y:

Malaysia by providing a standardised framework and enha ficiency outcomes.

\d

| S

A standardised framework provides clear elthes fo consistent D@I’CGS The

Discussion of Sub-theme: Standardised Framewo

CEFR is a prime example of Ianguage enb\A uha Uri (2021)

highlights, the CEFR positively i |mpac cafloninag ed Teachers value

the CEFR for its potential to impr nglls % S I d gain international
" >

recognition. They also appreC| he CEFR st(i’u@s track their progress by

clearly outlining language a,glhtle t dlf els‘lé he world's most widely used
019

language framework % ), influe nﬂg icies and assessments globally
9

(Figueras, 2012). '&\ Q &%

The C@gn with atfegéjl English standards, a goal shared by

@
Malays @Mry of '[Edueation @h 2022). Its clear structure, adaptability, and
us

contin provemen make %YEEFR a leading framework for language learning

a essment Malaysia's adhlon of the CEFR demonstrates a commitment to global
%rds and better student outcomes.

S
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b. Sub-Theme: CEFR for All Languages

The second sub-theme for transformative theme is CEFR for all %%ges
derived. From the semi-structured interviews, participants recognisei% FR's

versatility as a language assessment framework applicable to multiple langtages. This
suggests that the CEFR transcends specific languages, providin% ersal standard

for measuring language proficiency: “teachers are clear that s a framework for

all languages but not a teaching method” (SISC+_Intl oug‘ the ideas and

descriptors of the CEFR were first designed with an emp on/Euro

they have now been widely adopted and modifi@nguag S
P 4

Importantly, participants emphasised that the shw{

languages,
N
ve!r c'?NorId.
the

e pa&/ed as a

burdensome teaching methodology: “no show be addedtQ teachers with

CEFR” (Head A_Intl), but rather as a rk guidi

assessment practices. The inter ihondl@
(]

recognition of the CEFR's sig'\ C g‘fobg@&ion: “it defines six global

y =
levels of language profmenY&, A2, f
(
for each level across a% ges” (d'eac A_nth).

a@\%Z) with consistent descriptors

<

Head A's gealisation d mteréﬁl that the CEFR extends beyond English

@ers underscored their

@
5

i
¢
language asse%t to encompass 6th rmguages reflects a broader awareness among

% NN
teachersgegarding the' CEE ;app' ility. This recognition implies the potential for

e

the L&to be implemented i e Malaysian education system to enhance students'
i Nnal recognition in terms of language proficiency: “...everybody is already

G sed err..to this CEFR assessment and | just got to know that CEFR assessment is
0

t only used for English language but it's used for other languages as well” (Head

A_Intl).
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Similarly, ESL teachers echoed Head A's sentiments, emphasising the utility of
the CEFR across languages. Teacher C highlighted the desire for stand?!!d
assessments to ensure international recognition: “But on the surface 1 d@mnd
what we want to do, in my understanding, they want to use the same as@&nt so that

we can we be recognised by others. So, when we go to other countrieSyve get the same

recognition for English” (Teacher C_Intl). V
Meanwhile, Teacher D expressed optimis t the \‘&Iypotential
@

application to languages beyond English, such as Ba Melayu ' Csz'
=
s X
succ

For me as CEFR is used for English, ithe hb&b& es@’to be used
for other languages such as our Bthwelay :

, \
Teacher E reinforced this vie@y aséertin C status as a framework

&
applicable to multiple languages, "ot IiT' glist@)ne, which helps learners set

their goals. -3
c,)v\: bj%/o

@ (Teacher E_Int1)

&p
C

&FR gives clear, expl@vtiescriptions of what learners can do at each level,
welping them set realistic goals and track their progress.
(Teacher F_Intl1)

N
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Participants demonstrated a broader understanding of the CEFR, recognising its
potential application to languages beyond English. They emphasised the import?m
aligning language teaching with CEFR standards to equip students w@ztive
communication skills in real-world contexts. The CEFR's standardise also led
participants to believe that it could serve as a valuable reference point for learners of

multiple languages: “makes CEFR familiar with all languages, it stitely helps them a
S c : :O

lot in learning” (SISC+). This understanding alleviates co ng teachers about

the additional workload associated with CEFR im entation™~@EFR is for
]
curriculum and assessment which later can guide tea for assess tsln@yfor

this (English) language but also other languagess. d % \/‘T
T

The participants' insights into C@abi Q\fo ari%{anguages signify
bey

an expanded understanding of its rple

c n%l‘?an Lingeducation. The sub-
theme on CEFR for all Ianguag‘es% es the Mala “ian a@_@aﬁon Blueprint's vision
of aligning the education sys ith i nal .slé?(dards, including language

N ~

proficiency benchmarks’set bgframew rks like ]he§R to support the findings in the
2

: L &
semi-structured interyview. \ é‘j
&

N

/\\ |

and competitive than it has ever been
dlaysia capitalises on its inherent advantages to

obal economy. Neighbouring Asian education

stems in China, South@?ea, and Singapore are increasingly focused on

g%

eloping students that are proficient in their national language, and the

\?nglish language to maximise their employability in the global workforce.

(Doc_MEB_2013, pages 4-10)
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Triangulating the data with policy documents such as the Malaysian Education
Blueprint and English Language Education Reform underscores the sw
importance of adopting the CEFR to meet global workforce requirements @Mance
students' proficiency in national and international languages: “CEFR‘MorIdwide
undertaking, and it has been put together over the last fifty years o through the

contributions of scholars from all over the world” (Doc_ F\N, page v). The

widespread adoption of the CEFR by countries worldwide, g I\‘alaysia, reflects
its utility as a standardised language proficiency framew plicab ross linguistic
"AX

contexts: “CEFR is being adopted by countries acro world; but.i nﬁr@es, it

is being adopted only partially, e.g. just for ricul\uﬁn r sq\rﬁ?level of

education” (Doc_ELR_2021, page 4). V ‘1 g
% &
O

Overall, the participants' recognition Of t ‘SQwas /Eamework applicable to

all languages underscores its potenti standardisqlan @ education, curriculum
development, and assessmenM ia, b [ Iea‘x‘.\ﬂé% across diverse linguistic

backgrounds. This aliga§ withithe broach obj ctjv@me Malaysian education system
“

to enhance students' Janguage pr. and i ational competitiveness.

NN
Discussion ofemem : CE f:ol' N_I_%}nguages

Pz@s pe?eRyw Cgék as a valuable tool for all languages, not just
'

Englishy, They believed that it ca@glp students set goals and track progress. This can

ien

XS
b N@d to the broad use of the CEFR globally (Foley, 2019) and the influences that

Q FR brings to the education systems worldwide (Figueras, 2012). The sub-theme

FR for all languages can also be linked to the CEFR's impact on language teaching

and learning (Byram and Parmenter, 2012) and its importance for higher education and
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careers (Zhao, 2017; Brunfaut & Harding, 2019). This shows that the CEFR helps
standardise language learning and assessment across different countries, |n

Malaysia, which aligns with the country's goal of improving language skil obal

competitiveness. A

£ IS ew changes in
is im IeWTeachers

recognised the need to adapt to changes in curriculu tbooks, and s‘es@nts to
align with the CEFR. This reflects the broader ardsé or gIo -oriented

education system in Malaysia. q\

C. Sub-theme: New Changes in ESL

The third sub-theme that links to the transformati

English as a Second Language (ESL) when the C

<<

For example, participants re rted |m TA{OH of writing skills
assessment aligned to the CEFR h to gh$ @ as a Second Language
(ESL) learning: “we always a rem han&‘.{/ in education in order to
improve” (SISC+_Intl): The CEFR 's a arpe@ that has proven effective in
improving English language’ skil r |f;é§e in European countries. Based on

}ee lthe FR fr@vork enables continuous improvement

N
in the Iearnm@?&ach' g'of ks*w ﬁc(fdemlc achievement is promoted and serves

to develm%%ﬁ cap itb')‘r Ygé'}

Aﬁlpams expressed th‘é&:%ed for a CEFR-focused approach to English language

%g They agreed that this reflects a broader shift in English language education.

Qad A highlighted the CEFR as a new approach to teaching, emphasising its focus on

assessments and

,?~
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quality learning over exam preparation. Other participants agreed, noting the shift

towards meaningful language use and independence. T
Err regarding CEFR this, this is very new okay... for the teachlm\f;smn

Wad A_Intl)

The CEFR represents a shift from a curriculum focused p ily on exam results

to one that emphasises students' actual language abilitie

i ' iliti ne pz‘rticip nt stated,
"CEFR itself is about highlighting students’ capabilities“in 1 gu\iﬁc\i?wy”

meaningful gu!ge&use and
? 4

independent learning compared to traditional aWhe fnw{ n priog?s‘ed content
coverage. c\, w\ (gé

yes..so | guess regarding th tl havhm d oﬁq:\e very little reading
the &/

that | did, it was emm, km@ teachlng and learning
Engllsh that is taking. M I

(SISC+_Intl1). This indicates a greater emphasi

S|am<W it is more of. the key word

cation...

(Head A_Intl)

Teacher Bq\&he in n of hcéi(/ curriculum in English teaching aligned

¢ ' C-)
it oént 1 benefits for students, “I just because we don't

R

want to geversérbacko ‘ye dza% >fore so with have started with CEFR and that’s

with the CE hasiSin

they orward, and | see it' @éflmal for the students so that's why | think so. Okay,

S rltlng skills for me there is a huge difference between CEFR one and the

Q jous one” (Teacher B_Intl). It is noted that participants were aware of the changes
ESL learning.
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While most participants welcomed the CEFR's focus on meaningful language use,
Head C expressed concerns that the previous emphasis on essay writing mlgw

been more effective in developing writing skills. This highlights diﬁering@s on

the impact of CEFR-aligned practices. ‘&

emm, being a teacher myself like teaching upper forms IM ;ike the quality

goes of writing among students was much better Jast ith the previous

format when we have A script it is the candidate re erve‘j the A script in

in that enWow based
®

on my experience of looking into SPM 20@ ' o}
=
P 4 (He\ia C_Intl)
NN W
I would say personally | have @m y_strategy’” of tz\ ing classroom
especially right after marklng ethatlh rece

_\
c’)\\ (Head C_Int1)

away. Of the standard of the language, I would s

Eﬂ

Sd o &

While there is a growmg’&gpta EFR-\a\a catalyst for change in ESL
education, opinions va% teacher ent sms@ embrace the CEFR as a means
to improve Ianguag rofi enc apt thé}feachlng strategies. Others express
reservations and add t ning @ ly implement the framework. It is clear
that the focus n]llons tﬁtmé‘fbwards a more holistic approach to language
Iearnln partbcl antnoted, ' e teachers need more training and exposure to

makem el more confldent ds CEFR" (SISC+).
\

% he study analysed documents such as the English Language Education Reform

015 2025: The Roadmap and Teacher Guide for CEFR-Aligned Curriculum, Planning,

and Learning. These documents align with the interview findings for the sub-theme of
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new changes in ESL, emphasising the broader context of educational reform in
Malaysia. They highlight the need for teachers to incorporate 21st-century ski

their teaching practices as the country strives to improve education quality('}

-

The analysed documents strongly support the alignment of ia's English
language education with the CEFR, corroborating findings frorrWous interviews.

The Malaysian Examination Syndicate (LP) is actively ¢ boRing with the Council

of Europe to develop CEFR-aligned assessmentst ctin Wats and
]

St
administration. This alignment extends to English@'&ncy courses, e're ates
? 4

Changes in the curriculum esse@&ead tg\ch
education including assessmen edrning, whi

and learning process. C‘) \T ,Q\
N
6 v,
“  <{Poc_ELR_2021, page 55)
&
A
N
LP has been werki closely!;lthf t:?%/elop the new CEFR-aligned
h|Ga9b 0

assessment. T rought anges in current practice in test

constructio Wting@ptiorﬁa’ new approach. The alignment of the
- F

result@/m the design of new constructs, test

ns t
specif@j , item writ ku'!jellb&/testproductionandadministration,scales
as@ andardisation an (talidation procedures.

' 4

4

"%

(Doc_ELR_2021, page 58)

%

\e Ministry of Education has established high standards for teacher training,

& ding a comprehensive understanding of CEFR-aligned assessment. Teachers must
S

0 be aware that assessments aligned to the CEFR lead to an appropriate language

learning approach and professional development. The Roadmap 2015-2025, Teacher
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Guide- Implementing CEFR-Aligned Curriculum, Planning, and Managing Learning

and Planning in Retrospect, Implementation, and Prospective Planning suppw

K\

All skills in ESL learning are aligned with the CEFR: “As?vibed in the
Roadmap, English Proficiency courses will be aligned to C d trainees are

required to reach C1 upon completing their B. Ed programine. Qith this view in mind,

several changes are being made to proficiency ¢ , and a%m is the

@
development of a comprehensive series of content learning stan rijs on

CEFR descriptors in the syllabus and schemes of worlg)’ (DO%E R_2021, me 93).

N

The well-planned transformation in%wdni

a proactive and strategic approach to Emmat' nin to jig}ve lasting positive

outcomes, preventing them from Being 'Dst }(‘an%vi eaq.:gos\noted in the following
&

excerpts. \ ¥ 5 AQ/
N
Y:clylr

N O C‘)(.z

% b O (Doc_Roadmap_2015, page 78)
i

wplansxfo e&hingz-and Learning consider changes to improve the

icacy of EL teache@éaching, and related resources, including what is

E\Jeeded to implement CEFR-oriented pedagogy.
o (Doc_Roadmap_2015, page 78)
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It is noted that teachers undeniably play an important role in the changes in ESL
teaching and learning: “These changes should bring about a systemic transformw
English language learning accompanied by the creation of the r|ch
environment mentioned above. Existing English Language teachers WMNey agents
in the process of change, and thus, they will need to have a quallflcmn education

and an adequate level of proficiency” (Doc_Roadmap 2015

Thus, when changes happen in ESL learning: “ 0pt10n leads to
changes in curriculum, teaching and learning, and assessment. jl of eie @)&mg
teacher education and training, are being allgned CEFR, achers nee?-to know
about CEFR, and as part of their continuous professiona pmeé\‘ﬂ'y are given
CEFR-related training to familiarise t @ rlate approaches

to teaching and learning and learmn material c er.Qulde 2019, page 40),

teachers are prepared to adapt thel hlrg and _le nm@thods by implementing

new and appropriate approach\t e ra ;
The documents hlth;ut tth Ie‘é}gachers in implementing the CEFR.

Teacher tralnlng d iliarisationwith @ramework are essential for adopting
appropriate te h ndplearnin mdthqg_%-\This involves a systemic overhaul of ESL
educatlon pass rr uI teaching methodologies, and assessment
pra ctices. hermore the pollng'documents highlight the need for continuous

pr& | development amﬁig teachers to adapt to these changes effectively. The

é to ensure that English language education in Malaysia is aligned with

Oernatlonal standards, fostering proficiency among second language learners in line

with the CEFR.
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In conclusion, the CEFR is changing English language teaching in Malaysia.
Teachers and policymakers agree that it is moving towards a student-centred aw

focusing on language use, not just exams. While there are challenges@erall

direction is positive. A
The sub-theme of changes in ESL under the trans aKn tt‘ame shows that

: wikci et al.
a]sﬁeﬁc:ing

(2016) noted, educational systems must adapt to %
this by improving English language education. 1] key{t/‘gﬁtowards
this goal. The CEFR is transforming Engw u

provides clear guidelines for teachers & %st,leveloper
needed at each proficiency level @ové, M .
a%devc!f

Discussion of Sub-theme: Changes in ESL

Malaysia's education system is evolving to meet globa lenge

Ing a sessment. It

Iini@i\e language skills

@ditional methods, the

NN
CEFR focuses on long-term | opment,,of e@ a more comprehensive

T - Mo .
view of learners' abilities. The istr ation% aysia’s initiative to align its
education system with{gl andardl wh reﬂy@opts the CEFR, is a key step in
4 $ &
tency. T

improving English 4anguage I) is_is because the CEFR offers clear

guidelines for% a mentsWwhich teachers find beneficial. While

R
challenges ex%over Il pos |vefoutlg is crucial for successful implementation.
"

5‘&4: & A
d. ub*theme: CEFR Infl es Teaching Strategy

prominent sub-theme emerging from this study is the influential role of the
mon European Framework of Reference (CEFR) on teaching strategies.
articipants identified a paradigm shift towards an action-oriented pedagogy,

prioritising students' functional language use (Moonen et al., 2013; Diez-Bedmar &
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Byram, 2019). This transition towards a communicative and competency-based

approach underscores a transformative evolution in teaching methodologies, ?’lﬂq

significant emphasis on linguistic skills. (;

Participants highlighted the imperative for pedagogical adjust in response

to the CEFR's proficiency-based framework. A departure from traditional exam-centric

approaches is necessary to accommodate the diverse needsiof Igners. The integration

of CEFR-aligned assessments acts as a catalyst for in al innoyatiopgprompting
]

teachers to tailor teaching materials and strategies ater to ajrang ?prq‘ﬁ’x’ncy
levels. 2

\ \Y

T
In their interview responses, they @Je
lessons. By providing clear guideline%CEEKhl
learning goals for their students: .1t afin‘iite%h ng@y way of teaching for
e

7]
writing okay” (Head A_Intl): un od'that K&%ed of students to acquire

language proficiency is bas??the "an-d legﬁgﬁs that the CEFR highlighted,
5 ’e 0

“ ..because now it would guide the_stud fed@ close...to closely look at the Ist of

O

osed to write for examination even

D

all the...the num o\ords lhat u are

N AN

though it is mﬂgbit xami I}I‘ oci,%(ed but the key word here is focus and
guide..oka@ the 80 WPrd le or part 1 part 2 and part 3..and also for err
they

£ o

4

seconiwbol also hgve Imﬁted number of words that they have to write and
NV
ats

the\) ave to focus closely\f:?the questions..okay” (Head A_Intl).

0 Head A emphasised that the CEFR provides clear guidelines for assessment but

IS not solely focused on exams. She advocated for a shift from traditional exam-oriented

assessment to classroom-based assessment aligned with the CEFR. Meanwhile, Teacher
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F noted that implementing CEFR-aligned assessments helped teachers to change
classroom resources for teaching writing skills: “Of course, teachers will be inﬂ?!m
by CEFR but we know our students and we make the adjustment regarding t level
of proficiency of our class, we need to adjust, because like what 1 e course
maybe if the text is too difficult you know for the low level of the students, maybe you

can you can find other other resources that has you know thﬁt camveasy | mean, the

different levels of materials. Because we would be motivati our'leamers right”

(Teacher F_Int1). \d
oy

| _@
Head B shared a similar perspective, em ising gthat t CEQQ-aIigned
N

assessments helped her develop effective writing ‘Strategi \ke Heﬁ@%he stressed

that the focus should be on student lea i%t solel exam preparation.

Y a

yes, it should influence te Ce?s)str%t achi /\iting skills, ok how? |
can notice that amonx% tw.‘ho@ my own class, when we
know CEFR is implementetthe maxking s@ne is not I'm not focusing on
exams yes but i v&: us te’cher need ow the marking scheme it does
help, it can help, it does h% ng thing us to note strategy of teaching

writing sk}K\ Q é—’

N
\ : :l C'g'/ (Head B_Int1)
) L
H% Iso ag ed stha thé‘GEFR influenced her teaching approach. She

X

em@d e need to adapt h@;&eaching methods to match students' current abilities
N
t Nem achieve their goals.

S

A9
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I would say personally | have changed my strategy of teaching classroom
especially right after marking experience that I have received, so do my t?ﬂ;

in schools. \
%&_Inﬂ)

Participants recognised the need to adapt teaching and assessmtrategies in

response to the CEFR. They emphasised the importance of ongai essments to track

can better monitor

tha teM;e n%l_e to

N
look at student’s progress in learning according t and or lev, (dlS@ Intl).
Once students reach their target proficiency IeYaher% ate thejrteaching

nt a%essm t, can&’!ance teacher-

student relationships and inform futurN ion. O
AN

IS

Both interviews and doc alysﬁ sho ta g assessments with the

student progress. By using the CEFR as a framework,

students' development at each proficiency level: “I coul

methods. This process, combined with reg

&
Common European Framewoh Re FR)'\égniﬁcantly impacts teaching
uctign. IT

methods, especially diffe zted ins .
4 4
highlights the tim'egwrs @q and use flew teaching strategies for writing.

&

Differénti teaching }lo ﬁe&(ncluded not only in pre-service teacher
o

0 The English Language Education Reform 2015-2025 emphasises the use of

diverse teaching methods. The implementation of CEFR-aligned assessments has

FR provides clear goals and

ut also inkse vice@ning to enable teachers to provide paths to
so tha assr becomes a ‘good fit’ for learners of varying

ficiency levels (Adami»2004).
O

(Doc_ELR_2021, page 13)
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further encouraged this approach. As one participant stated, "of course there are

differences that we can notice before we have CEFR and after teachers implemewn'
are

(SISC+_Intl). To effectively cater to all students, a variety of teaching @s

essential. A

Alignment of curriculum and teaching and learning to C g

To specify learning outcomes and setting clear an alzble ftandards in the

curriculum to enable teachers to use appropri hing stkategiesfto achieve

@

differentiated goals \ ¢
| &
([}oc EL _Zozgage 13)
\ Y
Apart from this, the English LanguaE u tion'ﬁefo OlR&emphasises

the use of appropriate teaching methow g teachingyand Ie@iﬁg with the CEFR

provides teachers with clearer Iearni@ectiv%?ls. bﬁéﬁamework offers new
\

opportunities for teachers to ex%ectivﬂe teaching str. ‘?es, including for writing

skills. \ %Q\

z 'S
: ’ ‘ .
In order to implement N{ curri effectively, teachers need to be

Ly of deing t?-@?,s. They have to adopt and adapt to new

ideas, @g st atggl Qde&)r practices...
’
<k, D-) éé-/ (Doc_ELR_2021, page 44)
&) vl S

Teachers must be famili{%vﬁth the CEFR-aligned assessment as part of their

N

e

minstruction. The Malaysian Education Blueprint 2013-2025 and the Roadmap

6&-2025 emphasise the importance of embracing new approaches.

183



The Curriculum Induction training provided teachers with input for
differentiated teaching strategies in order to prepare lesson plans t
learning materials to fit different learning needs and abilities, an& tise

assessment strategies to enable them to track their students’ ent and

delivering supportive feedback. Teachers were also introducea %mative

needs.

(Doc " 2021, page 44)

Teachers received initial training on the updated apus, \Wludes the

CEFR-aligned assessments. Adapting to these changes requires integ g !h@nto

daily teaching and learning practices. The clear tors in t P'(Caﬂflculum

P 4
\Is.{ CEFIﬁEﬁgned tests
sig i‘ﬁi?ntly impacted

% cy-foeused methods and

Standard Document) make it easier to achieveWg

have also influenced teaching strategies. @Mhe C

ESL teaching, prompting a shift to%mor pr

assessments.
S
So
Discussion: Sub-theme - flu'n es_Teaching'Strategy
l })
The Common E%n FranpaM[l Bg/erence (CEFR) promotes diverse

teaching method@&r t@eamin%styles, from traditional techniques to

&

modern techn My 0\5id| comcr?_t‘)@amples of language tasks, the CEFR aids
s’
in lesson nning a Jte ial s&ls!ction. A shift from grammar-focused to
us

B
R

'

comm W languag S em?h sised and influenced by the CEFR, which shapes
m; 4
tea\ rategies (North & Pii?ardo, 2016). It also serves as a robust framework for

ing language education. By providing clear benchmarks for language

Oficiency, it empowers teachers to create assessments that accurately measure student

progress. This focus on assessment aligns with the CEFR's emphasis on communicative

competence, as outlined by Little (2018) and Byrnes and Maxim (2014). Ultimately, the
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CEFR's holistic approach, encompassing teaching, learning, and assessment,

contributes to more effective and engaging language learning experiences. Yv

4.3.1.2 Theme 2: Applicable Aj
The second theme highlighted by the participants, including the\dead of English
Language Panel, SISC+, and also English Teachers, on CEFRMd writing skills

assessment illuminates the concept of applicabiliwzangl’age education.

Applicable means teachers agree that the CEFR-alig asse m‘wadeasible or
]

appropriate because it leads to continuous assessmen er thah exa -bps.e{@sting.
Since teachers do not put so much emphasi structure! studefts % ocus on

N

developing their writing talent. Therefore, educat caruina hange@ sing writing
S

tests aligned to the CEFR, which al& |p9teachers s b@ns’ written work
(Council of Europe, 2001). C‘) :\
- \} (]
7]
The CEFR's comprehew nd ad fra rk significantly enhances
N
language teaching andcarnig, as evidenc ys pact on assessment, teaching
i

strategies, and incluw st aLLQ S a’g‘ that it helps track student progress
and guide teachi@le CEE@prom\ global understanding by providing a
common sta@r | g%g@*ici&%{ Its flexibility allows for adaptation to
different &Ies gp eagni eg%onments. The CEFR is inclusive, catering to

b4
diversﬁea ng styles. It supports a variety of teaching and learning approaches.

T, w in-depth interviews and document analysis, five key themes about the CEFR's
u

—9

&
(>
N

AY)

ness emerged. These themes encompass facets such as facilitating assessment

Ocesses, prioritising content over format, and the suitability of the CEFR framework
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for teaching writing skills, thereby enriching our understanding of its multifaceted

s

utility in educational contexts.

a. Sub-theme: Facilitate Marking

The first sub-theme under the main theme of applicable is famg marking.
This is highlighted by the participants regarding CEFR-alig writing skills
assessments. Participants emphasised the role of CE ligned 'assessments in
streamlining the marking process. Teachers highlig the i pr regular
" " _ o CaXe
writing opportunities and the need for effective feedb y closely mo |t'r|.rg%'udent

progress, teachers can identify strengths and nesses, providi tar@ support

and guidance. This formative assessment roach i

writing abilities. \C- )
I guess they (the ESL teach ve the sameysame request as I do.. I guess
e%’ is

q
marking is not reallys\ like™hike t prev'6qQﬁ;curriculum.
N
? ' 0 (Head A_Intl)
) 4 ¢ &
okay, so this“is_more Ilt \s IS mu ore easy for the teachers as well,
marking i mo sy.

S :} | O
sé? , l) ;\\(57 (Head A_Int1)

emphasised {he faCilitative role of the CEFR-aligned rubrics in

for e cing student

~
str%g the grading procg? highlighting their effectiveness in guiding teachers'

%\ional practices. The establishment of standardised rubrics equips teachers with

Oar guidelines for assessing student performance, thereby enhancing consistency and

clarity in grading procedures. This standardised approach enables teachers and
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examiners to conduct assessments with consistency and equity, ensuring that learners'

writing abilities are evaluated objectively across different contexts: “now we h?’

standardise framework, we should work for it” (SISC+). %\

Similarly, Head B emphasised the instructive value of CE criptors in
guiding students' understanding of assessment criteria, facilitatiwnment between

instructional objectives and assessment expectations: “yes, Shgld influence teachers'

strategy in teaching writing skills, ok how? now, in my. ass, w ow CEFR
is implemented the emm marking scheme is not 1 ocusinglon e m'yes‘,_%x~ na
way err us teachers need to know the marking sche doe?h p, it'can h?p it does

help in making helping us to note strategy oz‘% g Wri llls ﬁa B_Intl).

Teacher B explained to the studen at

'I{
before they can solve their tasks. E ame %’1 rs@ge ts' learning objectives

|rst erstand the CEFR

7]
WrItten ﬁks were given. So, when the

students received instru UOW alre'dy a%do “Definitely, so | want them
f r; d‘n

to understand the rubrics dQ/stand and relate it to the Malaysian

so they could figure out what

marking system d t I te‘l thenihhow %@e match the rubric to the level of the
question in th s so like,par ahd nggw is for A1 and A2, part 3 is for B1 and B2
and Part la n Is&ré it easier for you to score in part 1 but why is
it h re in Pa 2 and sz'?; what are the things that will be looked at when
we% g your mark and soﬁ?n ok so they have to understand that first, then I teach
%: usual, and give them exercises and basically once they understand the rubrics

0 easy for them to understand like why it’s harder for part 3 and so on” (Teacher
B_Intl).
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Teacher F echoed these views, noting the ease of marking associated with CEFR-
aligned assessments compared to previous methodologies: “Compared to the pws
one, as an examiner myself, CEFR-aligned assessment is easier to mark |ves
chances for the students to express themselves as we can compare to thAwous cycle
okay” (Teacher F_Int1). The structured nature of the CEFR-aligned aWent enables

teachers to evaluate student work systematically, providing bqth teaehers and students

with a clear understanding of performance expectati reoyer, Teacher F
highlighted the empowerment afforded to students throu e app icwhe CEFR-

aligned assessment, emphasising the expansion of cre

expressio dﬁu.é}mym

o@ nd @nners to
@ meaningful

i@ essing students”

AN
(Teacher E_intl).
c’) 0%? c’)\&

In line with the findings\m he semi- turec&%férwew with teachers about

-
pss@ent for writing skills, teachers

their views on mplen‘% CEFRalign
found the CEFR-aligned a 'Js - rien{@\and therefore used it when marking

writing tasks. Using this tool can improve th

accurately assess learners' writing Skl||S

=
«Q
(1%}
—
[1°

criticism: “CEFR offers us (teachers eal beneficia

their students' es r|tin at fellows tﬁcture and is directed towards a specific
goal reveals t uhd a’émhnd effort of the students who wrote it. It
demonst ca‘pa ity houghts adhere to guidelines, and effectively
comm %thelr ideas to ach*q,%.a particular objective. Most students write with

asm, and allowing them some autonomy can have a significant impact on their

llity to write freely. Both teachers and students can benefit from the CEFR, which
Qw)ports the learning and teaching of writing.
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The researcher found that the sub-theme of facilitate marking identified in the
semi-structured interview is also supported by the findings in the document aw
Effective implementation of the CEFR-aligned assessment requn(,}deep
understanding of the framework's rubrics and descriptors. While the goaf'éighift away
from traditional, exam-focused assessment, accurate evaluation of cIaYoom activities
is essential. Teachers need to develop the expertise to appl R principles to
everyday assessment practices. This knowledge will ena % ')rovrde targeted
feedback and support student growth.

! “'F

Regular training in marking, for example, rucialto’ ensiire th%-teacher-
examiners develop the knowledge an kr Is h SW establish

consistency and standardisation V\thsmg"‘he didat

Do& R 2021, page 66)

It is important to empha3| e mffoduc z of EFR also has an impact

/7“

on teachers' assessments of stu ts

from its function as Zhensw
:

intricacies of Iang e t ‘ in assessment Its wide acceptance

he cablllty of the CEFR stems
1 and aditp framework that addresses the

contributes to a@ted rdls%e/@oproach to language teaching on a global
i
basis. % b 3 “'7
O

N
‘ﬁ.r A AW
ary, the tegrat%v'f CEFR-aligned assessment practices reflects a
C.)

C t effort to enhance the\fectrveness and inclusivity of language education. By
ing a standardised framework for assessing language proficiency, the CEFR

motes consistency, clarity, and autonomy in both teaching and learning endeavours.
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Discussion of Sub-theme: Facilitate Marking

The CEFR is a valuable tool for assessing writing skills. Participants K that
it provides a clear framework for evaluating language proficiency at differe s. By
aligning their assessments with CEFR levels, teachers can accurately“determine

students' strengths and weaknesses. This level-based approach enages teachers to

provide more targeted feedback, supporting students in theY‘ﬂ}l g development.
Additionally, the CEFR serves as a valuable tool for both entjand instruction.
By providing clear benchmarks for writing proficiency, it en bIM@rs set
‘n N
appropriate learning goals and track student pro achers [canguse G.‘éEFR to
P 4
Iso

design tasks that challenge students at their T« Ieve%h ing them
towards higher proficiency. \/ Q\ %\
&

As Phillipakos (2017) sugg@t%clear e\ctﬁt%ns glg\crucial for effective

N
learning. By familiarising st ith fie C ; te@rs can foster a deeper

& &
understanding of their writi a:r S n@to achieve them. This helps
students be clear of th%i ents asédncbhe descriptors and also facilitate

' 2
teachers in their wg. In| on, @EFR'S role in enhancing writing

quire

assessment and is, evident. Its sfévldardised framework provides a shared

ion

: ¢ . ! ‘-& . .

language for ing and ev at&ng ét-L}J nt performance, promoting consistency and
%v NN

fairnessQ/’ ningyteachi 9 eamﬁg, and assessment with the CEFR, teachers can

create a'more effective and equ@ﬁe learning environment.

N

Sub-theme: Less Format Attention
0 The next sub-theme under the main theme of applicable is less format attention,

which is viewed as important by the participants, especially in marking written tasks
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using the CEFR. Participants emphasised a shift from rigid format-focused assessment
to a greater emphasis on content and language use. Previously, strict adher?!o

prescribed formats, such as the SPM-guided essay, was often prioritised ov \allty

-\
Y~

The CEFR promotes a more flexible approach that allows st to express their

of students' writing.

ideas in their own unique style while still assessing thei n¥g~eproficiency. This
shift encourages creativity and critical thinking. If tea cused less ongdormatting,
students could put more effort into developing their Weiting and lingui c'ski‘lavow
we understand that helping students to acquire the guagegpr ficiency m-(fmportant
than asking to write a long essay” (Teacher C_Intd). AS \H\ Iea@ﬂwe structure

will not be as much of a hindrance t%ﬂ’ as th o gzove their second

language writing skills. AN
A

q
This sub-theme came to& S the researcher Wﬁwnductlng the data analysis

required to answer 1. ICIp un \Eood and agreed with the
transformation and implementatio

N
format of writin Mache‘s ed to Qt%th students: “new way of writing is
N

ligned assessment, which led to the

}

highlighted b e theywiitte aslf tions” (Teacher E_Intl). However, with
the CEFR at of r|t g |d ceive a lot of attention this time around. As a
result, 4t otlced st dent§gc0uld concentrate more on the subject, as well as
th Aage skills, and thaﬁ&achers could supervise students' writing based on the
ds that are matched with the CEFR. The following are extracts selected from the

Oerview that describe the perspectives and views of the participants with regard to the

sub-theme of less format attention.
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Quality wise, | think it is much easier as before so before in the old format it
gives room for for the good students, it helps the good students. Those

a avid reader, you find they able to score, you know this is the time fog.them to
show and tell. But it doesn’t really help the weak students, but is new
format it gives improvement, it helps the weak students you e big big

purpose they can show their what they can write as well so | tviis fair right

for all. So, I really like it. I like it. \,
i (Teacher A_Intl)

Teacher A noted that the current format of the CE as bIM‘m odate
. . . ; N
all levels of proficiency, making the standard fair tudents offall |t’ Igzél’s. The
format used earlier would give an advantage den&@ ive fqp‘greatness
\ S
because of the goal. On the other hand, th t weé’ﬁ studénts w s appreciated
&

because the exam-oriented format was mgore«valuable at_this po@When the CEFR-

aligned assessment was introduced% the learni t{‘a} the weakest students
0 ",

were recognised and praised, W%eac rA ié(/ed@s one of the reasons why

Ny A

r the tran

students' performance mayswi e afte sfarmation with the CEFR. As a
; | e workd
teacher, she was pleas that her stu g;s working at a level that matched

NS, &
their abilities, whi W sam'e ti ey sh significant growth and were highly

motivated to pr@Kss thEI‘ i ; C—)&
) 9,

%' Ny
T not atthe E@helped teachers realise that the new method of
asseﬁsiﬁ writ

t Nnation includes CEFR-changed teaching, assessment, and curriculum. The

R is part of this transformation. For example, the new learning objectives should
C

us on student behaviour appropriate to the framework: “so when you know how you

ing should chalt%ﬁy(:ver time. Teacher B also noted that the new
\

are assessing the student you cannot use the same method as before, like that not
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relevant anymore and I think it's for me, it’s actually easier for us for the teachers, so
we don’t have to focus on the format and we it’s easier to motivate the students tw,

there’s no pressure for them, so I see in a positive way” (Teacher B_Intl)%\

-

The shift from rigid formats allowed both teachers and student us more on
language development and content. Without the constraints of ibed structures,
students were encouraged to express themselves freely. acErs found it easier to

identify students' strengths and weaknesses as the foc d roWo content.

]
Importantly, this approach fostered a positive lear environment hfre é_,&gnts
=
were motivated to improve their writing without theMgressurepoffextgrnal cqtnpetition.
Y
Mp (20é§®25), which

lev These levels are

This shift can be linked to the “can-do” statementsiof the

emphasise the ability of students to \Lﬂ, gh th

shown in Table 4.5. Thus, it is imtrtant or }squo

students, based on the CEFR levels: P y QC}
N &
Table 4.5: orme"\ce % dar@de for Writing
|

i NG
PERFORMANCE
LEVEL E O!E?GQR WRITING SKILLS

-
T, S
misplaylminim ability mmunicate information, ideas, feelings and
inion ell rganisgsinformation with a lot of support.
Can displa al ab(i_ty to produce a plan or draft and modify this in

1 %\resp nsé to ba kvxﬁt-l)a lot of support.

= Candis inlmal@lity to use registers, punctuations and spell with a lot

ncmLthe abilities of their

o

2
py SO bility to communicate information, ideas, feelings and
opinions as well'as organise information with a lot of support.

A = Can displ e ability to produce a plan or draft and modify this in response
to feedback with a lot of support.

\ = Can display some ability to use registers, punctuations and spell with a lot of
support.
= Can communicate information, ideas, feelings and opinions clearly as well as
organise information coherently.

3 = Can produce a plan or draft and modify this appropriately independently.

= Can use registers appropriately as well as punctuate and spell with reasonable
accuracy.
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Table 4.5, continued

PERFORMANCE » DESCRIPTORS FOR WRITING SKILLS q
LEVEL
= Can communicate information, ideas, feelings and opinions cle% Il'as
organise information coherently with very few relevant detail
4 = Can produce a plan or draft and modify this appropriately i%ently.
= Can use registers appropriately as well as punctuate and spell with*reasonable
accuracy.

= Can communicate information, ideas, feelings and apinions ¢learly as well as
organise information coherently with some relevant i

5 = Can produce a plan or draft and modify this appropri independently with
some relevant details.
ds

= Can use registers appropriately as well as pu p(ill with reasonable

accuracy.
= Can communicate information, ideas, feelin d opinions as VQIlas

organise information coherently usin ariety of relevant deétails. S
= Can produce a plan or draft and modi i ;ind;& with
6 a variety of relevant details.

= Can use registers appropriately ell
accuracy. \u
= Can display exemplary model of IA uag&u‘s}azq ide oﬁrg;a given task
\(3y ¢e: Dog. D P_E%Q%zo, page 51-52
The DSKP indicates a shift inﬁsessmen%ﬂm 'géktormat adherence to a

N
holistic evaluation of overall | profiGienc is S&Daligns with the findings
&
from the semi-structured intem. T een K&radigm shift, prioritising the

quality of students' Wrclng ocr rigid fform cbr@ce. Participants were satisfied
assess

d
S 2
with the CEFR-alig \bsr\ eit se@d to measure students' language and

FK |
content rather @mat' re usinég’m with the guidelines provided for

!
writing, it Shﬂ%t co en‘z‘?oﬁ m ?ta than the format itself” (Teacher B_Intl).
Q’ NN
OIS A
al

who payless attm\ﬁ'ﬁ'n to format were therefore more likely to focus on

fa5)

wwae' nts could do and vahed their ability rather than focusing on the format or
‘%re of the assessment: “can-do descriptor is like a mantra for us to focus on what
ould we focus on in assessing students writing” (Teacher A_Intl). This emphasis on

learners' inherent ability to learn and progress through the CEFR levels is consistent
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with CEFR's ‘can do’ statements, which describe the language skills and competences
that learners should be able to demonstrate at each level. By focusing on what wevs

can do and helping them reach the required level of proficiency, teach@help

X

Therefore, the CEFR has proven invaluable in assesswmng skills by

promote student learning and progress.

providing a standardised framework for evaluating profi

Q

setting clear learning

wideSWption in
@
education has made it a cornerstone for develmdentsﬂ riti ?bil' fes and

academic success. 7 \T

Yv Y,
\ g
Discussion of Sub-theme: Less Format G%NGn Q\ <<

goals, and ensuring equitable assessment practic

This study indicates a shiftc'n writin ructio tojcontent over format,

prioritising clear communication whi Il emphasis gth@portance of fundamental
7]

writing rules. A comprehensi roach ombiﬁsoboth content mastery and

N
g d@pment. Reduced emphasis on

formal skills is necesty fg effectiv‘ wri
tud %

formatting enhances s s’ 0&){ writing/skills. This aligns with cognitive

theories of writi@er Lay 1981@eiter & Scardamalia, 1987) that view

?}5’3 irfvgl'\fing problem-solving and decision-making
i

writingasac
(Smith e &ZZ).
i

writinﬁ'ns ction, emp asisin@ﬁ content and form, while format is no longer the
ocus of writing. By un(%rstanding the complex cognitive processes involved in
i :;tln

O

'%I@hts the importance of a balanced approach to

g and applying this knowledge to the pedagogy, teachers can create learning

vironments that foster critical thinking, creativity, and effective communication.
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C. Sub-theme: CEFR Suits Writing Skills

The findings of this study, obtained through semi-structured interi&&and

document analysis, reveal the views and perspectives of teachers who ar, our of
the suitability of the CEFR for writing skills. Insufficient practise opportunities hinder
students' ability to acquire the skill of writing. Acquiring the skill, of writing is

considered quite challenging (Johnson et al., 2021). Consequ e introduction of

an assessment aligned to the CEFR has raised optimistic ex ions a'yout its potential

to help students who struggle with any of the four primaryaskills in Janguage
! N
learning: Writing, Reading, Listening, and Speaki rthermoregyit | cﬁiaal for
teachers to have a comprehensive understand theﬁé it i§\1§e~d in the
T
assessment of student work. \/ Q\
(f) &

O

Participants underscored the i tance 0 \gﬂ.l a ents with the CEFR,
N
citing its suitability for evaluati%ng skills. A highlighted CEFR's capacity

D o

to guide assessment redesi romotin n and.q§rity in students' writing. This

contrasted with previt% ula, WVLre dént@ad more freedom in writing but
'3

lacked focus and pum& ea d th t&FR's structured approach addressed

ent ia, enhancing both assessment accuracy

¢

|
of e eoﬁslti@%?

se
this issue by delineating cle
ndi

and student urg@a
X, )

E%b(owing extracts sh&u@hy it is important to use an assessment aligned to
t WR’ which had been ref(%nced by the participants to be appropriate for assessing
tin

0 g skills: “since everything should be synchronised so...” (Head A_Intl).

so the whole of the teaching and learning reform and I feel that it is easier to

follow... because err..because I believe that nowadays according to the new
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syllabus, according to the new assessment...students are taught to write in a
more precise manner. and it is straight to the point...not like those days

students can write just about everything and write about 5 pages. andithere,is a

content point there err... then there is no purpose there is no fac%re but

using CEFR assessment is okay. we are able to guide the stu r a more

focused emmm... essay or writing..write up.. Y'

\/ (Head A_Int1)
Head A explained that assessments based on the %pp@?ﬂ writing
skills because the CEFR is appropriate for redesigning assessments. emphvi-sed

g S
S
that students need to write accurately. Direct and t -point answers-are hi fﬁy valued
7 s

t\qut m. Co@éred to the
rit ﬁ}(\houtaspecific

u‘(i what the answers

and seen as evidence that students understand the'task
previous curriculum, where students had eWe fr

target in mind, it took a while for tea%o pQ'nQLg
should be, which students gave %y V‘\I\rAe 0 riculum is different of

17}
course, everything would mor& ed o%e/j ’ suﬁ@lons and answer schemes”
(Teacher F_Intl). Thisi be?%tude'ts w rg\ithout a specific goal in mind.
‘j : (

Students did not necessarily need eﬁw{; to improve their writing skills.

However, as long & ocusléd on it, they e%ld write what they thought was right.

52

N l
¢
Do ﬁ% CEFR ?js'ta Ie\@}ne implemented in ESL classrooms especially

s
answer is a solid y i-g.
<

%\ (Teacher B_Intl)
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Teacher B confirmed and agreed that a writing skills assessment aligned to the
CEFR was used and implemented and that this assessment was appropriate forw

skills if teachers could implement it accordingly in teaching and learning. (’}

yes, one thing that what i like about CEFR itself, it's it teach udents, the

teachers not to be prejudice on students writing because..because before this
writing skills is seen as something as it seems as holistqu;

good in content but they also need to be good in th

udents are not be
entince structure in
the language itself. and we teachers, we are t penalised students when
they cannot produce good sentence. meanwh'§ comparedito C : tnis\QEFR
itself, it consists, the writing consists o r elements whi

I

re\.content,
angli

communicative achievement, organisasi

he@zﬁ’nere are

some students who are good in cont@gt,;4 rea \,they h@ny sources

of informations, there are studen% o:h i

very good in emm writing a SGN, not very

complex sentences, they co%ﬂy som \\t{'&n
t

sentences. but we could foc

e content itself but not

at ucing simple and

)@mnly produce simple

hedifferent; these @ifferent elements need. so

(7
it’s much better, we a’& preju o the s <km‘s. we focus on what the
students can do inst hat lstudentsican @
BN
\.‘ ' 2 C}/ (Teacher B_Int1)
Teacher Béwbou ntin%ﬁ.&ssessment that is in line with the CEFR,
¢

which helps t s and stud

%v N
She con the %Ma ra@/ork that includes four relevant components to
L

“writing skills. By considering the factors of content,

sfsseﬁgaach other's writing skills to a lesser extent.

prioritise, when improving one

c Nicative performance, organisation, and language, it was ensured that all

:s nts were treated equally. This is because some students may be able to fulfil all

mponents, whereas others may only be able to fulfil one element. The skills that
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students acquired and perfected would be beneficial to them regardless of the content

they created. Their skills are recognised and appreciated for all that they can doY'

Teacher B suggested that teachers should prioritise students' ab@wprove

their writing skills over their lack of ability to do so: “we focus on wh tudents can
do instead of what students can’t do” (Teacher B_Intl). By enco ing this approach,

students are not constantly penalised for their mistakes, quch increases their

motivation to write. \d
@
4

c,)
Teacher B emphasised CEFR's profound a@o W,rit' g ess'meﬁi, which

encompasses content, communicative achieWt, ?gsm\ ion, @’ language
proficiency. This comprehensive framewle t:sch tor cognise and value

diverse student abilities, avoiding preMase sole

evaluating studen an sril,\ﬁgning ith the framework's broader goal of

assessing overwn uage‘p&' 1ncy. Q\{s comprehensive approach facilitates
< ¢ ? (..)

monitorin%de' ' progress, across %Janguage skills—reading, speaking, listening,
and wri% surinﬁ VV‘ZQ lan e development.
N
AN S

\/es, in my opinion, it should, okay because it is one of the assessments which

‘e can actually carry out to actually assess the progress that students are actually
0 doing not only for writing but for the other three skills that they have which are

reading, speaking and listening.

(Teacher C_Int1)
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A CEFR-aligned assessment is appropriate for students' writing skills, and
Teacher C agreed that it needs to be introduced. The development students’w
could be monitored by teachers, and at the same time, an assessment Iinked@%\EFR

could be implemented for students' reading, speaking, and listening skills:

Y~

The semi-structured interview data corroborate the docuMalysis findings
regarding the decreased emphasis on format in writin ssegmentl. The CEFR is
intended to provide teachers with precise guidance to rWsess their

- - - - - - - ‘
students, while emphasising the importance of appréeiating and reco s'ng ?.E‘;B‘;”tsl

achievements rather than focusing on their shortcomings. By sing the QEFR as a

Y
reference point, teachers can ensure that their teaching \essmeg@' in line with

globally recognised standards, ensu@ tude c%tent progress at

different levels: ”Several of CEFR level A1,"an N inStaukes, level A2 “can do”

statements can be used as a guide t ersywhen f “mula_ the assessment criteria
for productive outcomes for M g.a iting ab‘i\]‘_éfe’s as well as for receptive

outcomes involving i ening (aural';eﬁiqn)ﬁ reading (visual reception)”
(Doc_Roadmap_2015, page163 \“ "C}/

K7 &

The CE Nvid d into'si ’;lroﬁ_éeﬂcy levels, ranging from Al (beginner) to
C2 (adva ch level of the CE escribes the language skills and competences

X

b 4
that le would be able tJderﬁQnstrate at that level. Level Al is the lowest level of
. § 4
corresponds to a b%?nner level. In the aspect of writing skills, it appears

Clﬂ
%FR level A1 Can write simple isolated phrases and sentences is the only “can

0” statement that could be adopted for an overall written production (Council of
Europe, 2001, p. 61)” (Doc_Roadmap_2015, page 163).
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It is noted that learners at the Al level can understand and use simple words and
phrases. They can talk about themselves, their home, and their basic needs. T

use the language in everyday situations. Teachers think that a CEFR-base@g test

is good to show what these learners can do. A
The CEFR provides a clear framework for assessing writing'skills. Its structured

proficiency levels enable teachers to accurately evaluate st enﬁerformance and track
progress. By focusing on student achievements rath shortcamin he CEFR

]
promotes a positive assessment culture. This glob recogniSed s c}ardc%rgt]res

consistent assessment practices and supports studen cess. p X
Y
h&sic sentence structure

&
Discussion of Sub-theme: CEFR Suits \@JSki <<
The CEFR outlines a progressﬁ mni il
&
to complex composition. It empha? riting as a ore@mge skill and provides
7]
clear criteria for assessment. N rporaiiﬁﬁjFR pﬁiﬁpals, teachers can adopt a
\
holistic approach to vc'tinanstructi n, f slln% various writing competencies
beyond grammar anga ar % Ie‘;é'jadents to develop their writing skills
for effective com@a oni rid c@ts.
N, i (_,)(./
Bro . (20 ghligh \&aé CEFR's emphasis on language use within

0)
& . . .
conte:: cusing o eafnersv;rs' active language users, the CEFR aligns with a
£SS-0fi

N
ented approach to ch;i.’fing instruction. This approach, emphasising student

fo\
%pment over error correction, is consistent with self-efficacy theory. The CEFR

Ovides a shared language for teachers, promoting collaboration and consistency in

writing instruction and assessment. By establishing clear standards and expectations,
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the CEFR enhances transparency and accountability. This framework supports the

development of effective writing programs that align with global best pr

Ultimately, the CEFR empowers teachers to improve student writing @s by

providing a structured approach to assessment and instruction. A
4.3.1.3 Summary of Research Question 1 (RQ1) \/

g rspectlves on
ticipa ts\vhelmmgly

supported the CEFR alignment, aligning with the goa he Roadma O}S-Zg.and

g

the Malaysian Education Plan 2013-2025. Th veal&i achers' \W reness of

Research Question 1 successfully explored

implementing CEFR-aligned writing assessments.

the curriculum's evolution and the cru0|al e of the G‘EF |gned.é;§sment in its

successful implementation.

&*

432 RQ 2: How do teachers i enh FR I| ned@Ssessments for writing
skills in ESL classroo %

@methodologles employed by

The second aim of t dy
| O
framework of the CEFR. The participants

teachers in assessing W%kllls w
@

of this RQ |nvoIv struclure tervie ith three Head of English Panels and

N
one SISC+ as the y rticip ts as w‘) s the six English teachers themselves. To

enhance t y anyll y 0O %e’fmdmgs this study employed a triangulation
appro:w instruments

ded existing pollc&cuments and reflective journals.

*_
E —
:JC,
o
-
(9]

stich aszseml-structured interviews and document analysis,

W

From the findings, the researcher managed to come up with eleven overarching
emes for RQ2, as shown in Figure 4.2. The figure illustrates a network depicting the

development of themes and sub-themes resulting from the semi-structured interviews
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and document analysis. This visual representation was generated using the ATLAS.ti 9
software, facilitating a comprehensive analysis of the interconnected themwﬂe
integration of both interview data and reflective journals offers a triangula@oach

to data presentation, enhancing the validity and reliability of the findinA
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To clarify the themes depicted in Figure 4.2 and validate findings through triangulation, &cﬁa 4.6 presents detailed definitions of

the identified themes and sub-themes based on data from both interviews and document analysis.

Table 4.6: Research Question 2 - Themes, Sub-Theme arkD}nltlons

RQ Sub-themes Themes efiniti n(_‘;?
L\
%—A =
RQ2 = Verbal questioning Questioning Teachers using assessment methodg’ aligned with the Common European

Framework of Refe ( )¥Sometimmés resort to questioning students to
assess their understanding nte d their readiness to proceed to the next
stage of the ses% hen.i

tinth dents, teachers usually use direct speech
(Black & Wi <1998). O

h@rneed to write and how they will be graded for

= CEFR rubrics exposure CEFR- To help st%s fow
Assessment their WriEiE illg, teachers alsofplghllght and familiarise students with the CEFR

* CEFR criteria highlighted Rubrics asses rubrics (Br. oth&OlS)
= CEFR as an assessment 2

S

guideline i I
= Assessing oneself Self- Te ersaré I|§ %th self-assessment and often give students the opportunity
pract |s§e \:Lé

Assessment class.~However, this is only done with teacher guidance to ensure

ha stay@ track (Black & William, 1998).

.—c-

app %a&eachers prefer to evaluate each other in order to help students
v the |stllls and become more aware of their mistakes. There are several
et
0

= Assessing friends in groups Peer{,}

. Assessment
= Students inaugurate CEFR Q’

9&-8._;_

t epr|C|tIy teaching students how to evaluate their own work and that
ers%s a result, students are better able to take charge of their own learning
and de\ p as learners (Black & William, 1998).

’

regular intervals during the learning process. To give feedback to students,
teachers need to explain to them both what they are doing right and what they are
doing wrong (Black & William, 1998).

= Written feedback

= VVerbal feedback E\edback Teachers provide assessment-based feedback either after a task is completed or at



90¢

Table 4.6, continued 3 )

RQ Sub-themes Themes
RQ2 = Classroom observation Observation By aligning assessments with CEFR rla teachers can monitor student progress
assessment in real-time. Through observ; tlw feedback, teachers can identify student
. Cl b fi strengths, weaknesses, and learing needs. This formative assessment approach
assroom observation enables teachers to provi upporb and adapt instruction, accordingly,
ultimately enhancing studen rmr,g r;fldg_ce (Black & William, 1998).
| &
Table 4.7 presents a summary of the main and most important sub-themes-i tlk gl@ie triangulation of data from the three
participant groups. These sub-themes were determined based on the fre@ﬁ/it pq}tlpants rated them as highly important.
_\
NS o .
Table 4.7: Summary of Most Important Themes Responde articip f<<, esearch Question 2 derived from Semi-
Structured Interview
__\ \A
No Themes Teacher  Teacher Teacher; T%cher , ch Q§Teacher HoELP HoELP HoELP SISC+
A B C D \.‘ E(% F A B C

1 CEFR-assessment / / Q
rubrics (} .? I §
P 4
2 Questioning / / & s l) §" / / / / /
b 4
©

3 Peer-assessment /




LOT

Table 4.7, continued 3 )

No Themes Teacher Teacher Teacher Teacher Teacher Teacher LP HoELP HoELP SISC+
A B C D E Fay A B C
4 Self-assessment / / / éz ' / /
5 Feedback / / / / / (AN g / /
(B0
4 b iy
6 Observation / / / Y Y \ Y}l
) W\ xl\

*HoELP = Head of English Language Panel (—)V ' &
*SISC+ = School Improvement Specialist Coach \ @)

N
Participants pinpointed questioning, CEFR assessment rubrics;%pee? ass ssm&x‘?as the most effective strategies for implementing

\ X
the CEFR-aligned assessment for writing skills, as shown in Ta?"ﬂ.?. ';?eﬁ@ovides a brief overview of the selected themes and
tud;

sub-themes in response to research question 2 (RQ2) of the&



Table 4.8: Themes and Sub-themes for the Most Important Theme
Highlighted by Participants g :

Theme CEFR-assessment rubrics Questioning Peer—as%
Sub-theme CEFR rubrics exposure Verbal Questioning Assessingifriends in a
gr

CEFR criteria highlighted
CEFR as an assessment R
guideline V

The sub-themes of RQ2 are discussed in the next secti n..i

l

4.3.2.1 Theme 1: CEFR-Assessment Rubrics \'d‘
4
f O

The utilisation of CEFR assessment rubrics fram’w rk for imQ-ementing
N

CEFR-aligned assessment practices emerged as az';gni i

\fheme igﬁesponses of
the participants. The CEFR assessmer@{)le i ping students focus on what
egra

df eirT
also highlight and familiarise? ntsg with_ the CE@R assessment rubrics.
I

they need to write and how they will

Consequently, the researchersM ed thr inct substhemes to delineate the facets
\

of CEFR assessment rLCics %sed on the ac i[ed . These sub-themes encompass
CEFR rubrics of e@r gﬁﬁ E‘E@niteria, and CEFR as assessment

guidelines. X
N, S
2 9
a. Su@ CEFR Rubtics Egpbsure
&Y 7 <
achers emphasised ﬁe neec

d for CEFR-aligned assessments and rubrics in
8
~

WNC asses. Students need 'to understand the CEFR to effectively show their

%,

uage skills, especially in peer assessment. The CEFR helps teachers, parents, and
Ojcation officials track and improve language learning (Wok Zaki & Darmi, 2021).

The interview data showed that teachers shared the CEFR rubrics with students from



the start of lessons. This helped students understand the assessment criteria for each

task and gave them ongoing access to the rubrics. Yv
Head C, for instance, conveyed the CEFR framework to student;&e;phasis,

ensuring that they were cognisant of the proficiency bands they need ain and the
corresponding expectations. Verbal questioning was employed M students to the

learning objectives associated with each band, fosteri &ater awareness and

/3?

consciousness among them: “We did share the descri, the r% ” (Head

C_Intl). She added that verbal questioning alerts the'students to learni “I itis

Jei

.\
quite interesting, they will be more conscious and awage of th‘p expectation Q—the band

12|

so in the future I’'m pretty sure they will have learntthe l‘eﬁs rem@ r the bands”
sw fte rs familiarity with the

7]
cons e of:ggR -aligned assessments in

¢

(Head C_Intl).

' 45y

Furthermore, Teacher A str

CEFR framework, advocatin

’%

\
class assessments. By adher Wthe p'escrl as ent scales provided within the
(
CEFR framework, teachers ensu e m% d objective assessment practices,

thereby promotln \d aclurate ssess outcomes: “l use the scale that are

provided the n alest le ed in our CEFR framework and you know

X

that’s glv he spc'll?h s &4 to us by LPM and all that so I use them to

grad ;( ents’ work and [ us&l‘f consistently. So, I don’t award mark as I like so

m/

it' based on the ass\g's%'nents scales that that when it comes to assessing

s work. So I have to refer to it all the time. Then it will help” (Teacher A_Int1).

Qis Is because using assessments that are aligned with the CEFR is one of the most

important aspects of the framework.
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Teacher A further demonstrated a proactive approach by acquainting students
with the CEFR rubrics at the onset of the term and continuously reinforci?ﬂs

knowledge throughout the instructional period. This systematic expos@only

prepares students for upcoming examinations but also equips them requisite

skills to navigate assessment tasks effectively. ?

Yes, definitely and | explain to them before the WII expose them to
rubrics, after the exams also when I'm going aper | will explain to
them, I think I have explained to them this form ba Mc e in
March, maybe around 8 times already | ha lained to t n’th brics

S thatzeomes to
do it o@ a regular

‘G&scales and all

(Teacher A_Intl).

because every chapters sometimes we ha
writing, so we will have to explain to thm

basis I think we do it by explain Whe r
that. \E’ )

>\
A
%% . 4 q
0 hws re&‘ﬁ’information about CEFR-
J N

or Bﬁx rci

—9

Teacher A did this reg
aligned assessments. This is‘especially hel Ilfor when it is time to take their
exams, as they are better paared{( to‘%&@ct and how to answer the questions
appropriately sin&&\eamiq@rmat isgo aligned with the CEFR.

N
N, i (_,)(./

Simi acher B p?'or ise{d\énéuring students' comprehension of the CEFR-

aligne é@went ru:br by‘eluo@lating the rubric's components and their alignment
. : N

wi alaysian marking s?g'@m. By fostering a deep understanding of the rubrics'

ies, Teacher B empowered students to discern the assessment criteria associated

Q\h each proficiency level, thereby facilitating targeted and purposeful learning

experiences.
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Okay, for me, the first thing that | do is | make the students understand about

CEFR related to CEFR...
(Tea@;nﬂ)

relate it to the Malaysian marking system. And then | tell them hew do we match

so | want them to understand the rubrics first, and make theg unde?stand and

the rubric to the level of the question in the essay, so like partd‘and part 2 is for
Al and A2, part 3 is for B1 and B2 and Part 4 is fon,C1 and C2 ok and why is it

easier for you to score in part 1 but why is it har rejniPart 2 and Part
re givin ma:%gnd

so on, ok so they have to understand that fir n | teach the zf ueﬂ%}, and

3, what are the things that will be looked at when

give them exercises and basically once the rstan}t rubrics itss-easy for

them to understand like why it’s harder fo part W n. Y\.’

\%\, 0\ @cher B_Int1)

Additionally, Teachers C and @yerscore impo a@\?of students' access to

\
the CEFR rubrics to guide t%\i 09 ars ﬁively. By familiarising
students with the assessme }i

, tea “}s aim to cultivate a sense of

a bl

agency and ownership r learning, cohr@g students to proactively engage
4 ¢ &

with the writing p;@nd Se] p\na ised for improvement.

N
Yes, y‘d)a\exp se't%m'gv&ﬁ“f(b-r}non-exam classes.
%I; b 4 D'), $ (Teacher C_Int1)

N
Ay need to refer to“€EFR-aligned assessment rubrics before giving the

\?omments to the other group.

(Teacher C_J3)
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For the good students, yes, they know about the band and they usually teachers
would expose them to the rubric and so on, what are the criteria or aspe?gn

doing writing what should they have... \
A

Due of their advanced academic standing, students are ex%x CEFR bands.
T (Teacher C_J6)

I explain to them how should they assess their S based Wnd.

é Tdac Y:JG)
s \,Y”

Based on the earlier exposure, the score 18'based }S{ ba dxr
e o

I ask students to recall CEl%gned ass\h&t Hﬁ}s as well for writing.

\
They are already famili ithuthe rubrics use e been exposed to them

earlier. \ A"‘/
%Y. :ij“l § (Teacher C_J7)
N &

They bec@re of whatyis heié)rget for writing according to CEFR

Ce}s ond to opinions and common feelings

) ¢
2 f 4\ (Teacher C_J8)

oF

\ her E shared simiIaNews, stressing the benefits of exposing students to the

(Teacher C_J6)

rubrics to scaffold their understanding of proficiency expectations and facilitate

Ogeted skill development. Employing group work as a pedagogical strategy, Teacher
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E leveraged the CEFR rubrics to assess students' progress and provide timely feedback,

thereby promoting student engagement and accountability. Yv

| also expose them with the rubrics, so they know what they sh ge:, I mean
what should they do to get the marks. Through group work Il, it is easier
for me to ask them on their project. If they are able to an%%”, I know they

and the rubrics help me to clearly assess my students throughout the lesson. |
really like it. l\d
Vil

e? ‘ﬁl).
é &
EF

Teacher E added that the importance of e>lY’ng the\Q rics &;Edents IS:

T
“So that when they comment their friend. Wz‘ll nB'ﬁ go from@FR, they will

are on the right track on the lesson that day. So, throqgh thexcCriteria of CEFR

engage with the learning activities as N acher E_ . O
S

) N
Moreover, SISC+ highli@e sighifica .of il@ating the CEFR rubrics

into instructional materials, emg tT S ca@cern the alignment between

learning tasks and profiCie cpecta i ;Jidp@remforces students' awareness
tangi

4 4
of their learning objw\i\/es ndl [ '@enchmarks for self-assessment and
reflection: “wh m thr.
\ ¢ (..a .
comments an&’urse ased dEF&r brics” (SISC+_Intl).
>

4
fwlt, the ma ritfof Q&ﬁarticipants agreed that it is important to familiarise

r exe@e books, there are lots of motivation
_ & I
st%wnh the CEFR rubrics. They mentioned that students will benefit from this as

e

e

ill be aware of their target band. In addition, students can have prior knowledge
che CEFR-aligned assessment that they can use when writing and assessing their

friends. At the same time, teachers become more familiar with the students as they are
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confronted with them on a regular basis. This makes it much easier for them to assess

students in class or even for examination purposes. Yv

Based on the extracts above, Teacher C taught her students that m@ld first
look at the CEFR rubrics before assessing the work of other groups. issbecause she
felt that her students were advanced enough to understand what FR is and how
the rubrics can be applied to the assessment. Therefore, th cmn of writing skills
and assessment will be successful for students if they a have p Iedge and
regularly need to memorise it in classrooms. Again, her C found that ftudegg'had

a better understanding of the CEFR and became mo are ojt ir |t|ng~§k-|ll goals.

Students found new motivation and Iear%%able fro@' Ir previous
mistakes. % O
f

5 A
tudat,s ith the CEFR rubrics

_.ﬂ

In summary, part|C|pants ag

is crucial. This helps student als an d stan&%eessment expectations. By
giving students these togls, rs en") lem t@prove their writing.
EXrS
Discussion of Sub e: CEfR ics E ure
The da the inter :dndd) nal show that the CEFR rubrics helped
teachers [ assrooms.pT y sed students to the CEFR, boosting their
confid eIf and rasgess ThIS aligns with past research (Wolf & Stevens,
20 wdhury, 2019) on“ecll?ar goals for students. The rubrics clarify tasks for

s and teachers, reducing assessment anxiety (Hellens, 2020). They go beyond

Otent and syllabi, setting clear goals and shared standards (Eisner, 1991; Hubers,

2020). The CEFR rubrics guide teachers in assessing writing. Good use needs teacher
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skill (Biggs, 2003; Jaiswal, 2019). Clear rubrics help students understand their goals.
Early use of rubrics builds a shared understanding between students and te
Students become aware of their writing goals and can work together {to_improve.

Regular use helps students self-assess and grow as writers, promoting ir‘@ogdence and

continuous learning. ?

b. Sub-theme: CEFR Criteria Highlighted .i '
The CEFR criteria are key to using the CEFR in Wgiting asseSsments. Teachers
]
stressed the importance of clear performance stand r criteria to L'di\@dents

X ctat'Q‘/ﬁ't’,~ making

(Wolf & Stevens, 2007; Chowdhury, 2019).Q1e. c@
assessments fairer for both teachers and stu% q\ g

(f’

Teachers articulated the nece ityXo i fm{ key components of
CEFR content, namely comm@competenc 4 org@tion, and language, to
assess students effectively: |ﬁ6§ udeNe to_sommunicate and achieve the
appropriate forms, styl armster. ’ng ti]e @;[s has already achieve at least
the B1 or B2 level. a Iba dt-bé e eﬁ:@s long as they fulfil the criteria, they
have the conten&}av he mun'\ ive competence, the organisation err

grammar andﬁ\smla] ahd Jake 60%4 to. and so i guess the teachers will have

the focus %}ur criterigiso a@smdents writing would be would be on tasked”
&t v
(Head"A_Intd). \,T

{

<9
7

his emphasis underscores the holistic nature of writing assessments, wherein
Qdents are evaluated based on their ability to articulate ideas coherently, demonstrate

communicative proficiency, and exhibit linguistic accuracy: “assessed the answers in
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accordance to CEFR assessment scales by checking their content, communicative

achievement, organisation and language” (Teacher A_J1). YV
Furthermore, participants adopted diverse instructional stratw,kt; ensure

comprehensive coverage of the CEFR criteria. For instance, Head cated for a
sequential approach that addressed different components of CEMparate lessons,
allowing students to delve deeper into each aspect: “stud st.aste the essay that
they have done on mahjong that they have written o ng paWdo group
work, so let say teachers focus only on the content communicat ilcr:'@jg;ent
okay, the teachers will explain what they are lookingyfor in gonten nd wii&t} we are

Yv Y,
looking for in communicative achievemen% two \%thingéaié'being so if

focus only on that not focusing on the%n%e so whed_they do 8<1his gallery walk,
f to what

\!‘iQQTat 0 g@ mark on their peers

and even themselves. and even whe argwritin

they could err they could focus on w,

rr asséang, one more in writing
]

itself, it's like I said like the te sai day e&}(you are going to write an
}bg &
essay” (Head B_Intl). #Fhis a%roach med genh\a?students' understanding of the

CEFR rubrics and criteria, Nl& mo{@anced writing assessment.

A &
This sithas Isp used by Tg%t(er A in her writing lessons: “So, when it

4
comes to @ [l the students wi 5 marks because all contents are five marks,
4
an’

o the:I er be les 5 marks because the questions are answered in the in the
NV
ion tself

N

[ swers, so for content they're able to get full marks that is the first strategy | will

0 for them to score in contents” (Teacher A_Intl).
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Teacher E shared that she had put a new emphasis on the students' writing skills
and emphasised what the students were able to do: “Ok before this, previous ass t
I focus more on grammar. But for this assessment CEFR assessment, @\Swmat
important most is the what we call it, balance, it’s very balanced ﬂ&ntent, the
language, for example, my students who are weak in grammar thm can score,
because they have the ideas, the content is there” (Teacher Mhen, when she
introduced the CEFR, she made sure that the students unde Rh.at 'hey had already
learned. Teacher E also explained that she focused on one%eompo nw?son and
show the 0&t @zlfy
ve% we Q&'s on that

esson@:zs. on different
an i@‘ément the lessons

covered the other components in the next lesson: “O

we focus on the criteria. The lesson we focus

element only, next class, we focus on tone o

thing” (Teacher E Intl). This is to ewa the stude

well, and that the implementation O%R-align\sse?s r;K s its own focus.
N
[} 5
9 Q—
Teachers emphasised the™ rtan CE&RQ&iteria for guiding student
learning. By involving stude E in Iearning a L\ei@CEFR rubrics, teachers helped

n
students understand their learni ng& dw'; dependently.

K7 &

N
The SI magr ed,on atlteagl%vs practise in the classroom. It is important

' 4
that stude what the!/CEFR iédnd what is expected of them to achieve the
' 4
learni wives. It al cdﬁfirrﬁgd that teachers are using the CEFR in their lessons
. é N

an% ng students accordih;?y, as the Ministry hopes.

QE teachers do make sure students involve actively in the lessons. Collaborative

learning is applied and students are given freedom to share their ideas and
comments about their friends. This is a good sign. And yes, when | ask teachers,
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they do expose students with CEFR rubrics, for me that is good also. Students
will surely know what they need to do in the lesson and be a bit indepen?.

(QS%\_ ntl)

throughout my observation since CEFR was implemented vivi I‘%Aalaysia I
can see that teachers make use of CEFR in their lessons. Th&e'd to refer to
the DSKP as well, revising on what students should achie\Nd on their level.
When they assess students, | can see they use th fmteria of CEFR to
assess. When, I go through their exercise books revare,lots of motivation
comments and of course based on CEFR rubrics. -

Y'

N

é (QISé?_Intl)
s N~

Y
Teachers A and B emphasised matching as sn‘@{t\bEFR %ﬁ%rds for fair

and consistent grading. Using the C F%ria he de 8@ent progress and
?so @hasised that: “Teacher

N
thoc&"_m CEFR writing scales”

&

ted @ they aligned different types
of assessment with the% ring the writi gﬂe@ “This time in class | wanted to
try out criterion-refekencedasse "t it is‘i'@ﬂ’e with CEFR scales for assessment”
(Teacher A_J3)/$'§sho Mlﬁe aéd%pants were ready and confident to
implement th% with di ;

rtieipants also ted{ha%E'CEFR acknowledges students’ abilities and ideas
C.)

forwriting skills: “What I like about CEFR writing is that any answers given by students

0%mm’ed ” (Teacher B_J7).

From the extracts above, it is clear that the participants were aware of the

prepare them for international English levels. Te

assesses students' work by foll

(Teacher A_J2). At the same ti par" i

=

ﬂtypé'af assessments without challenges.

importance of the CEFR and why they needed to emphasise the criteria in class,
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especially in writing skills. It is important to acquire and understand all the components.
How teachers do this depends largely on the level of their students. If theYHve
advanced students, they can cover all the components in one lesson, but w@}( and

intermediate students, teachers tend to cover only one component in n so that

students have more time to understand the criteria. Q

The type of assessment carried out this time is o% and assessment as

learning. '

e’ach _J5)
=

I took a question from the real SPM pap$ sl{e tudeﬁeq) answer
the question in half an hour's time.4Once the ti e\Up, Igdmem to stop
writing and collected their pap rs.é?star rading b&ing CEFR scales

according to Content, Communicativ

Language. ‘%Ca) . >v c,}
Q-

) &) (Teacher A_J7)
N Jf}} Q

Teachers A and conszently appliedythe C@criteria to their markings. This
‘ LBy familiarisi :
ensured accurate assgqe anl rogre@) y familiarising students with these

criteria, they prepared, stud forgéxams helped them reach their target CEFR

Y
levels. %\ d b 4 e
Q- &
’ S
achers should” cleafly communicate learning objectives and success

S

criteria to students in order to\ensure successful learning, as outlined in the Teacher

%(Figure 4.3). The CEFR is a crucial component of this process. By familiarising

Qdents with the CEFR criteria, teachers equip them to apply the framework effectively

in their writing.

rganisation and

>
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Discussion of Sub-theme: CEFR Criteria Highlighted

The assessment criteria clearly outline the requirements for std@’o
demonstrate learning and how their work will be evaluated. By sharing !?&!)0 ront,

students gain confidence, focus on key learning goals, and can independentlytrack their
progress. This fosters a deeper understanding of the curriculum and exv.vers students
to take ownership of their learning. Essentially, the asses iteria provide a
roadmap for students and teachers, guiding instruction and ent,
'
Before students begin writing the assessment ia, it is im rtqnt @Yt'hey

understandtherelationshipbetweentheassess riteria and cour deS@Bmgham

(2002) establishes a relationship between W rniﬁ% outepmes ]@ggce and are

influenced by the assessment crlterlax Ere , 3 illustr

is @ﬁonship, showing

assessment criteria.
\% N
\v o =

Learning Outcomes
(what do you want
the students to know
and be able to do?)

F Y

Learning and
Teaching Strategy
(what are the best
methods to help
students achieve the
learning outcomes?)

&
N
0< their achievement of the
learning outcomes)
Source: Bingham (2002)

Figure 4.3:Planning a unit of study

standards

220



Figure 4.3 depicts the interconnectedness between the assessment criteria and
learning outcomes. The criteria determine if students achieve learning goals, th
providing teachers with a clear measure of student progress. Importantly, @}uents
are not about judgement but about evidence of learning. In order to e ely create
the assessment criteria, teachers must understand how they fit within the broader

programme structure. This emphasises assessment as an integEaI pant of teaching and

Y-

learning, ensuring that students meet learning objectives.

C. Sub-theme: CEFR as Assessment Guidelin c}
=
The sub-theme of CEFR as an Asse nt¥ Guideli erg%‘zﬁom the

—+

participants' responses, indicating unanimon&ck; wi of C@Fx'pivotal role

Par@‘ants asserted that

i @Ils, they relied on the
CEFR as a primary reference |smﬁ i escriptors to effectively

in guiding assessment practices align s fram

assess students’ work.

e (‘(@‘GR provides a general structure for

A standardiseQn ork SM:\
language Iearnin&s essm@nout @fying any particular language content.
Instead, it fur@en ral'r%vp'endagajns and descriptors, serving as a blueprint
O

for curri %ﬂd assessment o@velopment across diverse educational contexts
& 3
None

(Countil ofsEurope, 2018). eless, scholars argue that for assessments to be

ey

qul and effective, it is imperative to contextualise descriptors and ensure their

nment with language-specific nuances, thereby contributing to the validation and
Qibration of the CEFR (Huang et al., 2018; Shackleton, 2018; Carlsen, 2018). By

offering detailed descriptors for each proficiency level, the CEFR facilitates the design
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of fair, valid, and reliable assessments that accurately gauge learners' language abilities
and guide the selection of appropriate assessment tasks and skills (Smith et al.v.

This enables teachers to select appropriate assessment tasks and skills th \ively

assess learners' proficiency levels. A

Participants' reflections further underscore the integration o EFR guidelines
into assessment practices. For instance, Head A observed that gL teachers utilise the

CEFR as a guiding framework for assessing students' kills, ensuringiClarity and
@
consistency in the assessment criteria: “I can also seBMCEFR assists te hirs @Ba, sess
students clearly with the criteria so that teachers cleapa sessment Welines 7
\ N
(Head A_Intl). \, S&"
This observation is corroborateMac rs A C, K@explicitly detailed

their use of the CEFR-alig

Y

tria,c\;&compassing content,

q
.%J ang <:L-proficiency, to evaluate
student work. Such alig mew the 1EFR Ie5\ its pivotal role as the standard
reference point for assessme,[ pr% : rmrwlassrooms.

N >
A S
This situaw con‘ :y T@rs A and C in their reflective journals:

&
I/re eir'es y ,n s@Ed grading them according to CEFR aligned
.\:s ent which are\b/‘ﬁed on content, communicative achievement,

anisation and lang :

communicative achievement,& i

(Teacher A_J5)
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Subsequently, 1 marked according to CEFR scales to award them based on

Content, Communicative Achievement, Organisation and Language. T

(T@\ 38)

After reading their pieces, | began grading them usiqq CEIER-aIigned

assessment criteria, which focus on language, communicative proficiency,

organisation, and content. \/
z '(Teacher C_J5)

\d

It is clear from the extracts that Teachers A §d C used the s e' as's‘i)e@ﬁent

method aligned to the CEFR, which ensured that EFR w?s eir uidir@rinciple

: : ot
when assessing students. This also ensured that'the CE used asithe standard.

Content, communicative performance oﬁﬁ' iona e, andgla guage are the

four main components. The CEFR asE(%l r 'remT aiig?ents must focus on
and teachers must assess determi stw%a SES@%d during the assessment
“« Q-
process. \ &0
N

In addition, Teacwdopted r t]ve<a<[,) roach by providing students with
firsthand expener& ct|C||19 t R-a@ned assessment and encouraging them

to assess and Nhei peer ing ggsgvon the CEFR criteria. This approach not
only foste@ts‘ familiarit WiU@he EFR guidelines but also cultivates their
autonoﬁpactive{)abfp?;tionﬁe learning process.
&
\.Iike | said like giving them first-hand experience to assess their own friends’

0& writing and let them evaluate, correct errors, identify errors, mark the sentence

T

structure for example and it is very good approach, in fact | encourage them to
do this kind of activity because by doing so they are able to notice or become

aware of what are the do's and don'ts in writing, in terms of many aspects such
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as the content, the language, the use of certain words that are repeat a lot of
time in each paragraph example and so on, so yes | let my student?q’l

encourage my students to implement the assessment. \
(Tea erg_lntl).

SISC+'s observation reaffirms teachers' adherence to the C%R guidelines,

highlighting its utility in lesson planning and enhancing teachi tiveness: “as my

observation, they are doing as what the government or wh gui'ieline, yes true”

(SISC+_Int1). She added that the CEFR will benefit teacherss, “As/CE N;te%%@ers

N
guidelines, I think teachers should take it as an a for them a& tné"lbssons

well” (SISC+_Intl). Ultimately, by utilisin EFKf‘i assess};nt as a
Y.

reference point, teachers and students aIikemeed"vith astandardised framework

for improving writing skills and achw arning obj |ves.®ﬂiliarity with the
CEFR ensures that students ca G'g) their VNENI‘]TW {%\tablished proficiency

standards, facilitating targeted towards skill“enhaficement, and promoting a

>

deeper engagement with th iting ptcess Thus, t@i.ntegration of the CEFR as an

assessment guide not o% cest
&
but also empowers&d@ts t@mrshi@%eir learning journey.
&
O

!

#

Discussion O‘th eme: CE d'sacj sessment Guideline
o

T E pro\Vi ,:Iear‘l%mework for assessing student work fairly and

conn’shy. It supports const@?/'e feedback and transparent grading, which becomes

anfxsment guideline. Unlike traditional methods, the CEFR aligns assessment with
in

J

a
how how well students meet these goals. The CEFR, introduced in 2001 by the Council

Y | ! g. . .
ual ‘an sistency of assessment practices,

g objectives rather than vice versa. Performance standards within the CEFR

of Europe (CoE), offers a comprehensive framework for language education
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(Phoolaikao & Sukying, 2021). Malaysia adopted the CEFR to improve English

language teaching and learning, while also serving as an assessment gmde?*\

ensures consistency and standardisation in language education (Counu(%brope,

2001).

Teachers in this study valued the CEFR as a guide for asse?SW/vntmg skills. It
helps standardise grading across classrooms and ali %:ments with clear
benchmarks. This approach goes beyond exams a des e Iassroom
assessments. The CEFR's impact is global, as seen imits adoption by tl)e @IES
like Thailand. In 2014, the Thai Ministry of Ed ion embraced’ the QF-FR as a

practical tool for enhancing English lan ge oficie \hroug%@ﬁmumcatlve

language teaching (CLT). Byprowdmx rame for curricilum development,
and’as

)

a paradigm shift in English Iangu ucation in ailarfd?(Ministry of Education,

&
&

The CEFR also deilne}s princip \ﬁj;ﬁ h{)’/ assessment in educational settings,

aiming to guide practitiomers |rlcon tlng f nd effective assessments aligned with

syllabus design, instructional strate e ?&s*the CEFR facilitated

2014).

its standards. NlSl form v las ent, which entails ongoing observation of
student Ie d peD) , t FR aims to enhance teaching practices and

ent Iea:rn g dﬁtco . By encouraging schools and teachers to adopt
hi q%y assessment pro\;?ures consistent with the CEFR gquidelines, the

%/ork has the potential to improve school-based assessment practices, thereby

Qnancmg educational policy decisions and fostering the development of standardised

assessment indicators to gauge assessment quality.
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4.3.2.2 Theme 2: Questioning

The theme of 'questioning’ emerged from the data collected thro YW
structured interviews with teachers and the examination of pertine t%ments.
Questioning means that teachers using assessment methods aligned Wff%Common
European Framework of Reference (CEFR) sometimes resort to ues&n.g students to
assess their understanding of the content and their readiness to to the next stage
of the session. When instructing students, teachers usually ect ipeech (Black &
William, 1998). It was found that 90% of the partiCipants futilis qest'Qging

N
techniques as a means of assessing students in E sses, alighin esé tééﬁ?\iques

with the CEFR framework. The use of quest?gwa e,rc as Qﬁ\_&alyst for

fostering curiosity among students. Paem bel

connections, enhances cognitive abilities;

9 ) A
processes. %% 0%75

Despite the benefits Eoni are mé@otable challenges associated
JI te

with its implementation, Fikstlys while

'3 s

formulating effectiv%stloi:}b{ cor:ggxQ task. Effective questioning entails
i
' 4

providing prompis oreues t i dent @vhprehend the material and guide them in

¢
their learnin S@ss. “
5‘5«: :
addition, questioning c'se)&'@s various purposes, such as facilitating material

r\Massessing comprehension, promoting critical thinking, fostering creativity,

A\
ke

Ighting key concepts, monitoring classroom dynamics, aiding in assessment, and
Qouraging discussion. This finding aligns with previous literature emphasising the

multifaceted role of questioning in educational settings (Chen et al., 2016). The
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predominant strategy identified by the participants for implementing questioning

techniques was verbal questioning.

a. Sub theme: Verbal Questioning Aj

The investigation into the strategies employed by teachers to as riting skills
aligned with the CEFR revealed verbal questioning as a promichhnique in ESL

classrooms. This approach, rooted in the routine practice 'Ofyteaghers, l involves active

participation alongside students during various learni |th|n the
pedagogical setting, the question-and-answer session outasa piv a'c@nent
reflecting a dynamic interaction between teac tudeniﬁ( @* 2023).

Verbal questioning holds signlfl\ procd% (Mahmud et al.,
with*th h|

2023) due to its seamless mtegratl h_QQology It serves as a
conduit for gauging students engion lev s and’%llcmng their cognitive
processes. This indirectly de t tes th swe,lgé"of verbal questions in the
classroom, which und d plays afolei eqs@hat a learning objective can be
achieved (Mahmud tal ,2 0). fg M‘ an (2010) highlight the importance

of verbal questw&n col 'tlng Iuabl ta for enhancing teaching quality and

N
student Iearnl \&)m :' C')(J
&

? <> o
|ngs fro stru!a:ured interviews and document analysis shed light
on 0 chers implement ve’PQ questioning as part of the CEFR-aligned assessment

s Observations from the School Improvement Specialist Coaches (SISC+) and

oads of the English Language Panel underscore the pervasive use of questioning as a

means to gauge student understanding and foster active participation in classroom
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discourse. Teachers like Head A and Head C emphasised the importance of active

discussion and questioning sessions to ascertain student comprehension Ievw

encourage critical thinking skills. ('}

The SISC+ and Heads of the English Language Panel found th?ﬁeaehers that

they observed frequently question students as they teach and lea e classroom to
determine whether or not students have understood what emv.e learned. Head A
shared that “from my observation, | can see that t reallyw students
especially by encouraging active discussion anc@ning in the Srn;"') ead
A _Intl). Head C also shared her experience and hefteacher £X eriefice w@ “when
the face-to-face sessions take place, | usuall szu.re m ts a%éf%articipate
in discussion and also questions and an essions: is %@happened to the
teachers in my school from my ob \% N

ntl). Jhis situation was also

(SN
experienced by SISC+ while observing:“*Hawever, f qm m@ervation, | can see that

&

teachers are trying their be&g nTu dentsNin” questioning sessions and

\
encourage problem salving ‘'skills among dpn@e session will make students

hwa& g Wl!? g’ class” (SISC+_Intl). Thus, verbal

actively participate w SO

questioning is on

tigat@ents’ understanding of the lessons.

pe& hers can make an aSsessment of students’ writing skills that is in line with

‘%FR by asking them questions. This can be done using the six stages of the writing
Odel developed by White and Arndt (1991), two of which are drafting and generating

228



new ideas. This approach was also followed by the ESL teachers: “Yes, verbal

questioning definitely during every class in my writing class” (Teacher B_Intl)Y'

Teacher D emphasised the adaptability of verbal questioning&gng the

approach to students' proficiency levels. For higher-level students, pen-ended

questions fosters critical thinking, whereas for lower-level studewsual prompts or

tia. Furthermore, verbal
ities, W

a
- - - - -g = - - -, = ‘ -
or individual exercises, facilitating continuous asges@of students' 'vng c?;&;

descriptions facilitate vocabulary acquisition and idea ge

questioning seamlessly integrates into various classro oup work

4

THNQ or Iow@él students,

For upper form students asking question Wery
they produce some

maybe by describing pictures is mwp

vocabularies to trigger and eliw

7]
Verbal questioning can a\ done co ently in‘the classroom, for instance:
N
“While doing the whil, wriqg activity 1 f @adually go observed and ask
questions fromif it is group)ork sql\éa Ik“ d asking them what are their plans
what do they Wa@de m@agra\ d another way of doing it which | often

do is to give @val tion cy!es them individually in their exercise book”

(Teache@k p (J
é

=
Q

(Teacher D_Int1).

>

&
(>
N

A\

E\
der to practise verbq&’questioning, the participants played their roles well
‘@the lessons, with the promotion of question-and-answer sessions among the
Qdents coming from the teachers themselves. It can therefore be concluded that the

use of verbal questioning in class leads to students being encouraged to participate: “I

also make sure my students participate in the lessons actively at least they must ask
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questions or answer my questions, so that | will know do they really understand the

lesson? Ya, that’s my strategy” (Teacher E_Intl). YV

Another participant highlighted the advantage of verbal questionmgerbally

I asked them, what do you think what’s is wrong in this sentence, an find the

mistake” (Teacher F_Intl). V

Teachers in this study were able to fully asses S erK‘oy‘adng them
verbal questions and then evaluating their written gkills after they iphte\d(rn a
classroom discussion. Teachers were able ively engag their‘;s{udents.

? 4

Concurrently, students were encouraged to askq;estio \i{ ir classmates, which

shifted the responsibility from the teachﬁxsh@ le
to students always make them aware oj%k th@/ ‘{@ " (Teacher A_J5).

Therefore, a bilateral exchange :crﬂanat‘i\o%ve e'%/h}rs and students in the

q %
classroom is crucial. \ :<<,;
\l >
g (
Verbal questioni% nables,teac to C out CEFR-aligned assessments

essk'z king questions

acher A used the data provided to show that there were several strategies in

Q' h verbal questions could be used to assess students. The participant was able to
e

ep students on task by asking questions and asking students to generate ideas before

they wrote their essays: “The way it was carried out was interview response manner.

230



Here, each student had to ask their friend the questions on the favourite activities done
in school as well as at home. They record each other’s responses for them to wri r
essays which is their final product” (Teacher A_J8). In addition, students n@nise
how to formulate correct sentences and content when writing their . Finally,
students also practise being assessed by other students in class as a newwvay of learning:

“Then, other students need to ask 3 questions to the presenter ETe er A J12).

Furthermore, Teacher B emphasised that practisi ba UW class can
]
e

be her strategy to assess students’ understanding: simple fas it ominds(,_’) king

questions is the main method that I use to assess ents’ underst, dingfz-(Teacher
Y

\ste determiie whether or

e pl%@tation, there will

B_J1). Similarly, Teacher C usually relied an verbal qu

not her students understood the topics f%y: “D
b ntkibute by responding to

be a question-and-answer period. T mfbeQ 0 -

ence. Both t ) op@ group and the teacher

ask questions “Then, each groN st i\%in g‘n\éup their scores. This is one of
gtandingi

" (Teacher \G} ). Moreover, students showed

any questions that are raised by the

to them by both &grs an %

ssm@
verbal questiﬁ;j\wel ng’ st gts! stﬁq in the brainstorming phase move to the

writing@ﬂstap D@ §J

N
@r than that, Teacher\cé)emphasised that higher order thinking skills can be

%ed through verbal questioning: “Next, I will assess them by giving 3 different

0 of questions. | will ask them information on the questions to ensure they read the
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: : ‘E '3 :
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whole question carefully. I want to see their critical level of thinking” (Teacher B_J1).

More evidence on critical thinking is provided by Teachers B and C, as foIIowsT

Q

By the time | reached the second set, there will still be mistak ne.q would
highlight the necessary prompts to remind them of what isgkight and wrong.
Finally, by the third questions they would answer correct% Id see they are

: |(Teacher B J1)

. ) @
Students volunteered to answer the questw were able tovi dep@ﬁtly

trying to be creative and critical in thinking.

portrays variety in-Stidents’

¢ X~
~
o

answers. Higher order thinking skills apT \
\[ w\ %Teacher B_J5)
S A
r

While they brainstorm and deft, Igoto \mg\ﬁp p, trying to ask their

opinion and discuss ina s up them. helgctively engaged with the

discussion and throwi d idea : 48*'
g S
Y' I (Teacher B_J6)
I brainstormugheach spec'&l_l,y who got stuck with their writing. |
encouragAgm o think a espo@ my questions accordingly. | can see

(Teacher C_J9)

construct their own sentence and the s

&
o
M

L 9
u&[riangulating the p@framework outlined in the Malaysia Education

B?\Mt 2013-2025 with empirical evidence from Figure 4.4 and corroborating
indin

gs from earlier semi-structured interviews, this study highlights the effectiveness

f question-based assessments in evaluating writing skills. Building on this evidence,
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the study shows that questioning has significant potential for enhancing writing

instruction and assessment in Malaysian classrooms.

In order to deliver on these goals, a school-wide transformation is required.
A major focus for the Trust Schools is the enrichment of teachers who make
it all possible. During the initial stages, emphasis is therefore on structured
professional development to enhance key competencies. School Leadership
Teams (SLT) also attend training to hone their skills as leaders of learning
and administrators of school organisations. This process is supported by
dedicated Teaching and Learning Advisors (TLA) assigned to each school
to act as coaches to the teachers and SLTs.

The programme has now entered its second year of a five-year engagement
with the schools. Early results are promising as positive changes have started
to take root. From February 2012 to June 2012, lesson observation showed
a 25% overall improvement in teachers. Specific areas of improvement
identified by Yayasan AMIR and BPSH include:

= 33% increase in usage of strategic questioning to promote student
thinking;

= 40% increase in usage of defined collaborative and cooperative learning
structures; and

= 18% increase in usage of positive behaviour management strategies.

Solrce: Doe, MEB_2013, page 208

Figure 4.4: Questionig technigue if classroem to promote student
thinking

The Teacher'ssGuide documentfalso mentions questioning, as seen in the extract
under Figuresi4.5and 4.6, whereit is part-of the formative assessment (FA) for learning

objectives (BQ)that teachers/Can usetiirthe classroom.
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Some building blocks for you to focus on:
» Sharing LO & Success Criteria

» Exemplars -Starters and Plenaries

» Deliberate practice » Questioning

» Discussions » Quick Scans » Peer assessment
and self-assessment » Feedback

~74

Useful FA techniques / tools include:
» traffic lights »pyramid reflection »exit cards
» two stars and a wish / medals and missions

y

Source: Doc_Teach Xa_2019, page 20
Figure 4.5:Questioning in formative assessment fardearning (]bjective

[

L 1 M
ii. Lesson Stage1
Development + Pupils are introduced to the two characters in the story using pictures.
- Pupils look at the pictures without dialogues and guess/predict what the story is going to be Refer to
about. Teacher plays CD (Track 17) Teacher's
Book p.19

+ Pupils listen and peint at the speech bubble and follow along the lines.
+ Listen and shadow read (read along). Pause CD after each line and students repeat (chorally, in
groups, individually)

Stage 2 Refer to
[ Formative Assessment: ]_1 T

Questioning - Teacher uses the | |+ Teacher and pupils talk about what happens and relate to the prediction.

questionsto identify students'|_L. Teacher asks comprehension questions for each picture. (10 questions overall) (Teacher's Book, S
understanding of the story, | P g picture. (10q ) ' pp.28-29
; page 28 & 29, Activity 1)
Differantiation Stratass + Pupils are given printed answers for all the 10 questions on individual sheets of paper.
Types of questions Stage 3

l + In groups, pupils will have to choose, wave and shout out the correct answer. (Specific

[ Cross Curricular Element ] questions are also given to particular groups to answer.)

Values
= | + Teacher puts pupils‘in pairs and have them pnrform'.’m:t out the story in groups'uffour.
jii. Post-Lesson Lﬁ - Pupils say aloud the value stated in their textbook and relate it to the story. Raf&rs:“d
suggeste
Teacher's Reflection post=lesson
tasks in SoW
pp.17-21

5 L .
J \mce:@ﬂ_Teacher_Gulde_2019, page 27
Figure 4.@%@ '
rnin
[

ve
\ I O
2 .9
Th ddle Kears p ogra&aﬁe will use the Malaysian curriculum. The
g

ical & q» e sises the use of project-based activities and

. Nesfloning techniquesdordevelop students’ capacity for higher-order thinking

wkills and to help studek see the connection between different disciplines. IB is

rlg in E rmati@ssessment to Achieve

used in over 141 countries and its graduates’ record of consistently
outperforming the OECD average, and A-level graduates at university provide
the assurance that it will offer many valuable best practices for the broader
system.
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(Doc_MEB_2013, page 109)

At the same time, Teacher C succeeded in getting students to respond (ﬁ tly
to her questions in class. Active student participation in a fruitful discussion can be a
part of learning that benefits students the most and allows participa easily assess
students: “Another presentation day | decide for the lesson. T\t”y; still under

globetrotting. This time | decided to do oral questioning and &mly | give feedback

and comments meanwhile the class need to listen caref spgn.ﬂyvdingly to

ked stdd nts-are
IS
Y.'
Y,
&

an important

my question ” (Teacher C_J8). This happens when questions‘are

able to respond appropriately.

It is clear from the transcripts that t

role in teachers' assessment of students

the CEFR descriptors so that they Qﬂ)x

of weaknesses, while also en0\ ng stu

the CEFR-aligned assessmere u
for them to assess their% :

—

'S

4 ¢ &
N | S %(J
Verbal qu%' gis - street™¥Teachers assess while students actively
i
¢
learn. Questin@-ans er%é %‘s?student confidence, thinking, and writing.

This sh% learning_fo€us to s@dents, creating a dynamic classroom. It helps
L 9

teachersyassess students usingqne CEFR. Teachers like A and B used questions
\

t \ughout the writing process to guide teaching and provide feedback. Verbal
questioning sparks deeper thinking, as shown by Teachers B and C. By asking thought-
rovoking questions, teachers encourage creativity and independent thought. This fits

with learning models such as the International Baccalaureate IB and Malaysia's
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education plan, which value questioning for deeper understanding. Furthermore, verbal
questioning is a versatile tool for assessing writing in ESL classrooms (Blacw,
2003). It engages students, promotes critical thinking, and supports ongoin@nent.

Teachers can effectively use it to align with the CEFR standards and ﬂ%e student
writing. ?

Discussion of Sub-theme: Verbal Questioning i

As presented above, the sub-theme of verbal questioning aw the main

L
theme of questioning, which is related to RQ2. Acco to Al-Zahrani zﬁd_ﬁ}%‘mgi
atherin

(2017), questioning boosts higher-order thinkir%i. tool for g@ﬁaent data
ent’crit

i \rricuI@evelopment
acf@ﬂvriting, engaging

Division, 2014). All participants agreedihat it IS essenti
@ps gather reliable data

students, and fostering critical thinl(ry)'l'eache \w%‘
ti ey %L f formative assessment,

and aligns with Malaysia's formative ass

b

for better assessments and info isiorf%.
boosting student involvem thulte .

2 ile Z@aria and Addenan (2015) see

-

) hi Ii@hgﬁ}role in deeper learning through

=
<)
7]
V)
o
>
P
5
<
~—+
o
=3
f
—~~
]
“ (@) =
D
<))
)

Questio@}ac r fraini
guide de &Hﬂ (JS' bt.ry 4 Zgé%). Teacher questioning skills can boost student
Iear@son etal., 2025). @-ended questions and active student involvement
I Nbetter understanding eh critical thinking. Verbal questioning boosts student

Ing (Al-Zahrani & Al-Bargi, 2017). It helps gather data on students and fits well

ith Malaysia's school-based assessment standards (Curriculum Development

Division, 2014). Teachers can use it to create extra learning tasks. This shows how
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important questioning is for both students and teachers. According to Chen et al. (2016),
despite its benefits, crafting effective questions is not easy. Good questlon?ﬁ
learning, but they serve many purposes: review, assessment, thinking, crea v\)cus,

classroom management, and evaluation. This aligns with research showﬂ% complex

role of questioning. ?
4.3.2.3 Theme 3: Peer Assessment i l

Peer assessment, where students evaluate eac valuable
learning opportunities. It helps students identify %ﬂgths dw k'e @\Yv;nle
developing new skills. Particularly effectiv gllsh danguade qulmlg, peer
assessment combines evaluation with skill de op ounse,jé\l 97; Lee &
Norbaizura, 2016). Peer assessment, w by To d Chien (2020),
involves students evaluating each{o r's W0 Wer @lal learning, diverse
perspectives, and improved c atlo (Horbach Iffman 2018). Beyond

\\‘%
assessment, it fosters both i dIVI Iarr rowth\
! 0
:

a. Sub-theme: sses gFr s he(“(f}up

l

The com t t atlvb arning, evident among participants,

empha3|ses it flcan e |nf I |ﬁtn€t&er assessment. Through collaborative tasks,

students owe ‘ed D')2ess th@peers work, thereby assuming a more active role

in tmn earning process. Tb];.epproach not only helps teachers assess students but

otes autonomy and respon3|b|I|ty among learners.

All three Heads of English Panel highlighted that their teachers did peer

assessment during the writing skills lessons, as mentioned below:
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And yes, self and peer assessment can be seen clearly practiced also by English

:\@3;

Okay, there is and it's much easier using CEFR-aligned staqgard for students
tl

teachers in this school.

to assess themselves and even to assess their peers because it'siclearly seen all

? z (Head B_Intl)

..that would be good but if the students are campetent a \(g'l age

competency i think that would be more eff j ' -b
&y

the elements are clearly seen...

less difficult if they used the C%

responses of the Heads qimlsh lL e Pﬁ The students had already

familiarised themselv% e rubr E an earlier unit. Therefore, the
4

assessment exerus which ‘1 ed t eers served as both a guide for the

students and a I rn| cN? the
g{ de?o strated/the éﬁegratlon of peer assessment into classroom
prac tlﬁi cribing it as a su;a@f ve process in which students assist each other in

their work: “Can be peer assessment, can be peer evaluation or you can also

|t shoulder friends that help each other, they help each other. | have checked your

rk you have answered the questions, maybe you can add these words, you know, it’s
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just like post essay that you have written, post work that you have written, for them to

edit” (Teacher A_Int1). Yv

By engaging in activities such as peer assessment and group assesmgtudents
not only receive feedback but also gain insights into their own T processes:
“Another group will check and give marks for the group presentaw eacher A_J3).

During this process, students could also recommend to thei fr%ds what they should

work on to improve their writing. \d
@ \Y-

sy

As can be seen from the following extracts, ts would experience I‘e‘sg shame
if they had their work assessed by their peers raWan M hers: “¥es, | would, |

it'is b ttgcompare to a

te& heir teachers are

think when their friends evaluate their v% y fi

teacher looking at their work, they %feel 0 znt'

assessing, if their friends assessi e ee li n W,@!II have them, they can

do better, after all it’s myfrie hat s on t&ﬂw the feeling of being afraid

of the teacher and all thft asse}sme i l go, eacher A_Intl).

:
Teacher A tloqrd*antagf 0
p

tio asking the students to evaluate their
form
[

—
[
D

classmates’ lea uring the session, students were assessed by their

5%

xrd . L
classmates and, ime, en couraged to ask questions: “This time around |

m
asked m% M cldss toi tervi %@II’ partners on a few questions as | was focusing

jve assessment”’ (Tekf:ner A _JB). Teacher A also allowed students to assess

ssmates according to the CEFR standards after they had familiarised themselves

O the CEFR rubrics presented earlier in the class. The main purpose of this friend
group assessment is to determine the extent to which students understand their assigned

writing process and how they can develop based on their classmates' feedback.
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The following extracts show how Teacher A implemented the CEFR-aligned

assessment by emphasising peer assessments in the writing lessons: T

The way it was carried out was interview response manner. He ac;student
had to ask their shoulder friend the questions on the favourit?v'ities done in

school as well as at home. They record each other’s responses fer them to write

: '(Teacher A J8)

ts to copy such®as 1) at are
your favourite activities at home and in s How often do yousd.o it? 3)

Do you spend any money doing these ac?. G'»e\‘f'eg for yq;r answer?

4) Why do you choose these activi*sw g @f rs? 5) L YEZ benefits of
doing your favourite activities? T% theirfriends and m{ord the answers.

their essays which is their final product.

I wrote 5 questions on the board for the stu

‘%% Py >y § (Teacher A_J8)

q
\He &
After each quiz | a the st S toyexch N}their papers and wrote the
correct answers'on thetboard. They graded kﬁﬁiends and returned the papers
back to the owners. ’ $ C},

44;% (Teacher A_J9)

E\hen, other students need to ask 3 questions to the presenter.
o (Teacher A_J12)
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Similarly, Teacher B highlighted the benefits of peer assessment in cultivating
confidence and enhancing learning outcomes among students: “I think it wou
good experience for them to assess their peers and actually | have done S(ﬁg\sm like
that indirectly, for example when | encounter a really good essay, | wil itely share
the essay to the class. | would read it out loud and you know just fromithat they will be
able to see why this student get a good mark for the essay ju fMaring the essay
\'s

they can understand” (Teacher B_Intl). Through activ e Think-Pair-Share,

support. é
%y

When they are doing class work, thwﬂ, ctive \Pquesti%ge'lated to the

task. \% Q\ &
\ AL (Teacher B_J3)
<

\

e
):'.
4

—9

Today | used the Think -Share_ activit n‘clqségf seems so simple, yet so
profound in assessin(‘; Mndir : ‘$
I Q‘ (Teacher B_J5)
NGy
Many of t@e na@nt wi@ir answer although it’s correct. Their
M . BN
confid rew after seeing 'hez&%u:nds response.
¢
5 F o
(Teacher B_J8)

o
A

&7 'S
Teacher C reinforced importance of peer assessment in promoting
A G

c;\ﬂsxative learning and self-awareness among students.

o There will be guidelines and they are not going to just check your friends’

essays. There will be guideline to follow and they can’t actually go and write

things on your friends’ essay without guidance, because, why? sometimes when
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they identify mistake if there are a lot, they you have to explain why they
underline or identify that mistake as a mistake. So, they are going to explai

\
i

I will go around and check the essays as well. ok and for depening on the topic

of the writing task, ok if there are going to be a lot of differentunistakes that was

to learn and relearnt over and over again.

made by the students ok or by the group okay, | highlight one-by-one like

gow teachers
Y

jal _Int1)
Jv/ F

By emphasising group work and cla% interactions, Teach encouraged

students to assess their peers' work@n the alig@kcriteria, thereby

facilitating peer learning and skill cvelopmen . d?tio ,/i-‘eacher C incorporated

learning through group work i eaching. not@that, despite testing in
&)

{-\&ir classmates commented on

er Cjalso raged the less engaged students

first round is going to be peer assessment, seco

assessment.

groups, her students were still a 04

their work, the studentstook nete. Tea

in the class to participate. ‘ShQ ourg udents to assess their presentations

and written wor@the

following ar%i 10nf excgrpts’

assessmz%' ? D')X $
c}/‘i"

\I;&' a writing assessm}rt in an upper secondary class, | usually start with a

% Group or Pair work.

uro Framework of Reference (CEFR). The

S
=3

&%Teacher C’s journal reflection on peer

(Teacher C_J1)
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Although the assessment is done in pair or group, a few students still feel

nervous when writing process takes place.
(T@g\si_n)

Thus, the other group will verbally be questioning and commentin on the spot.
The respective group needs to be aware of their errors and comments given.

T (Teacher C_J3)
Again, | pick a random student to give com@ ir fciendsl focus on
students who are not actively speaking today t@ attract their attemt on’ \‘Z'
O
g (Teaq-ler C J4)

\,
Y' \ <
The comments given by 4 selected M as g%\wer ommeént and | also add
up feedback for certain conten@y need to hi igh@

‘%% 0>\PT § (Teacher C_J4)

q
The class must elect & r wf@&.!foq@éf‘d and convey the students'
responses. During trwaentat n, ther W&.@ question-and-answer period.
9 o/

'3 s Teacher C_J6
N & ( _J6)

ssesSitheir writi ‘&fased on CEFR band and they write on a

Student
. ¢ ! b g .
sticky en, I/ey ne tfpc&sJ e.on their friends’ flip paper.

<b- N

% F ¢ b')f %\ (Teacher C_J7)
- .

\ hers D, E, and F sﬁorted peer assessment as a way to improve writing

%‘F eacher E noted increased student confidence and knowledge sharing through

05 method. When students had questions, Teacher E suggested using the CEFR rubrics

for clarification.
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yes, | think it is very good for students to do peer- assessment and in fact | also
used this way of assessment because | find that it is very effective for Iea?g
t1)

(Teagher Dwin

Yes, of course | focus more on peer assessment where my studists and I also do

project-based learning. \,
Yv (Teacher E_Int1)
n

rchin fWation and
$0

all, they will be more confident in class to answer questians. They al {Elé to

ask guestions to their friends because the the informatien li e&c@mata,

So when they are independent in their learnin

and don’t have to wait for me to spoon- m r% \,‘T

c\[ Q\ Q eacher E_Int1)
Yes, | have done that peer %t i

TNQXTJd ntswvch)en | gave them the
paper, back the paper t;)% eéa:%, he %ry they asked me why
they got such mark, th y I teach them, y le{&m revise the rubrics and
they make reflectionwhy they g K, w T}ey cannot achieve the highest
mark, they sai ec&e?n thJessa ther& no complex sentence and all,
there’s no co;%exis the ol t&d;now so that’s for the individual

RS

.? :l (3 (Teacher E_Int1)
&

% hey jna e ,ir pee@ssessment because after every presentation, the
S;ee ill comment and S(jﬁvuestions, I think they will improve together using

\ FR. N

(Teacher F_Int1)

o It can be concluded that peer assessment, enhanced by a shared understanding of

the CEFR rubrics, empowers students to become active participants in their learning.
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Through peer evaluation, students not only identify their strengths and weaknesses, but
also contribute to the overall growth of their classmates. This collaborative apw,
combined with effective teacher guidance, fosters a supportive learning @ment
where students thrive and achieve their writing goals. Peer assessm rges as a

powerful tool for implementing CEFR-aligned assessment practices.

Q)

By fostering collaboration and self-reflection, it e wg students to become

active participants in their learning journey. Throug feedba%n
their writing skills, develop a deeper understandin%&ssmen riteria, ind‘a&;ate
a sense of ownership over their academic progress. hers, Jn rn,£an Iew%F\age peer
assessment to create dynamic and engaging@vi \ms thzgr\ﬁ)te student
autonomy and critical thinking. \% Q\ é

Discussion of Sub-theme: Asses:’ EF eng i 0

ts refine

%)

9 Q—
rese estiq,nii‘ﬁis study implemented the
N

CEFR-aligned assess ttm grolp-ba d pe@essment. Research by Hicks et
al. (2016) and Mele i:hz \su& thfgégproach, suggesting it fosters deeper
reflection on wriﬁ}r a lss enc\ es meaningful dialogue, idea-sharing,
,361(8-}5.—%¢hile it offers unique perspectives, initial

@2016).

uncertai &Harise
ZQ J : 3
N

\ hers encourage groﬁ?ﬂvork and peer assessment to manage workloads and

In order to address the

and clarificat

I

student learning. Students value peer feedback, gaining confidence and

Ontifying errors. While teacher feedback is essential, peer advice can stimulate deeper

thinking and conversation (Kuyyogsuy, 2019). Group assessment enhances student
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engagement and self-correction, reducing teacher workload (Ashenafi, 2017). Although
peer feedback might initially be less detailed than teacher feedback, its potential Vms
for student learning and development outweigh this limitation. By empowe \dents

as assessors, teachers can create a more dynamic and effective Iearnlng!&pnme

4.3.2.4 Summary of Research Question 2 (RQ2) \/
This study investigated ESL teachers' approaches to Weitin ass sments aligned
with the CEFR, demonstrating an alignment wit tiona aI goals

Participants effectively introduced students to the %s a foundati a' a.{o\ggment

framework. Classroom questioning and peer ssfhent, bot nedwith CEFR

descriptors, proved particularly effective. |Ie erbal qu onmgé'g:t seem less

formal, it provided immediate, mforr\%?edback 0 den@mprehension and

writing progress. These findings score t \mp t g;bf these strategies for
()

| | S
enhancing student learning and ent. “« Q-
N RN
N
This study de strgs the Succe fql @ementation of CEFR-aligned

assessment practices Teachers e fsg& nte‘aétjfed questioning, peer assessment, and

CEFR rubrics, wi er ass

(‘D

ergl s a key strategy. These approaches, by

fostering stm@j abaratio g»'o shlp of learning, have shown promise in

developi @!ﬂts} yl S. g@lp assessment, in particular, has enhanced time
co

mana Ilaboration, nd@aent confidence. To maximise the benefits of the
both teachers and studen ts should have a deep understanding of the framework,

owerlng learners to take an active role in their assessment.
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4.3.3 RQ 3: What challenges do teachers face in implementing CEFR-aligned
writing skills assessments in ESL classrooms?

The primary challenge encountered by participants in ESL classr, &1
implementing CEFR-aligned writing skills assessments is identified as ti %traints.
Following data collection, the researcher conducted a thorough s isation and
analysis, resulting in the identification of ten overarching themesWe 4.7 presents a
visual representation of the interconnectedness of th th%g and subthemes,

showcasing the evolution of the thematic network t out the‘% process.
Interviews and document analysis were instruy in shaping tly's ‘E%&Brk,
underscoring their significance in data synthesis. ising software such as%\}LAS.ti
9 can help researchers effectively visualise % thes w‘rngs. Y\'/
ISR
&

/5
@)
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Figure 4.7: Themes and Sub-theme
for Writing Skills in

@ork on Challenges Faced by Teachers in Implementing CEFR-aligned Assessments
assrooms, derived from Semi-structured Interviews and Document Analysis.
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To have a clearer understanding of the themes in Figure 4.7, as well as to demonstrate smulation, the researcher provides detailed

information in Table 4.9 on the identified themes, sub-themes, and definitions based on th mbined data from interviews and document

analysis. Yy
I

hem}s\d

Table 4.9:  Research Question 3 - Themes, S gyd,Det;?ﬂtlons

RQ Sub-themes Themes " b.D{fm@-n

RQ3 = Insufficient time Time-Constraint ~ Compounding th@? en% ache ften grapple with time constraints when
= Poor time management assessing stude SS e astru ggle to complete writing assignments further
complicate the ent pro (F@n & Stiegelbauer, 1991).

= Resistance towards new Sceptical Teachers ar: tlcal _\hgned assessments and it will take some time for
syllabus them to ful rage the lew cmﬁ\;tculum Some of them are wedded to the old style of
. . wrltlng ave ic smg student work written in the current style. The
- Prewous_: per_ceptlon teachers Ie | whether the way they teach their students and assess their
* Old habits die hard writte k W uld $&helr students’ writing skills, (Fullan & Stiegelbauer, 1991).
= Judgemental General n ske o,u S, ents with little general knowledge have neither an answer nor
. Knowledge p|n| er. T efore teachers need extra assessment time to ensure that their

= Self-doubting tu ent witffin the target range (Shepard, 2009).

\

= Different proficiency Mix Abilitie \'e hers h suge& the importance of dealing with students of different abilities in a
levels {’) ay For example, the teaching materials and time allocated for writing need

& '? he different skill levels of the students. Therefore, teachers need to assess
h

S 2014).
AN {ﬂ

because not all will reach the target band at the same time (Tomlinson,
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Table 4.9, continued

RQ

Sub-themes

Themes DW'H'[ion

= Questionable potential
= Low self-confidence

= Low-skilled

= Highly reliant

= Divergences

= Challenging textbook
content

= Copying paste essay

= No show

= Multiple solutions

= Undifferentiated task

Incompetence Some teachers have not yet reached th‘ected level of language proficiency. There are
some of them whose assessme tg'!and confidence in using the language in the
classroom are still low. Then, dents frequently seek help from their classmates,
it can be challenging for tea 0 ssKth?academic development (Shepard, 2009).

L ] \Y-
O
Non-Local The English textbook, es?t ially for_the/upperigrades, does not include a local context,

Context which makes it difficu te S 10 use ipclass. It can be challenging for teachers to
teach students who‘are fanv‘ill ith ulture (Banks & Banks, 2004).
<<,
Plagiarism Students often plagiarise each her'@ork, especially in group work, and some even
inthe textbook. This makes it difficult for teachers to

simply copy nswe \Dg%st
assess th(@ eve Iedgg'% of their students (Breivik, 2016).

" &
Absentees The pro?l'om of Wot sfiowing up for class is also frequently raised by teachers. It
is moWicul[for he assess students and they fall behind in their performance

missiclass. ﬁhis)eans that teachers need extra time to help students with their
writing'an i gﬁé/%, (Ingersoll, 2013).
Multiple Choice @ou rl itis enef'd\a‘l to be open to additional ideas, teachers worry that students may
0 helé’ﬁ' if they are given too many options for a topic (Schwartz, 2004).

sks that’could assess students' writing skills. Teachers feel they have treated students

% n y'whqn they are unable to give them materials that are appropriate for their level
. : (Tomllngv 2014).

Answer
\ ’ (,)
Generalisa@) When ?tu eﬁts@ a class have different levels of competence, teachers often generalise




IS¢C

T

Subsequently, using Table 4.9, the researcher triangulated the themes from the three grou of}articipants to identify the most important
sub-themes that the majority of the participants rated as very important. A summary of the main themes and the most important sub-themes is

shown in Table 4.10. T

Table 4.10:Summary of Most Important Themes Responded by Participiglgr Resear p_@,s%on 3 derived from Semi-
2

Structured Interviews

e
v ~
No Themes Teacher Teacher Teacher Teacher Tezhe cheQ\ oELP HoELP HoELP SISC+
A B C D ¢ N\E j Fg A B C
1 Time constraint / / / /{3 / X*O\ /
2 Sceptical / (—) >\y‘f & / / /
o e)
3 Incompetent / / / “ 43- /
4 Non local text / \ l / \A
5 Plagiarism / / /(,)z 2 jr' Q’ /
6 Generalisation \ \ CQ
N l <
7 Mix abilities \ (§° /
|
8  General knowledge / / CO/ ‘Y2 9 /
. @]

. . N

Mulgr?lt\e,v(:;mce /6' ? /; D
Yv

10 Absentees

*HoELP = Head of English Language Panel W

*SISC+ = School Improvement Specialist C6




The most important answer that the participants gave when asked about t

in implementing a writing assessment aligned to CEFR was time constraiﬁ\@ ub-
themes identified for this theme are insufficient time and poor time M

presented in Table 4.11. Y-v

Table 4.11:Themes and Sub-themes for the Most Impo heme
Highlighted by Participants

ent, as

Theme Time

Sub-theme Ins
Poo

c}v

The next section discusses the two sub- th es of.th R} in or to find an

answer to the third research question. C\, w\ ‘*

4.3.3.1 Theme: Time Constraint (q T /<\
& \
Based on the data colle ugh the.sem tru@ interviews and document
analysis for the third resear stlor, bser that six participants: Head of

English Language Panels, SIC+, and\,! i Ea@rs highlighted time constraint as a
significant issue f MSL t‘ache when n@lementmg CEFR-aligned assessments.

with time

The theme of ti tr intis c pdun%ﬁg)these challenges, as teachers often grapple
W’ S sm (st-(ldent progress. From the data, it shows that

studeﬁ%strugg e pletrwriting assignments complicate the assessment
es

pr n more \c’)

ThIS issue gives rise to two primary sub-themes: insufficient time and poor time
anagement, which will be discussed in the sections that follow. Teaching English as

a foreign language presents numerous challenges for teachers, with time constraints in
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implementing the CEFR framework being particularly daunting. EFL teachers often
struggle to facilitate effective learning and skill improvement due to limited claVUm
time (Mosbah & Benyagoub, 2020). Therefore, cultivating effective time @ment
skills becomes imperative for teachers to successfully implement n icies and

encourage students to achieve the learning objectives of the lessons. ?

a. Sub-theme: Insufficient Time i

Insufficient time is a common challenge for partieipants implementing CEFR-

oy
aligned writing skills assessments. While develo trong wri nq S and
producing error-free, informative essays typi réguires ampl me,{‘;ﬁ' focused

N

0 some exte owever, this

nature of CEFR assessments should mitigate, this Tssu

study reveals that other factors contribute tostime constraints i@'&veloping writing

proficiency. The following subsec@sxplore \H-Lc%

ESL lessons to enhance their w,

ills. q
\ A“’
N
Participants highli hteEI insufficlent 8 @rimary challenge in teaching
writing skills. Headq sis
additional time &q ate |a

Lf"éf}‘ocus on content levels, necessitating
concerns, citi@%\nt pack S,Hed

constrai@krs }ﬁ n resortéd @ducing or eliminating writing lessons.

£ X
N -4
ess there are thin@&l%at the we have not covered enough of the content

\tandard yet okay. Maybe there are still certain content standard that we have

05 not fulfil yet so maybe we should expose that to the students as well because

s

i
&,

wr standards. Teacher A echoed these

as a contributing factor. To manage time

/)
C‘fC/

there are | guess there a few content standard and also learning standard okay,
and that we have not tried out with the students yet. So maybe we can explore

253



this content standard and also learning standard so that students will be more

(@;ntl)

| agree that that is time-constrained because you know z‘hiS itudent’s life in
00

exposed to learning all the skills needed in writing.

school is pack and they got 1001 programmes in school and I life is like
it's like a passive, they are going through some kind ofw mood, a lot of

activities in school so we don't really have time t the writing activities

erd::ifa 1 writing
ishing'all t ts, | agree.
Ay
ea!h _Intl)
4 \/Y'

Teachers highlighted the diverse wg abilj Nmong %&ents. They
emphasised the need for additional @pportu ties jto s rt students with

varying proficiency levels. The chaw% 0 cw%ss yﬁu’t in one class period
was also identified, underscorj@ import f fl '\e time management to
accommodate different studenmgds. '

X | 1S
One issue is going to/be timﬁvj"&

{Q% (Teacher C_Intl)
@

i
% ¢ ) S
Yes@e str br;s?ec use @e level of students when they understand how
S a

that are in the textbook, so we tend to skip 1 or

% smgn eacheg assessment been done, okay. It is easy for it to
% y run smoothly andg& can also be done after English hours is finished,
y. If not, it is going tovbe quite difficult and time also place an important role
%\specially if the students could not actually finish the essay on time. Truthfully,

in terms of writing it will not be done in one lesson even though in the SOW it

0 supposed to be for 1 hour ok for my students will not be for 1 hour ok. They need

more time. Okay. Then, they are also having different level of proficiency.
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Sometimes, it is quite difficult to teach when one level need extra attention,
another level might easily feel bored if the activities are not really chal}?w
ntl

(Tea%_ )
Besides that, time constraint is also another issue because in.order tB complete
very difficult in order to do post activity or while writin actik it requires a
lot of time, so and then other than that, students did not k ow to manage

their time to write accordingly. You know, the stages in Writing, there are many

i e introduction, what
re iswp groups,

of course they take their own sweet time. é [ .\c}
Y. d achér D_Int1)

of them but for students they always take time t
more of the contents of their writing. And when t

(Te

N X
istgoing Qgta e time...
O

Okay, one of the challenges, in @p[@
Y
&
ey

? @
Reflective journals furth\ ument participants' cqﬁﬁrns about time constraints

that impact teaching. Teach phztised efficacy of dedicating time to address

students' writing error%i ually.»

limited time for Wﬁg@d ir@ urin r assessments due to time constraints.
&
N 0 O
Even t&y it was time'Consu i%&but | believe it is the most effective manner

'@Weak tbd-e}b fo@ing on them individually.
4

\A \c.}/v (Teacher A_J7)

Because of time constraint, that not much students can ask or comments.

o (Teacher C_J4)

(Teacher E_Intl)

on r;elxb acher C lamented the students'
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The recurrent issue of insufficient time underscores the impact on classroom
dynamics and the implementation of CEFR-aligned assessments. Teach?me

compelled to navigate multiple demands amidst time constraints, necess dept
management of both time and classroom activities. Consequently, l‘A@IIenge of
insufficient time directly influences the teaching of writing skills in"'ESL classes and

may necessitate constraints in implementing CEFR-aligned assgsM. Teachers must

adeptly manage time and instructional strategies to effecti address students' needs

within the confines of limited time. .\d
@
4
| S
Discussion Sub-Theme: Insufficient Time 2 Y~

\ N
Wﬂich 1s,0ne ofégglallenges in
r Ie@%g. Students learn

the main theme of time constraint, sho me is cruci

more when they have more time (T@%son 8%: 20 Z)Q\Vriting helps students

to think, communicate, and sol%s (Gﬁ}cia ith@\%). To be good writers,

students need lots of practice. U}&e th tates @(ge primary schools dedicate
Lk'( ll et é

at least an hour daily % : QO@MaIaysia's curriculum does not

The data on the sub-theme of insuffi t time,

assign specific timeyfor wr|t|‘1 tion% s, teachers integrate it with other
language skills.MWhilegthe lands la @A strict mandate, its education authority
i
¢
recommends ast two helrs? m@cﬂy (Henkens, 2010). These international

compari hlight the for%hlentuseoflearnmg time in Malaysia to bolster

writ'm&lls NV
= "
‘é Learning time is defined as the time students actively engage in writing tasks.

esearch shows that maximising this time is crucial for student success. Effective

teaching and classroom management increase student engagement (Johnson et al.,
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2019). This active involvement enhances learning and retention (Johnson et al., 2021).

By focusing on tasks, students become more productive, delve deeper mtow

practice skills, and strengthen their understanding. (’}

While CEFR-aligned assessment offers a valuable framewo monitoring
student writing progress within regular lessons, time constralwe a significant
challenge. The multi-stage nature of writing often require or:itime than is typically

allocated in a single lesson, hindering comprehe ssessnw limiting

]
opportunities for in-depth student engagement with activities. D a)'ed @,X;ack

due to time pressures can also have an impact o dentje ning. Toyﬁ‘ectively

implement CEFR-aligned assessment, caref Ipla ing \tategic
ste

are essential to optimise instructional

=

b. Sub-theme: Poor Time e t T

A
$

In addition to |nsuff|C|e rall ti rti <ﬁ'nanagement emerged as a
critical challenge. In t y s st pacel world, cﬁf@ time management is essential

for both teachers a d students |I anhr nd controlling task duration are

fundamental, the&o m e@nt preésents unique time management pressures.

&)

Teachers Jug%\mn stud a’ténth) implementing CEFR-aligned assessments,

O

and adhe % rric uI m ds. ultaneously, students often struggle with time
i

mpacting their ove,@'performance
\

mana

tudents participate longer in discussions, as Teacher B noted: “So they like to

chss with their friends, so what they can write, what they can’t write and so on. So

the discussion will take up their time” (Teacher B Intl). Some of them have no
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background information to draw on when deciding what to write. Therefore, teachers
need to stimulate their students' thinking by asking more questions. Howe\Yme
appropriate level of enquiry needs to be determined by the students them Nf the
children are advanced, the teacher can simply ask questions and Iet‘fA\make the
decisions. However, this is not the case with students who are struggling academically.

single lesson.

Therefore, it is quite unlikely that Teacher B would be able to EM single text in a

]
Teacher B, who also provided this informatwtioned hat her s udq_ngzt'ook
=

extra time to improve their writing skills when wor on group projects. X
N

& S
However, | realised that when the ar\fng (;:\G up,& will take more

time. | need to remind them.

their time to write aceordin

y.

S (Teacher B_Int1)
6 ",
“« Q-
_ & |
The same thing happene ea en it Q\‘ue to students not being able
to manage their time f ziting Ieisons “.l.s@s did not know how to manage
’ 4
l ) thes% s in writing, there are many of them
but for student* Iwa e t(&ﬁﬂ'te the introduction, what more of the
i
contents of th%i ing And rfthea// e discussing in groups, of course they take
their owgrsweet time '»(Teacher D_ }
S
A S
Q)cument analysis, specifically the Roadmap 2015-2025, corroborates the
%ew findings. Page 194 of the English Language Roadmap 2015-2025 emphasises
Q importance of meeting timelines to engage students in English, aligning with the
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interview sub-theme shown in Figure 4.8. This reinforces the critical need for sufficient

instructional time to prepare students for CEFR-aligned writing assessments. Y-
S
English teachers are thus the most important, and sometimes
the only models for these students, and classroom activities provide
the only opportunities to use the language for a purpose. The
challenge is to provide enough engagement time with English for
the students to develop familiarity with and fluency in the language. %~

. p)
Source: Do&admapy_%(él%ge 1%\

Figure 4.8:Engagement Time as a Challenge.i m

Iassroqfn
Both national and national-type hmple

ufficiént time for writing
instruction, hindering CEFR implementatio \ae\s
E? -

curriculum revisions, more time is al for devel ing@ents' writing skills and

(7]
familiarising them with the neM ewoN A‘Q
[73) $

AMIFAN

Insufficient English Language engagement time

imy, Figure 4.9. Despite

Learners currently do not have sufficient engagement time
with English in order to gain familiarity with the language and
confidence in using it. Engagement time needs to be increased,
particularly for students in national-type schools (SRJK), where
the medium of instruction is Mandarin or Tamil, for whom English
class time is less than that in national schools (SK).

-

S
N Source: Doc_Roadmap_2015, page 197

E\ Figure 4.9:Insufficient English Language Engagement Time

0 Time management significantly impacts the implementation of CEFR-aligned

writing assessments. This sub-theme is closely linked to overall time constraints,
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influenced by teacher workload, student achievement levels, and unavoidable

extracurricular commitments. T
Time constraints significantly hinder the successful implementlﬂ,ko;CEFR-

aligned writing assessments in ESL classrooms. Poor time manage mexacerbated
by factors such as limited instructional time, student profieiency levels, and
extracurricular activities, further compounds this challen Teihers must effectively

address these time-related issues to optimise stude ing an !ull ealise the

]
benefits of CEFR-aligned assessments. ' L}Y'
=
? 4
&y

Discussion Sub-Theme: Poor Time Managem% \ \&

Time management, a complex inter adm T;lra e skills:(Nigussie, 2019),
significantly influences individual ’hiet tcTe P_%)r time management
hinders writing proficiency an %ow%&f“ics.@ncing students' time
management skills, character@& goal ing, prioﬁg"fs'ation, tool utilisation, and

N
efficient structuring, cn b%st acac’emic ulcc@ Johnson et al., 2020). Self-
motivation, performﬁa i atfgagr.e key factors (Odanga, 2018).

ity
NS
Their p Mnce in, writi %lskié_l_g.dan hardly be improved in a short time.
Students' @ egc a@a&ievement can be greatly enhanced if they
na

impro Wbility thew-t-lme effectively (Smith et al., 2019). Effective time
N

m& nt is crucial for stud'ecﬁ? success. Students should learn to set goals, prioritise

A,

E®]

*
@

—+

0
nd organise their time efficiently. Self-motivation is key to managing time well.

Qong time management skills lead to increased productivity, reduced stress, and better

academic performance. These skills are also valuable in the workplace.
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In conclusion, effective time management is crucial for student success. By
teaching students how to manage their time wisely, teachers can empower t

improve academic performance, reduce stress, and develop valuable life sl@%

_ N

4.3.3.2 Summary of Research Question 3 (RQ3) Y-v

This study effectively addressed Research Question 3Nelving into the

challenges teachers encounter when implementing Cszwrit'ng assessments.

A key finding was the significant impact of time co nts op t ability to
"X

effectively implement these assessments. Teache%d insufficien ti'we_{@cated

for writing instruction due to competing deman clas extfacurrigtlar @Vities and

other academic subjects. This limited their capacity’'to

omprg@z&e feedback
and support for students’ writing dev@. Furth

, te@rs struggled with
poor time management among stude@t;yhich n \l'hﬁew i i
N
o8 *,

of comprehensive writing asses%«od . “« Q-
N RN
N
434 RQ 4:Howdo achgs deal with t qh%&%es they face in implementing
CEFR-aIigned% entsip Wri |9g in ESL teaching?
Research Questi (Rd4) foCuses O@Vestigating how teachers deal with the

N
challenges the;ﬁﬂni plgme 'rPlthe&‘)EFR-aligned assessment for writing skills in

their ES iNg. The thematic a&Wsis using ATLAS.ti 9 facilitated the data

analysS' %visual re serfation;;n shown in Figure 4.10.
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To clarify the themes presented in Figure 4.10 and validate findings through trlangulatlorh@e 4.12 provides detailed definitions of the

Y*

identified themes and sub-themes based on data from both interviews and document analysis. ? ’

Table 4.12:  Research Question 4 - Themes, Sub- S

Y

\ndj)efinitions

RQ

Sub-themes Themes

efintidh

RQ4

= Panel meeting Guidance
= Expert consultation
= Peer Learning Community (PLC)

= One-to-one assistance

= Peer assessment practice Peer-
assessment
= Online materials Extra mate

= \WWorkbook

= CEFR bands exposure _\fs&( folding

/

bjo 1){\

Teachers greatly ﬁfit fr
Regular discusswm
Access to regources li
and practi N 3

them fr@g behinchi the'

|
expert ance on CEFR-compliant assessment.
ers address challenges and find solutions.
er support further enhances understanding

xtra support to struggling students to prevent
riting development (Fullan, 2015).

% elga%’t studgnts gain confidence through peer assessment, and
teachers s students' academic progress through both peer and
tléw sggijﬂ Forexample, instead of copying an essay from other sources,
asse Lsm t oul@elp students see where they have made mistakes and give
m feehbac fd>r tmuous improvement (Kearney et al., 2015).

i omet s resort to supplementary materials to replace textbooks that
lack Io | ref ces and provide additional challenges for their most advanced
nsure that their students receive the right materials and can

e assessed against the CEFR, they adopt and adapt the materials to
e tud{ms needs in order to improve their writing skills (Council of Europe,

To ep‘ﬁance students' language awareness and goal setting, teachers often utilise

descrlptors By providing clear benchmarks, these descriptors empower
learners to accurately assess their writing proficiency and strive for higher levels
of achievement, (Council of Europe, 2001).

N
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Table 4.12, continued

X
O

RQ Sub-themes

Themes Wnition

RQ4 = Grouping techniques
= Attending online courses
= Perform action research
= Extended guidance period
= Extended learning period
= Time management

= School management

= VVerbal feedback

= Written feedback

= Drilling correct answer

= Language error correction

S

= Visual learning minimise errors

Enhancement  To improve learning, teachers Moup students by ability. Brighter students can
help teach others, while t ho struggle benefit from working together.
Teachers should keep leafning by gtaking online courses and reflecting on their
work. Extra support angstime Can %students succeed (Fuchs & Fuchs, 2006).

Ss
4 \/\T

Management  Teachers neQQ(‘)6 Iana\t \Iesso@.ell to fit in tests. The school should help

teachers W@) dents) argsabsent™so they can still give tests (Wong & Wong,
2005). \

Feedback Oral itten nmits p@lass are highly valued by teachers to help students
g iiSe .

succ tirﬁ}f a student takes the feedback and uses it to become a
b ter (Hattig, 20

res e ertain corrections. A student's self-corrections serve as a
or fermative,;assessment through which they learn to recognise and correct
,Q their o mis@es in the future (Black & William, 2018).
\ ,? | Cr
I ’
by ) AS

Table 4.13 summarises the primary and mgAs,lgnificant S

groups. These sub-themes were determined @

S

\
Corrections Rhen studen rch:?constructive criticism from their teachers, they are expected
(O}: pond ake ¢
QL
il T/

s

ntifying those most frequently rated as highly important by participants.

u@z.mes identified through a triangulation of data from the three participant
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Table 4.13:Summary of Most Important Themes Responded by Participants for Researcugastion 4 derived from Semi-
Structured Interviews

No Themes Teacher Teacher Teacher Teacher Teacher Tea%z HoELP HoOELP HoELP SISC+
A B C D E ‘5-. A B C
1 Guidance / / / / / ‘ ' / / /
2 Enhancement / / \d /
3 Motivation / é I . N3
1S
4 Feedback / / / ¥ 4 J \'Y'
5 Peer-assessment Vz oSy {\Y' /
6 Extra material (4) W 8 /
7 Corrections / \ \? A
8 Management / ) 0>y c.}&/
q
9 Scaffolding % \j ._\<8: /
*HOELP = Head of English Language Panel Y: ’ T o) >
*SISC+ = School Improvement Specialist Coach c—) ; S
'3 s
N Nl
NI
\ o)



Participants identified guidance as the most crucial response when addressing
challenges encountered during the implementation of a writing skills ass
aligned with the CEFR. This insight highlights the significance of seeking @e and
support to navigate the complexities associated with introducing such ents. The
sub-themes associated with the main theme guidance are presented infable 4.14. This
tabulated summary encapsulates the key findings and insights_gleaned from the study,
shedding light on effective strategies for addressing challe &T

plelmenting CEFR-

aligned writing skills assessments.

\‘Z'
| S
Table 4.14:Themes and Sub-themes for the t eme \T
Y,

Impyrt nt
Highlighted by Partici ants
gnlig y p !\‘ ‘z__
Theme %
Sub-theme ssistance <g
ation O
unity (PLC)

Four sub-themes of ed.t0 address the fourth research
question. This study h ed z!fmsb’lentloned perspectives. The next
section delves mt;a@jetail i me of the challenges raised in RQ4.
The first sub-theme es i ion i .

e
L Y
n%order to address Re@cﬁ Question 4 (RQ4), the researcher extracted the

0 \ﬁmng concept of guidance from both the semi-structured interviews and the

& ment analysis. This question is closely tied to the challenges identified in Research
u

estion 3. Throughout the research process, the researcher garnered additional

feedback on many of the suggestions provided by participants to address their teaching
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and learning challenges. Therefore, in this subsection, the researcher explores the
various approaches adopted by participants to navigate the implementation

CEFR-aligned assessment for writing skills in ESL classes, which ali ithvtheir

strategies for addressing the assessment's implementation. A

Guidance is the process of providing advice and suppowelp individuals
overcome challenges in work, education, or personal li Sood (2016) states,

experienced individuals offer recommendations to i situatigns. S support

]
helps people reach their full potential by dev%essenti I ski iindd;&zing

informed decisions that benefit both themselves andysocietys In thi studvteachers

nd tions. Access to

n

e - Norcomlint e 3o
enefit greatly from expert guidance on the CEFR-compli asseéi@nt. Regular
discussions among teachers help ad emnge

resources like SISC+ and peer supp hr ce /ri&nding and practice. It
is crucial to provide extra supp‘orté%ggﬁng students ton\gevent them from falling

“ Q-
behind in their writing develop’N@t. \AQ"

X | }ls

Subsequently, the r arc% fitd(@ur sub-themes under guidance,

including one-t@assi@wofe@hal Learning Community (PLC)
N

involvement, p%gco ultatio :auhd meetings. The following sections will
elaborate @zub-t me. &
& ‘v >
L 9

a. \ -theme: One-to-O@ssistance

articipants highlighted that one-to-one assistance to enhance students' writing

0”5 aligned with CEFR standards. This individualised approach proved particularly
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beneficial for struggling or shy students. The following section presents findings from

interviews, teacher reflections, and policy documents. Y~
Teacher B focused on supporting struggling students. She eywzudents

understood the CEFR and personal learning goals. While using FR-aligned
textbook, she recognised the need for extra support, especiaIINeaker students.

One-to-one sessions helped these students build sentences@nd gsp concepts, aligning

their progress with CEFR standards. \d
]
LS
The next step | guess is | need to help the use most of the stu eﬂﬁwho do
, 'p likgt;zey can’t

that are weak students so I think they nee of p&%
copy-paste from the essay they have,to construgt theic own Vzr:ces on how

can do it. So that one actually % lot e- -onéﬁsions because we

just finish the middle exam right, real ability.

(@]
o
[%2]
@D
D
—t

Y

c} (Teacher B_Int1).
Q

d
\e &
She also added, “I u textbook ful uti@e textbook during my class,

and what and how | di emys ]den s}'wm give more guidance to the weak

students, so gene% tex@&r Bl so, it’s okay of it’s too easy for the
excellence Stud&e ause "t tur@%’wn their level based on the questions so
¢
iy

it’s not a preblemyfor them bu wou(ngive extra attention to the weak students. So

N
that’s it. Gén ,I woﬂ‘d\use the intermediate level for everyone ok, but
giv attention to the wea@l\la’ents ” (Teacher B_Intl).

N

There are situations where a teacher has a student in their class who is less capable
an the others in the group: “CEFR helps me to focus on my students based on their

needs” (Teacher F_Intl). This can be challenging for both the student and the teacher.
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When working with students with learning difficulties in the classroom, there are

different strategies that can be used. Y*
In order to effectively implement new policies, it is crucial to %;udents'

current abilities to prevent learning gaps. By aligning instruction an sment with
CEFR standards, teachers can effectively monitor student prog eachers play a

i Is.QItimitely, the CEFR

pivotal role in ensuring students acquire the necessary

provides a valuable framework for tracking student de

- Lo
Teacher B emphasised that one of the ways uld help the Weak st ts was

to tutor them one-to-one: “I'm still figuring oRhow \bs(Q eally @ Students.

Usually, my lesson is suitable for intermedi d \Bnc tudents:*Perhaps in the

next class I could offer more one-to-onxylan ion t? wichtudents " (Teacher

[

B_J9). The main aim of one-to-oE ass'i)tance%vld essd)%e of the concepts that

q
need to be explained to the studentSyThrou isinnovatiye strategy, important social
information can be imparted: -é\
N
F &

4
Accurately '@ng Slu \ abilities~is essential for effective policy
eachers pﬂ? hlcial@%’in aligning assessment with CEFR to
¢

implementation?

2 9

ensure stuwauire e necessary @Is. By providing individualised support, such
as one-‘(n} explaﬁ ions for s{ﬁgling students, teachers can enhance not only

aca performance but a@ocial skills. This approach benefits all students,

inc g those with special needs. Ultimately, the CEFR offers a valuable framework

0{ racking overall student progress.
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Discussion Sub-Theme: One-to-one Assistance

le

4

Classrooms are composed of students with varying abilities and Iearn'ng

Addressing these diverse needs can be challenging. Teachers often em I%a

such as breaking down tasks, providing additional support, and cre positive

egies

learning environment to provide one-to-one assistance to struggling stzents. It is also
beneficial for students with autism and can also be applied ort students with

learning difficulties in general education settings. By offeri onallsed support and

structure, teachers can help students overcome challengeswin cl ssMeaQag a

N
positive classroom climate with clear expectation back, an jit'on&%?rucial
’ N~
for student success. NV
In addition, individualised supp@s one-to- ssi@%e, is essential for
addressing the diverse needs of s&% By ta \ﬂg?ust ;{k‘m to specific learning

styles and abilities, teachers c deeﬂar en mezné'a?id personalised learning
experiences (Tamlinson, 2 4%& l ~This ap h complements whole-class

instruction by providir% d suppart fo thds@o require it. Ultimately, creating
4 2
\aud ts @rive necessitates a comprehensive

an inclusive classr where|
understanding individ e anzﬁﬂvfe implementation of strategies like

individualise rt to'maxi

!
se‘ea{rﬁiﬁb potential.
>

eme: Expert Corxsgt.ation
5

addressing complex challenges that affect learning effectiveness, participants

& is study highlighted the importance of seeking expert consultation. Drawing on the
ins

ights of experienced professionals can provide invaluable guidance and support in

navigating unforeseen obstacles or existing issues. Qualified experts, with years of
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practical experience and knowledge gained from similar situations, offer valuable

perspectives and advice to address challenges effectively. Yv
Participants described consulting experts within or outside their ;gkg one of

the strategies for tackling CEFR assessment challenges. Prior to the entation of

CEFR-aligned assessments, certain teachers, such as SISC+ Nead of English

I.N“m the|r districts and
me, oWrtlmpams

a pathway to address challenges related to CEFR ass ents, particul y'in Qﬁg&?\g.

4 b &

The answer to RQ4 emerged from the se ruct e i t iew c@fucted with

the participants, which led to the discove@l su

Five participants indicated that they meedwi
support in implementing CEFR- alged %se%sn%ya ic

N\%
Head B highlighted “ST an a Telegram group within her
district, spearheaded b%l trict J l ulatih-JU). Amid the movement

restrictions orderKsslegraq gr\erved (ajwrtual platform for teachers to pose

Language Panels, served as key mediums of informati

schools. Expert consultation emerged as a significant

an %\ﬁconsultation.

the e@rts they knew for

a% in relation to grading.

questions and em\g ideas to C@fi aligned assessments. Similarly, Head C

es, emm we do. we have our JU; we also have our CEFR group in telegram.

0‘& whatever teachers every teachers in the district are there so that we could ask

and answer questions among ourselves. so yes.

(Head B_Intl)
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Teachers emphasised the importance of seeking expert guidance. To enhance their
understanding and implementation of CEFR-aligned writing assessments,
teachers turned to experienced professionals for support. Teacher B sough \rship
from a former teacher and SPM examiner, while Teacher D Ievera@&binars to
deepen her knowledge. Additionally, Head C found invaluable assistamm her chief
examiner, who possessed extensive expertise in CEFR-based gxampapers. Teacher B
also benefited from consultations with her group leader e Yt:c'arify aspects of
CEFR-based written assessments. These examples lecti Iy\un.ds‘cor‘ez_' the

significance of external expertise in facilitating teach ccessful i Ie'ne‘@'on of

CEFR. Y.’ \f é\%}”

okay | guess we have person li %nd, i xa@gr so | most of the
ek we used to have him once

time like contacted him and se i

dviw}
for our panel PLC so that e% us aﬁﬁ a @d us to how to go about
and marking using this rk, oﬂ . q (§°

\ ' ‘%‘é (Head C_Int1)
el
I would refer to my previo le'a Wﬁb Iso my previous leader in marking
SPM. She @s bei‘g my entor%yes, I always refer to her any time, |
S

need to w ething, (Q
% ¢

o
D

ilely @t writing...
% O (Teacher B_Int1)
ol
& was confident i hggbility to implement CEFR-aligned writing skills

"

Nents due to her experience as both an excellent teacher and an SPM examiner.
; I

everaged her existing training and expertise to introduce these assessments.

qjltiple participants shared Head A's experience, as they also held positions as SPM

examiners. Six of the study participants held this role, demonstrating a strong

272



connection between the study participants and the assessment landscape. This overlap
provided them with a deeper understanding of CEFR and its application in high

examinations. Below are the extracts from their opinions. ('}

okay, networking wise not really, I will just discuss with teac mrthe English
panel because err... we are quite close, most of us are examiner'and usually we
will make use our experience in marking to use CEFRealigned assessments in

classroom... '

\@9 AY'.DH)

| &
es to us

We do it among our English panel becaus y areywe one/who GQ?S
they have the same problems that we facvh n\n'\h eour | meetings
we bring up the challenges and we Nr’ olv

best that we can. Since
we are examiners, so we can K k to ou ingé@tice to be use in

£
(..)
Q&

(Teacher A_Int1)

7

classroom for CEFR. \T
S

&
AN
‘@‘he sake of marking students’

ur examiner leader also assists

We also have examToup 1
essays. So we o% it in}
us and havin%ri sl ‘1'00{ .

\& 3 O (Teacher B_Int1)

i
¢ ? C.)
An o refer to qur examiner leader for SPM who always supportive if we

w chalfe regarding CEFR because SPM also using the same format

SPM. N
9

\? (Teacher C_Int1)

No, I think if we face this kind of challenges, we will you ask our colleague okay
we will discuss on that and if it doesn’t solve, am not sure who are we going to

refer to, usually we will discuss among us. Me and my colleagues are examiner
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for SPM, so we usually refer to whatever we have gone through in marking. It

does help us so much, so we can exchange opinions among us. T

the national head coach could serve as references for her also said that

In the case of Teacher C, she was aware that both the dIStI’IQﬁ head anch and

SISC+ played the role of teachers, visiting her school to he achers with any
concerns regarding the implementation of the CEER. se people were there
to help the teachers. This provided them acces ide llange f experts
available for contact at any given time.

Just are not only JUD but we have JUK in our distri€t: ' -\

! e%’fer C_Intl)
SISC+ as well okay, so if therexamngs tha unc@‘about assessment
S

and so on and how we are assessed and WTre he'people that we refer to

astiyear tile’)re are courses about item

because even before they s

building okay, also for Iving a essm t‘for and so on so everything

makes things cleare rt th n access the students not only
for formative agSessment but fo yaw ssment as well.

% (Teacher C_Intl)

i‘v

Teacher |nu dbys thé‘) tead of her district's JUs and SISC+, she

had partici a se ies b| that provided knowledge about CEFR. This

materi help h’er ealﬂNlth FR challenges that may arise in the classroom:

“0 m how to handle the |”;3 is maybe to refer to other schools, maybe the JUs or

the SISC+ for our district or maybe joining webinar to that can help to enhance

0 understanding about the challenges” (Teacher D_Intl). Since the introduction of

the Movement Control Order (MCO) in her district, active programmes, such as
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webinars, have been introduced to help her and other ESL teachers do their jobs more

effectively.

Expert consultation proved invaluable in clarifying parﬂmpant&grelated

challenges, particularly in writing and assessment. The availability ledgeable
support is crucial for teachers. Timely problem-solving and cowlve discussions
are essential to address ongoing implementation issues. T MYstr.y's commitment to
supporting teachers is evident in the Roadmap 2015- , Which e s the role
of expert involvement. By leveraging expertise, teaehers can effect elf/.\zgxame

challenges and successfully implement CEFR- allgn ssessments Y~

Sv s
According to the English Langua{%* io 2015{ 25, the expert
panel will consist of highly experlenmqlt% ar Q\iliar with CEFR.
According to the Ministry's pI n; uatl

i u oth)%ﬂportance As a result,

there are several phases to fanw\ teach the Aémppollcy, involving different

parties and departments of t istry %\
'S
‘&
In the cont w

,;i/

E refo\‘_r&? engaging with the stakeholders can

be d|V|d two ases éée’ordmg to the purpose of engagement:
befor r ([éd as the national agenda, and during the
t|on involved meeting those who were expected to
ff ted .g., MoE officials, teachers, teacher training,

tltutes universities, @J) so that they could bring to the table not only
concerns that needed to be addressed, but also knowledge, expertise, resources,

and experiences that could contribute to the development of an effective and

0 E acceptable plan.

(Doc_ELR_2021, page 25)
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The Roadmap 2015-2025 stated that teachers can turn to more experienced
teachers in their respective subject areas if they have issues. It is also i t
to use a group of knowledgeable people to share thoughts and vie nt nd

discuss any issues that may arise in relation to the CEFR. :

Any teacher can report problems, and they can be solv experienced
teachers with the necessary expertise.

(Doc_ p 2015, page 54)
Work on CEFR has been progressing for over ears, ocument
is long and complex. It is beyond the capacitysof any sing |nd i tc@'ﬂe
and few if any individuals are likely to le to understand 4 FQLI. in its

entirety. Implementing CEFR and even Cﬁh J herefore

require the cooperation of a group o op wit e ent@. sand high

levels of expertise working clos eIM &
oatlmap_2015, page 104)
N
S
The role played by S IS als mp ar‘ﬁ i <ﬁsTtroducmg CEFR-aligned
assessments in schools, ens rrr |ISh language proficiency and
pedagogical skills that% canc %:J; in their teaching. Moreover, this is

in line with the fo \Qt enV||s ge the Qfman Education Blueprint 2013-2025.

Schoo rfnt% sté?ches (SISC+)

ol In'rp ‘ent Speeialist Coach Plus (SISC+) programme was set up

2 13 to help teache@) prove their English proficiency and pedagogical

Skl||S The programme employs experienced teachers and educators who have
‘éachleved excellence in curriculum, assessment, and pedagogy to provide
0 integrated coaching in these areas. They occupy full time positions to allow them
to work more frequently on site with more teachers in lower band schools, i.e.,

those in Bands 5, 6 and 7. The intervention of School Improvement Partners (SI
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Partners), with the involvement of peer coaches, heads of panel (Ketua Panitia),
and school principals will greatly assist the development of effective W

language teaching practices.

(Doc_Roadmap @e 117)

Advantage is taken of the expertise of teachers who can beco% resources for
their colleagues in another initiative, namely SISC+ ( | Improvement

Subject Specialist Coaches) at the District Education Offices. The SISC+ are

ea i'1g of English in
tedlin hift_Four.

hools to coa h’ea hgg;nd

Expert teachers are deployed to Bands 5, 6 an ‘&
support them so that the curriculum is i entec}a in ded.%here are

currently 800 English Language SISC#¢coac s\epQ ting tlﬁmghout the
country. :\, ‘1 é\
\ (v

oad@)_ZOlS, page 192)
\ K9
&
The experts cited by the @ in tHe few.dacum already mentioned have
&
shown that the Ministry is conCegped eveléreadiness and awareness of
Led in s¢h

teachers in relation to the CE% introd
g b g
rt d

' éasm el @r’to primary school. This will ensure
that all concern@ ad ed dual@ the new policy can be implemented

assigned the task of further improving the teachi
line with the transformation of the system as st

o@. It is important that the Ministry
of Education providg,an ex

e N O

successfully. IS nojman- fislei’d)so cooperation is needed on all fronts.
N

A

Y

e complexities of C}FR implementation and address associated challenges.

: 3 ’QJ;!
S ary, expeft consultafion emerges as a critical strategy for teachers to
navigate

tering collaboration and knowledge sharing among stakeholders, teachers can

Oness collective expertise to enhance teaching and learning outcomes aligned with

CEFR standards.
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Discussion of Sub-Theme: Expert Consultation

The study highlights the crucial role of Ministry-trained education g&s In
supporting teachers with CEFR-aligned assessments and curricula. Theis %I ility

facilitates effective communication and problem-solving. Expert consultatien in ESL

classrooms offers a multitude of benefits for both teachers and %z By providing

specialised knowledge, skills, and perspectives, experts ca icantly enhance

teaching and learning outcomes (Brown, 2016). Participant S|se‘i the importance
of consulting with chief examiners and examiner team Mﬂd %ER-
based exam formats. Aligning assessments with criteria, x‘mﬁtﬁed by
examination papers, helped teachers focus on a st t ) all Ia'hguage skills

rather than just exam performance. c\/ Q\
In conclusion, the study undﬁgsres the \I'twgl
N

teachers' ability to implement Iign@d as en xpert-led coaching and

mentoring significantly enhince acT |dence@d competence in developing
sment [tool
e

and using CEFR-aIig%

s ( !JI , 2015). To further enhance the
effectiveness of the FR mtei;

i %
beyond eX|st|n an e e 0 n|t|es for teachers to engage with
examlnatlon B mves gﬂ ro ssmnal development and providing wider
‘\
access % tise, M strye&t significantly improve teaching and learning

out%&
o‘é Sub-theme: Professional Learning Community (PLC)

The Professional Learning Communities (PLC) programme serves as a

f expert support on

nt

M

should expand the pool of experts

alaysian schoolsg}'

comprehensive initiative aimed at supporting and enhancing student and school
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performance through five major strategies. It symbolises the Malaysian Ministry of
Education's commitment to challenging, motivating, and assisting schools in |m
their performance. Additionally, PLC refers to teachers who work coIIab@w and

continuously engage in inquiry or action research to achieve better OLHA@ for their

students (Johnson et al., 2023). ?

PLCs have emerged as a valuable tool for enhanci ¥ r collaboration and

supporting CEFR implementation. By fostering kno harmgW-solving,

and resource development, PLCs have empowered teachers to addres hille@}nd
improve student outcomes. The ability to connect with,colleagues, share bewpractices,

grati 8f CEFR into

Ian%q for teachers to

and receive support has been instrumental n\ﬂac/ atin

classroom practice. Additionally, Pr{? provi
men

collectively develop and refine asse t tool ‘hg@(?v CEFR standards.
@

Head C emphasised tha C le n er. dlng that teachers need to
adapt the teaching material Ievel’ of th sl d order to be fair. At the same
time, the PLC is also @%@Ie hefi e& d to standardise the assessment of
students so that e \hche@ sam ssment method: “but one good thing
like doing PL@: th t way kdep ndlng ourselves like this level of students

need cert ials and another of students should be in category and what
4
ik

not, in e are rem OQWVGS to make use of the framework” (Head C_Int1).
Th\klso added that: “We\rc;a?d PLC, where we sit together, we discuss the matter

n we had some sample scripts especially after topical and final year exam last

Or we did sit together and we discuss together. the sample script together with marks

how much the teacher gave. so that's how we do it. that was before” (Head C_Int1).
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Teacher A was able to share everything during the PLC, where any materials or
notes she received would be uploaded to Google Drive and shared with the gw
that everyone could easily access them. Teacher B shared that PLC is a wa@ and

the teams at school to share ideas and find solutions to issues, inclu FR, and

Teacher D echoed this sentiment, saying that it was the same for her. ?

Yes, we do. In fact, when | attended the course, | was giving them a live PLC.

is Whoto and
ing/so th op't t&[get,
h

so during the PLC that we are having the for e so it’s alw yjt

So whatever that being said or been mentioned
I'll try to type it that whatever information and I'm
or us

to refer. Anyway, for PLC purpose everythi ill bg-th Ggogle dgive so it's

easy to use it later in our PLC that we ngombi M t. Y\-"
\, °'\ : eacher A_Intl)

& &
Okay, from what | know, vwe do o\%&te é(-\the exam that is also
considered as PLC, so yg%o PLG atle hreQﬂ‘_Fﬁes ayear and yes during
that time we do discus nges an do trA‘ff}’come up with what kind of
solution can you do t can we do t hel.;%}e students. We consistently do

(
PLC every % \“ “é};

\ Q (Teacher B_Int1)
A §

|
I can \C with Gth Pﬁchefﬂike you know, having sharing of opinions,

th@and experiepces of mal way. Just having or maybe can utter the
:w the pﬁ'n eefing S0 on.

%
S

\ (Teacher D_Int1)
QE Meanwhile, Teacher E revealed that the purpose of PLC was not only to improve
e

r teaching, but also to address any concerns about teaching and learning: “We also do
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PLC to share our lesson and teaching to improve our teaching and to solve any

challenges” (Teacher E_Int1). Yw

According to Teacher F, PLCs provide an additional opportunit%ghers to
engage in in-depth dialogue on a variety of topics related to student ing, learning,

and assessment. The video comments they provided were a greM to her and the

team in their efforts to improve their teaching. E .i '
Yes, in our panel, in terms of teaching we didasideo critic WM onertook
P g ry \vzfo

at the video and then we discuss what can @ve and c r(’m_Qc@video.
And we also did the PLC on marking si of odir ers {r:g*the SPM
i \S on that, We share how

Sis 22 e give marks.

jud@tem overall.

AN
E(q o >\v o}& (Teacher F_Int1)

q
&
PLC has been identifiecmne f«%g in@ich participants can address
challenges in the clas%c cludin[ the EF@ is fascinating to see teachers
oth

. L dhd . . . .
collaborate with ea& al Y:bol\l e to Share information to drive their own
professional de\@nt. It

o

can be seen a ssful and eﬂ'cizaia teachers to improve their understanding of

& D¢

-\. N
C.)
\Re erences to the impor%ce of PLCs can be found in the Malaysian Education

markers for the latest syllabus, KSS

to mark the sample of the studentsfto

We don’t judge based on the len he text bu

e thak&e'lntroduction of the PLC by the Ministry

%int 2013-2025 and the English Language Management Guidebook, as shown in

Qure 4.11. PLCs are described as integral to collaborative learning, enabling teachers
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to share knowledge, skills, and expertise to improve teaching skills and academic

performance. Yv

Selected examples of programmes in Malaysian schools

Programmes

From state and district level From school level

Milam Excel Programme ELITE Programme

1Malaysia Reading Camp Strengthening Pedagogy NILAM Programme

LINUS SAGA Al-Fatah Programme

PBS TELT Big Brother/Sister Programme
SMART 200m Programme Mentor-Mentee Programme
PLANT Final Acceleration Programme Excellent Student Award
SMART Prayers Camp Answer for Success Motivational Programme (UPSR,
TASMIK Class UPSR Metivation Camp SJKC PMR, SPM, STPM)

MBMMBI Success in UPSR Programme SJKC Techniques to answer questions/

PPSMI Professional Learing Community marking scheme
PROTIM (PLC) UPSR Clinic

School Improvement Programme TORA TORA Teaching & Learning Planned Revision Programme
1 Student 1 Sport for Teachers Junior teachers

1Malaysia Run MSSN SPM/PMR. Clinic

1Malaysia Grassroots Camp Hockey Talent Camp Enzyme-making Programme
Identify the Talent TID Programme Language Vilage Gardening Programme
MSSM MSSD School annual sports

SJKC Bahasa Malaysia Campaign Integrated Uniform Unit Camp Project “Boom”

Competition 1 Teacher 1 Co-curriculum
Sports and Games, Clubs and SERASI Programme
Associations and Uniformed Bodies LESTARI Programme
“Syiar Islam” Development KEKAS Programme
Programme

SOURCE: Focus group discussions

Y s@e: Doc_MEB_2013, page 160
Figure 4.11: % one c}ﬁ‘gr‘a@s in Malaysian schools

&
Another ref N thelimp ance zoé_)c is found in the English Language

Management Mook wpe

teachers i ring knowledde al

is &9}1 of collaborative learning that can assist

’
S '(vNith their colleagues.

Aﬂlaborative pIanni@fs encouraged through Professional Learning
\Communities (PLC). PLC enables teachers to meet regularly, share expertise,
and work collaboratively to improve teaching skills and the academic

0 performance of their pupils.

(Doc_ELMG_2019, page 10)
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Other than that, in the same guidebook, PLC is described as a programme of

continuous professional development for teachers. Yv

TEACHERS’ CONTINUOUS PROFESSIONAL DEVELOPMENT
PROGRAMME

Teachers’ development programmes need to be plannemelemented to
enhance the knowledge and skills of teaching through p mes such as CPD

and PLC. PLC activities serve to improve teac owl*dge and skills,

involve the sharing of expertise and working co eet§ of English

Language T&L such as pedagogy, methodol and content k edaa)iauld
be included during the in-service training ns. =
&y

Overall, PLCs benefit teach in )eaching Iea@ﬁ} by providing
opportunities for professional devel%‘wt, collakhio‘, déédressing challenges in
N

pedagogical practices. By eng%n PL% act iﬂes%@hers can enhance their
mentr omes. ‘\A

teaching practices and impr
(’2? Dj' S
:
Discussion of Sub-we. ri):NgQ Learning Community (PLC)
Professio@ing 'ities F&Cs), as defined by Hord (1997a), involve

¢

coIIaboratioEG@en scho Iﬁis@}?rs and teachers to study and share teaching
I

N
and Iear%' s. Thi Porativ%pproach encompasses all members of the school

conﬂy, both internal and@nal, to promote collaborative learning and enhance
c X‘s academic achievement (Senge et al., 2012; Salleh & lbrahim, 2020). The

% ept of PLC was introduced in the Interim Strategic Planning 2011-2020 of the
a

laysian Ministry of Education (MoE) with the aim of improving education for

students and teachers alike.
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Research by Ismail et al. (2018) found that some Malaysian teachers exhibited a
lack of motivation to collaborate with colleagues or engage in professional develwm
opportunities such as conferences, short courses, workshops, etc., to e@their
teaching practices. Research indicates that PLCs positively ﬂ& teacher
development. While some studies suggest a lack of teacher motivation f@r collaboration,
research by Salleh and Ibrahim (2020) found a strong link be eeMCs and teacher
growth. PLCs were shown to significantly influence teac &k.

plice learning and

career advancement, enhancing their teaching practices overall p nalism.

| S

This aligns with the findings of this study, re pa;tic an hrghtzghted the
Y
value of PLCs for professional developm nt and addr

Based on the findings of the study, Lx%bt 0 pri oalsc;ggpmving teachers
grou

professional development throug w algksharmg, and open

%kr
discussion, and enhancing teachers ational as “tlon@dent achievement, and

success through more effectrve rs hrngQ

S
d. Sub-theme: Pane etl .‘ 40

Essentrally e dof gll ang Panel (HOELP) is the leader of a group

Iass@' challenges.

of English Ia eaTe? y!)rk(tggether to ensure the effective teaching and
Iearnlng within the'school e HoELP conducts meetings to oversee annual
prog I‘OjeCtS and actl\ug%; aligned with the school's Curriculum Strategic
P secretary, elected from among the members, is responsible for recording

etlng minutes, documenting discussions, and distributing relevant materials to panel

mbers
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The English Language Management Guidebook (2019) mandates panel
discussions on assessment-related topics. This collaborative approach ?ﬂ!s
consistent understanding and implementation of learning objectives. The@ﬁound
that panel meetings provided a crucial platform for teachers to address s related

to CEFR implementation. These discussions facilitated open dialogue and shared

problem-solving. \’
: l

Head A emphasised that in her school, any conc t ariseriscussed
]

in the English Panel meeting, and there was ver%onsult ion ni parties not
associated with her school. This was because her s | hadgthree celleni-t\eachers,
including herself, an item writer for the CEF@Z %@tly orgér\k/ materials,
and teachers with a total of 20 years tgﬂyg experi

advantage for them to have experi C W(T I(/Jldh@rk together on their
subject to find the most eﬁecti\/e@ togall chall 4l ges@

err..okay, netwo ki@ notL i"wi I~Qs\t discuss with teachers in the
English panel t% rr.. W‘e éand then we will discuss how to
err how ;mut it ri\ \gu.e

S

well.okay, beCause b.}(, eading you can learn new vocabulary
N .
andy Near new Style of g i guess that helps also..err in after an

ce. Therefare, it was a great

i

iting also most important thing is the

N> . :
% ct sent )he co@ct them to be used i think they can write better.
¥
\C-) (Head A_Int1)

N

§ okay, that is the good idea but normally we will just get together during the

panel meetings and then err we then we will discuss and we will have this part
called the sharing session okay whereby we share tips on how to go about
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students' writing okay. or how to tackle students’ errors or how to tackle or how

(@;nu)
ssiong

Similarly, Teacher A frequently engaged in collaborative disﬁs
E

we can improve students’ vocabulary and also grammar wise.

with her
team to address challenges pertaining to classroom assessment a% FR: “We do

it among our English panel because they are the one wh ck?'«! us, they have the

'ng%ng up the
challenges and we try to resolve it to the best that wegcan” (Teacher A )® T
N
IS

Although there were only two ESL tea t TeQ ' schoely;rmluding

Ny
thgmain-platform for them

@ go through the

same problems that we face and when we have our pa

q

Oo yes because in m ml th rMo I@ish teachers. Okay, so every
year even though that we are ,eac g|al the same form and this only
between the two of us okay, wg* s.go@/rough the SKP and also SOW every
year to ma e that'w\l'lx

since before thig we
(ﬁ d
t 4
r
;\ (Teacher C_Intl1)

Teacher E disclosed her readiness to raise any concerns regarding the CEFR

during the forthcoming panel meeting, noting that these issues would subsequently be
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escalated to a higher level of expert consultation. This consultation tier involved the

SISC+ and the District Coach. Y-

Yes, we have discussed about this in our panel meeting an 0, Qe have
express, and over concerned about this to SISC+, they asked?@ut what we

are facing when CEFR first introduce, so, we have Ju, SISC+ and head of panel

: ('I' eacher E_Int1)

tiin‘%?@ving
coi?:e ensive

as well.

A subtle distinction observed in Teacher F's respanse was her as

no difficulties in implementing the CEFR. This indication syg sts

understanding of the CEFR and the ability to,ad engesy.iRtependently.

dre
However, Teacher F expressed readin@ for Wny diti&ﬁ)’aﬂ concerns during
panel meetings for further discussion.and potentiakres - AL
5 &
6 ",
of

No, | think if we face thi

we will discuss on t

\ ; %(J (Teacher F_Int1)
& N
Panel rr% serye as es Bﬂal n_l%-ﬂ')rms for internal discussion and problem-

solving ar@nglish languiage t rs. These meetings contribute to improving
4
litati

teacm and facilita I'fg ef@ﬂve English language programme implementation.
C.)
Thﬁ@ h Language Managa'nent Guidebook emphasises the English panel's crucial

% overseeing all related programmes. Panel members collaborate to address

Oriculum, activity, and programme-related issues, ensuring optimal solutions.
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g. Conduct panel meetings to monitor the yearly programmes, projects and

activities conducted in line with the school’s Curriculum Strategic PlanY.

(Doc_ELMG_ 29)

In addition, panel meetings also serve as invaluable platforms for ESL f achers to

collaborate, share best practices, and address common challengw forums align

with the English Language Management Guidebook's empha: onltorlng yearly
programmes and activities, underscoring their importance i CEFR -aligned
curriculum and assessments.
\
i‘v
Discussion of Sub-Theme: Panel Meeting Y. \,‘T
T

s fo L teachers to

English language panel meetings c
collaborate, share best practices, and en th overal ualit@ English language

education. These meetings ar r cSrrlcu@n implementation and
teacher support, fostering coI on, idea_exc nge é&problem -solving (Fullan,
2015). Panel discussions si tI tfntrl te to t@tegratlon of the CEFR. While

external support is va% internal q'a n W|thin schools, even those with

\f @, . .
smaller ESL depa has |‘rove fec tkvgummately, panel meetings are crucial
for overcomi an I vlng’)&p}mal outcomes.

) O

*, S
4.3.4.2 Q@ y of R QueéTon 4 (RQA4)

% 5

chapter explores\%;?ategles for implementing CEFR-aligned writing

‘énents Participants emphasised the need for support, including one-to-one
olstance expert consultation, and Professional Learning Communities (PLCs).

Teachers and educational experts are key stakeholders in this process. Teachers require

ongoing support to effectively implement the CEFR and utilise it for assessments.
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Educational experts, such as experienced teachers or those from the Ministry of
Education, should provide guidance and training. By investing in teacher devel

and fostering collaboration through PLCs, the successful implementatio@}EFR-
aligned assessment can be achieved. To address these challenges, two r&endaﬁons
emerge: 1) teachers should be given opportunities to serve as examineWhance their
assessment skills, and 2) comprehensive training similar Mrovided by the
Malaysian Examination Syndicate (MES) should be offe &;hfrs. These steps

will empower teachers to effectively implement C -alig d\cs#wents and

L
improve student outcomes. é | _\c}
&y

P 4
44  SUMMARY \3 w\\ ST
This chapter demonstrates te\ ng',positive tio@( CEFR-aligned

assessments, as evidenced by theirq%mnses t %ch ion 1 (RQ1). While
N

recognising implementation ch% teachers vi th(ﬁlR as a valuable tool for

enhancing teaching and learning®The rther stigated teachers' language

dss@nents (RQ2) and identified key

learning strategies for% ligned
4

obstacles to implementation (Il?

assessment accessibility a i
5 !
constraints.

s demonstrited’ rea’ﬁ&ce in seeking guidance to overcome these

ding;{é%aled a correlation between CEFR

Ieméx(ion, despite challenges such as time

. N - .
challen% ). Ingeonc }on, te@hers exhibited a willingness to embrace CEFR-

aligned ‘assessments and succes\d’gﬂy implemented the framework in their classrooms.

N
N
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