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ABSTRACT

This mixed method sequential explanatory study examines the perception of
teaching preparedness of Living Skills teachers who graduated from Universiti Teknologi
Malaysia. Teaching competencies related to future teacher preparation, proposed by
Darlin-Hammond et al. (2005) served as the conceptual framework. One hundred and six
participants who graduated from the year 2010-2013 responded to an online Teacher
Preparedness Survey making up about 55% return rate. A follow-up interview was
conducted with twelve participations, which include participants who scored on the high
end and scored at the lower end of the survey scale. One of the most consistent themes
that come through this study− quantitative and qualitative− was diversity. In the
quantitative part of this study, the aspect of supporting diverse learners found to have the
lowest overall mean score among other aspects of teaching preparedness. Multivariate
analysis detected a significant effect of diversity, teacher characteristics and school
placement variables on aspects of teaching preparedness jointly. Significant differences
in participants’ perceptions was found associated with demographic factors were
participants’ year of graduation, school location, students’ ethnic diversity and teachers’
ethnic diversity. In addition to the quantitative findings, interview data found several
themes that further explained the quantitative results. Thematic analysis identified four
themes emerging in relation to aspects for which participants’ felt very well prepared,
including a) planning and delivering the Living Skills curriculum, b) managing extracurricular activities, c) using technology to facilitate tasks outside of the classroom, and
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d) collaborating with other teachers. While participants felt less prepared to a) deliver
lessons to Non-Malay students, b) handle classroom discipline, c) teach with the lack of
instructional materials, and d) use School Based Assessment (SBA).

v

TABLE OF CONTENTS
List of Figures ......................................................................................................... v
List of Tables........................................................................................................... vi
Acknowledgement………………………………….. .............................................. vii
Chapter 1 INTRODUCTION ................................................................................... 1
The Problem ..................................................................................................... 5
Purpose of the study ......................................................................................... 9
Research Questions ........................................................................................... 11
Operational Definitation ................................................................................... 13
Significance of the Study .................................................................................. 14
Summary .......................................................................................................... 15
Chapter 2 REVIEW OF RELATED LITERATURE ................................................ 16
Education in Malaysia ...................................................................................... 16
Educational Reform in Malaysia ................................................................ 16
The Integrated Living Skills Curriculum .................................................... 19
Teacher Education in Malaysia ......................................................................... 21
UTM Living Skill Teacher Preparation ...................................................... 25
Generic Skills ............................................................................................ 28
Teacher Preparedness ....................................................................................... 29
Teachers for the 21st Century Classroom .................................................... 31
Teachers’ self-efficacy ............................................................................... 33
Conceptual Framework ..................................................................................... 34
Outcome Measures: Teacher Preparedness ................................................. 36
Preparedness in Teaching Diverse Students ............................................... 38
Teacher Characteristics .............................................................................. 41
Teacher Placement: School Aspect ............................................................ 43
Continual Quality Improvement (CQI)....................................................... 44
Summary ................................................................................................... 46
Chapter 3 METHOD ............................................................................................... 47
Research Design ............................................................................................... 47
Population ........................................................................................................ 49

vi

Sampling .......................................................................................................... 50
Quantitative ............................................................................................... 50
Qualitative ................................................................................................. 51
Instrument ........................................................................................................ 52
Quantitative ............................................................................................... 52
Qualitative ................................................................................................. 54
Establishing Validity and Reliability of the Instrument ..................................... 56
Data Collection ................................................................................................. 58
Quantitative ............................................................................................... 58
Qualitative ................................................................................................. 60
Data Analysis ................................................................................................... 61
Quantitative ............................................................................................... 61
Qualitative ................................................................................................. 62
Chapter 4 DATA ANALYSIS ................................................................................. 64
Demographic Information of the Participants ............................................. 65
Research Question One .............................................................................. 69
Research Question Two: MANOVA Analysis ........................................... 76
Qualitative /Follow-up Study ..................................................................... 81
Identifying Themes .................................................................................... 83
Summary ................................................................................................... 89
Chapter 5 DISCUSSION, CONCLUSION, RECOMMENDATION ........................ 90
Summary .......................................................................................................... 90
Summary of the Study ............................................................................... 90
Summary of the Method ............................................................................ 91
Research Question One ..................................................................................... 92
Summary of Findings................................................................................. 92
Discussion ................................................................................................. 93
Research Question Two .................................................................................... 100
Summary of Findings................................................................................. 100
Discussion ................................................................................................. 101
Conclusion ....................................................................................................... 104
Recommendations for Practice .......................................................................... 106
Limitation of the Study ..................................................................................... 109
Recommendations for Future Research ............................................................. 110
References ............................................................................................................... 111
Appendix A : Outcome-based Education CQI Flow Chart ....................................... 128
Appendix B : Living Skill Program Overview ........................................................ 130

vii

Appendix C: Survey Permission by Owner ............................................................ 137
Appendix D : Survey Instrument: Malay & English Version ................................... 139
Appendix E : Concsent for Research ....................................................................... 153
Appendix F :List of Panels...................................................................................... 157
Appendix G: Correlation Table ................................................................................ 159

viii

LIST OF FIGURES
Figure 1. Population Distribution by Ethnic 1970, 1991 and 2010 .......................... 5
Figure 2. New Approach in Malaysia Teacher Preparation Program ........................ 9
Figure 3. Pathway to Become a Certified Teacher in Malaysia ................................ 24
Figure 4. Conceptual Framework ............................................................................ 36
Figure 5 This figure describes the pattern of ethic distribution ................................. 40
Figure 6. Suggested assessment methods to assess academic programs. .................. 45
Figure 7. Sequential Explanatory Design for the Study. .......................................... 48
Figure 8. Slider Scale to Measure Perception of Teaching Preparedness .................. 70
Figure 9. Distribution of Teachers’ Preparedness Responses ................................... 76
Figure 10. Mind mapping codes into possible themes for less prepared aspects. ...... 83
Figure 11. Mind mapping codes into possible themes for highly prepared aspects. .. 84

ix

LIST OF TABLES
Table 1 Core and Options Component of ILS Curriculum……………………………….20
Table 2 Classification of Courses (Compulsory, Core and Electives Courses)……….26
Table 3 Classification of Courses (Electives)………………………………………………27
Table 4 Number of Living Skills Graduates……….……………………………….....50
Table 5 Number of Sample by Graduation Year……………………………………...51
Table 6 Reliability Coefficient ................................................................................. 57
Table 7 Participants’ Prior Working Experince ....................................................... 67
Table 8 Participants’Demographic Information....................................................... 68
Table 9 Min, Max, Mean and SD for Design Curriculum Domain ............................ 72
Table 10 Min, Max, Mean and SD for Support Diverse Learners Domain ................ 73
Table 11 Min, Max, Mean and SD for Use Assessment Domain ............................... 73
Table 12 Min, Max, Mean and SD for Productive Classroom Domain .................... 74
Table 13 Min, Max, Mean and SD for Use Technology Domain ............................... 74
Table 14 Min, Max, Mean and SD for Develop Professionally Domain ................... 75
Table 15 Min, Max, Mean and SD for Overall Preparedness ................................... 75
Table 16 Multivariate Effects on Deoendent Variables ............................................ 77
Table 17 Significant Univariate Effect for Teacher Ethnic Majority ......................... 78
Table 18 Significant Univariate Effect for Student Ethnic Majority .......................... 79
Table 19 Significant Univariate Effect for Graduating Year ..................................... 80
Table 20 Significant Univariate Effect for Scholl Location....................................... 81
Table 21 Coding System for Interviewed Participants .............................................. 82
Table 22 Aspects Perceived as Highly Prepared ...................................................... 86

x

Table 22 Aspects Perceived as Higly Prepared (Continued) .................................... 86
Table 23 Aspects Perceived As Less Prepared ......................................................... 87
Table 24 Suggested Items for Survey Instrument Improvement ................................. 108

xi

ACKNOWLEDGEMENTS

The path leading to this degree is one of the challenging roads I have ever treaded.
I would not have completed without the people who were with me on the trip. Firstly, all
glory and honor go to the Almighty Allah, for without his guidance and power, I would
not have accomplished this goal.
Sincere thanks to my Advisor Dr. Cynthia Pellock who paved the way for my
study. Your patience, support, guidance and encouragement throughout the study were
appreciated. Thank you to all of my committee members Dr. Mark Threeton, Dr. Wesley
Donahue, Dr. Daniel Foster and faculties that had shared their knowledge with me. All
the knowledge gain throughout those years is really valuable and has guided me in
completing my dissertation.
I wish to extend my thanks to my Sayang Nor Mohamad who had always stood
beside me through this journey. To my mother, father, brothers and sisters thank you for
your love and support all these while. To my friends, my best friend Nad thanks for being
there to support me. Thanks for the experience.
Finally, thank you very much too all those who have either directly or indirectly
helped me to produced this work. In particular to my sponsor, my employer , and UTM
Living Skills teachers who provided me necessary inputs, my sincere thanks due to you.

1

Chapter 1

INTRODUCTION

Since the independence of Malaysia in 1957, education has become one of the
most important agendas in the nation’s development of a multiethnic society. During the
colonial period (1824-1957), the educational system was managed without a concrete
philosophy. The educational system during that time was administered in accordance
with the colonial policy of "divide and rule" (Paidi & Ghani, 2003). This policy triggered
a plural educational system in accordance with the structure of a plural society of
Malaysia based on five languages: English, Chinese, Malay, Arabic, and Tamil.
The main goal of the colonial education system was providing education to some
segments of the population in order for the colonizer to meet the workforce needs. This
educational system also had the effect of inhibiting the fostering of national spirit among
people of different races and ethnicities and focusing on maintaining the loyalty of
immigrants to their countries of origin. To address these concerns, in January 1991, the
Malaysian Government unveiled its Vision 2020. This established a goal for the year by
which Malaysia would achieve the status of an industrialized and developed country in
terms of its economy, national unity, social cohesion, social justice, political stability,
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system of government, quality of life, social and spiritual values, national pride and
confidence (Mahathir, 1991). Since it has the power to shape national unity, social
equality, and economic development, education plays a very essential role in achieving
this goal (Lee, 1999).
Subsequent to the independence of Malaysia, technical and vocational education
(TVE) had been taught in schools through new transformed strategies. TVE were first
presented after the independence, designed to prepare more highly skilled laborers to
satisfy the nation’s needs (Buntat, Rajuddin, Selamat, & Damsuki, 2003). Through these
strategies, students were offered elective subjects such as agriculture science, home
science, enterprise art, and commerce.
In 1983, a new living skills curriculum was introduced to replace the earlier
electives curriculum. The goal of this new curriculum is to produce students who are
independent as well as knowledgeable about technology and the economy. In addition,
the living skills curriculum aims to develop students who are confident, creative,
innovative, and productive. The curriculum serves to provide students with basic skills
(electrical, woodworking, plumbing, agriculture, and home economics) which will enable
them to live productively in the world of technology and trade (Curriculum Development
Centre, 2004). Living Skills has become one of the compulsory subjects carried out for
primary and secondary students in Malaysia’s national schools. To date, there are almost
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thirteen thousand Living Skills teachers serving in government and government–aided
schools in Malaysia.
Currently, with almost six million children in school, Malaysia has been striving
to improve not only the curriculum, but also the qualifications of the teachers being
employed. Malaysia’s Ministry of Education is working hard toward preparing quality
teachers, and this effort is guided by the National Philosophy of Education (NPE) and
Philosophy of Teacher Education (PTE) (Jamil, Razak, Raju, & Mohamed, 2010).
According to Malaysia Education Development Plan 2013-2025, in conformity with the
standards of international universities, the Ministry of Education will give priority to top
applicants who received outstanding grades in Malaysian Certification of Education for
admission to Bachelor of Education programs. From the year 2013, the Ministry of
Education will tighten teacher entry requirements to primarily the top 30% of graduates
(MOE, 2013). In addition, selected applicants will be screened based on a variety of
factors including attitudes, aptitude for teaching, and personality. This is to ensure that
Malaysia produces high quality teachers for the nation.
As we move further into the 21st century and globalization, the world is changing
rapidly. These changes undoubtedly affect the educational systems around the world, and
countries are committed to serious reforms in order to improve their educational systems.
Jamil et al. (2010) acknowledged “teachers are not only one of the ‘variables’ that need to
be changed in order to improve the educational system, but are also the most significant

4
agents in this reform” (p.1). Teachers must be well prepared and ready to enter the
teaching profession. Preparation and readiness are especially crucial to teachers since
they are expected to teach the “Millennials,” that is, the generation born between 1982
and 2002 (Howe & Strauss, 2009). The generation of Millennials are widely described by
researchers as the generation that prefers collaboration while working on a task given in a
classroom (Coomes & DeBard, 2004; Howe & Strauss, 2009) and apply technology to
communicate with each other and to look for information (Oblinger, 2003; Prensky,
2002).
The traditional education which has been applied in Malaysia’s teacher education
program over the past thirty years is believed to be unsuitable for preparing teachers to
face today’s challenges (Almacen, 2010). Researchers have identified managing diversity
and multi-cultural needs as important issues that need to be addressed by stakeholders in
schools (Khader, 2012; Malakolunthu, 2011; Yusof, 2008). Figure 1 illustrates the major
ethnic composition in Malaysia in the year 1970, 1991 and 2010. In 2010, Bumiputera
(including the Malays and Indigenous) was the main ethnicity, contributing on average
60.3 percent of the total population. Chinese and Indians contribute about 22.9 and 6.8
percent, respectively. In the case of ‘Others,’ a significant increase from 1.5 percent
(1970) to 10.0 percent (2010) was due to the demand for foreign workers (Mahari, 2011).
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Figure 1. Population Distribution by Ethnic 1970, 1991 and 2010
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Sources: 1970 and 1991: Population and Housing Census, Malaysia
2010: Population Projection, Malaysia, 2001-2020

The Problem
Today, the quality of teachers is measured from students’ achievements, a
situation which puts much pressure on teachers to perform their best in the classroom.
This commitment and responsibility are even tougher as the needs and challenges of 21 st
century learning are discussed. In any case, even the most prepared and suitably qualified
teachers have a great deal to learn when they begin to teach (Jamil et al., 2010). Hence, it
is very important that teachers be well prepared when they begin to teach. This
perspective is supported by other researchers (Allinder, 1995; Anderson, Greene, &
Loewen, 1988; Darling-Hammond & Baratz-Snowden, 2005; Hamachek, 1969; Harris &
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Sass, 2011; Rothstein, 2010) who affirm that there is no doubt that well prepared teachers
are significant school-based factors in students’ development and success.
Since launching of the Malaysia Education Development Plan (2013-2025), the
Malaysian government has continued its efforts to improve the quality of the teaching
profession by selecting highly qualified persons to enter the teaching profession. In a
global context, teacher education undergoes different changes towards improving teacher
quality. For example, Switzerland made a transformation to a standards-guided teacher
education system (EDK/CDIP, 2002). In the case of teacher education in Malaysia, an
outcome-based education (OBE) model has been used to replace the more traditional
approaches in teacher education. The OBE model was based on the concern that the
educational system inadequately prepared graduates to face challenges in life and at work
places in the 21st century.
Outcome-based education is a model of education that follows a student-centered
learning philosophy (Zain, 2011) and focuses on the graduate’s attributes. Some countries
such as the United State sometime refer to OBE as Competency-Based Education and
Training (CBET) (Jonas, 2009). This transformation is in relation to the paradigm shift
made by the Quality Assurance Department at the Higher Education Sector, Malaysia
(HES), currently known as Malaysia Quality Agency (MQA). The new accreditation
approach aims to improve program management and standardize students’ learning
experiences (Mohd. Deni, Zainal, & Malakolunthu, 2013).
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The standardized OBE model design by MQA requires teacher educators to
incorporate seven generic skills (21 st century skills) in the teacher education curriculum
(see Figure 2) apart from the three learning domains -- cognitive, psychomotor and
affective (Mohayidin, et. al., 2008). This is in addition to the core components listed in
the Malaysian Teacher Standard (see Figure 2). Teachers are expected to learn more and
acquire multiple skills by the end of the program. OBE approaches in the Living Skills
(LS) teacher education program are intended not only to develop a highly effective
teacher in the classroom, but also to develop their professional skills to enable them to
work efficiently within the school system.
The outcomes of this new approach to the teacher education program have been
less explored (Ross, 2012). After almost ten years since the transformation to the OBE
approach in the teacher education program, no evaluation of the program has been done
using former students’ perspectives as a reference point. Some research studies have
focused on the front end of OBE, which includes designing the curriculum, the
implementation of OBE and student’s assessment (Aziz, Noor, Ali, & Jaafar, 2005;
Mohayidin et al., 2008; Ross, 2012). Feedback from the student’s perspective is very
important and has been identified as a key strategy in learning and teaching (Poulos &
Mahony, 2008). Other significant points were addressed in this study to examine Living
Skilll ( LS) teachers’ perceptions of teaching preparedness in more depth. This study
looked at teacher characteristics which are found by many studies to influence the
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teaching and learning process. For example, since LS is part of the Technical and
Vocational Education component, the presentation of real-world problems is very crucial
to engage students in learning. Theoretically teachers with relevant work experience prior
to enrolling a teacher education program should be more prepared than teachers without
any experience.
Additionally, this study explored how students’ diversity influences Living Skills
teachers’ sense of teaching preparedness. This is important since Malaysia is composed
of a multiethnic society and had been keen to build the nation through a unified
educational system (MOE, Preliminary Report: Malaysia Education Blue Print 20132025, 2012).
Finally, this study also looked at the influence of school characteristic such as
school location, number of students and type of school towards teacher perception of
preparedness. Since teacher preparation programs in Malaysia are overseen by MOE,
teacher preparation programs go through a unique pathway. Upon completing a teacher
preparation program, MOE/government will place the teacher at any school based on
position availability and vacancy in each state (MOE, Sistem Pendidikan, 2014). This is a
strategy designed by MOE to bridge the education gap between location, socioeconomic
level, and the level of student capability (Razzaq, Ab.Hadi, Madar, Mustaffa, Hashim, &
Baharom, 2010).
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a. Professional values within the
teaching profession.
b. Knowledge and understanding
of :education, subject matter,
curriculum and co-curriculum,
c. Skills of teaching and learning

Communication skills,
Critical thinking and
problem solving skills,
Team working skills,
Information management,
Lifelong learning skills,
Entrepreneurship skills,
Leadership skills,
Ethic and integrity

Figure 2. New Approach in Malaysia Teacher Preparation Program

Purpose of the study

This mixed method sequential explanatory study examines the perception of teaching
preparedness of Living Skills teachers who graduated from UTM between the years 2010
to 2013. A survey and follow-up interviews were employed to investigate teachers’
perceptions about aspects of teaching preparedness. The research objectives that guided
the study are to:
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1. Examine the level of UTM Living Skills teachers’ perception of preparedness
based on the 21st century teacher competencies in six areas:
1.1. Designing curriculum and instruction to promote learning
1.2. Supporting diverse learners.
1.3. Using assessment to guide learning and teaching
1.4. Creating a productive classroom environment
1.5. Using technology
1.6. Developing professionally
2. Exploring differences in Living Skills teachers’ perception of teaching preparedness
associated with various demographic factors.
In the first, quantitative phase of study, the research questions endeavor to
identify the level of UTM Living Skills teachers’ sense of teaching preparedness. The
instrument for this study adapted and modified the Darling-Hammond, Eiler, and Marcus
(2002) teacher preparedness survey. The survey addresses Living Skills teachers’
perception of preparedness in six areas of teaching preparedness (Darling-Hammond, et.
al., 2002): (a) designing curriculum and instruction to promote learning, (b) supporting
diverse learners, (c) using assessment to guide learning and teaching, (d) creating a
productive classroom environment, (d) using technology and (e) developing
professionally. The quantitative stage also explored the differences in the perception of
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Living Skills teachers related on various demographic factors that include teacher
characteristics, diversity and teacher placement variables.
In the second, qualitative phase, in-depth interviews were conducted with selected
teachers. In this phase, interviews with teachers provide in-depth explanations of findings
established from the survey. The follow-up interviews enable the researcher to (a) extend
the overall picture of teachers’ perceptions of preparedness and (b) identify possible
factors that might justify differences in the participants’ perceptions of preparedness
(Jonas, 2009).

Research Questions

1. Which area(s) of teacher preparedness do UTM Living Skills teachers feel more
and less prepared?
Areas of teachers’ preparedness was based on six aspects of teacher preparedness
(see more descriptions of each area in Chapter Two)

2. How are the differences in the perceptions of Living Skills teachers associated
with the different demographic factors?
This research question explores the the differences in the perceptions of Living
Skills teachers associated with the different demographic factors that include:
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Diversity variables include distribution of ethnic diversity at school. In the
peninsula of Malaysia, a typical Malaysian classroom has students from three
races (Malay, Chinese, and Indian). In East Malaysia of the Borneo Island, most
of the students are the indigenous people, comprised of six main ethnicities
(Kadazan/Dusun, Bajau, Murut, Iban, Bidayuh, and Melanau). All of the different
ethnicities bring with them significantly different cultures, languages, beliefs,
norms and practices.

Teacher characteristics variables include year of graduation, gender, ethnicity,
qualifications and working experience in the industries prior to enrolling in the
teacher preparation program.

Teacher placement variables include type of school, school location and student
population.After teachers complete a teacher education program, the MOE will
place them based on teacher ‘option’ (specialty) and current need. A teacher could
be placed in any government or government–aided school all over Malaysia.
Therefore, the third research question aims to understand how teachers’
placements influence Living Skills teachers’ perceptions of preparedness.
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Operational Definitation
Technical and Vocational Education and Training (TVET): also known as Career and
Technical Education (CTE), refers to schools, institutions, and educational programs that
specialize in the skilled trades, applied sciences, modern technologies, and career
preparation (Career and Technical Education, 2104). TVET in Malaysia plays a pivotal
role in providing the skilled workforce required for the country’s economic
transformation and is offered in the primary, secondary and tertiary educational systems.

Integrated Living Skills Subject (ILS): part of the TVET curriculum. It consists
primarily of mostly hands-on study, which focuses fully on technology and is offered to
all students in lower secondary school (age 13 -15 years). ILS aims to increase both
technological skills and entrepreneurship among the students. It is also meant to provide
handy skills for functional purposes, so that students can act and arrange their daily life
(Min, Mat Rashid, & Nazri, 2012). Chapter Two will provide more description of ILS.

Living Skills Teachers: teachers who completed a four year full-/part-time bachelor’s
degree in Technology with Education (Living Skills) from Universiti Technologi
Malaysia and who are currently teaching Living Skills.
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Significance of the Study
The findings of this study may contribute to improving the quality of the UTM
teacher education program. This study can offer significant information on the quality of
Living Skills teachers being prepared by UTM. Data on teacher preparedness after
completing the program will support UTM’s regular monitoring policy and UTM’s
Continual Quality Improvement (CQI) of its academic programs, intended to ensure that
academic programs are at par with the standards of the Malaysia Quality Assurance
(MQA). Exit surveys, feedback and students’ self-assessment of the program were among
assessment tools advocated to be utilized by teacher educators as part as the CQI process.
Therefore, this teacher preparedness research fits perfectly in providing necessary
information for CQI purposes (see Appendix A).
This study adds information to the existing body of knowledge of teacher
education, so that teacher educators, program administration and policy makers may
better understand their roles in improving the teacher preparation program. This
information may also guide the policy makers of technical and vocational education, the
Ministry of Education and the Ministry of Higher Education by providing evidence and
portraying the current and future scenarios of teacher education in Malaysia. In addition,
this research could further contribute to teacher education program planning, improving
strategies and policies, and the planning of in-service teacher development programs.
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Summary
Whether the UTM teacher preparation program is successful in producing well
prepared teachers to teach in a multiethnic society remains an open question. Therefore,
the findings from this study produce an important piece of literature about how
Malaysian Living Skills teachers perceive their preparedness to teach after completing a
teacher education program at UTM. Feedback from teachers who had undergone a
teacher education program will aid in assessing the effectiveness of the program. This
provides the opportunity to evaluate the strengths and weaknesses for future delivery
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Chapter 2

REVIEW OF RELATED LITERATURE

The relevant literature reviewed for this study focuses on the purpose of this
research paper, which is to explore Living Skills teachers’ perceptions of teaching
preparedness. The reviewed literature was organized according to the following main
areas: (1) education in Malaysia, (2) teacher education in Malaysia, (3) teacher
preparedness, and (4) the conceptual framework.

Education in Malaysia

Educational Reform in Malaysia
Education in Malaysia has evolved along with the development and progress of
the country. The educational evolution refers to the pre-independence era
(before 1957), the post-independence era (1957-1970), education during the new
economic era policy (1971-1990), education during the national development
policy(1991-2000), education during the Era of National Vision Policy (2001-2010), and
the most recent educational policy updated in the Malaysia Education Blue Print (20152025). Today, the Malaysian education system is overseen by the Ministry of Education.
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The educational system in Malaysia had been through many changes after the
independence, most significantly in the 1980s. However, the foundation to the formation
of the post-independence national education had always been 'unity' (Sang, 1991). The
educational system and policies are designed to reunite people of all races/ethnicities to
be able to rebuild a peaceful and a progressive society. The development of the
Malaysian Educational system has always being guided by the National Education Policy
(NEP), which was documented in 1988:
The Philosophy emphasizes the integrated and balanced development of the
spiritual, intellectual, emotional and physical domains. The system hopes to
achieve this via three curricular strategies: values across the curriculum, language
across the curriculum and thinking across the curriculum (Rajendran, 2005, p.
363).
The Malaysian education system has made remarkable growth since
independence in 1957. It was reported that in 1957, more than half of the Malaysian
population had no formal education, while only 6% had been educated to secondary level,
and a mere 1% to the post-secondary level. However, after more than five decades,
access to education has been transformed from a diverse and fragmented system to an
educational system that strives to build a unified nation (MOE, Preliminary Report:
Malaysia Education Blue Print 2013-2025, 2012).
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Primary Education
Primary education takes six years. Children usually start primary education at the
age of seven (MOE, Preliminary Report: Malaysia Education Blue Print 2013-2025,
2012). Malaysian primary schools are divided according to different mediums of
instruction. Regardless of racial and language background, children from the age of seven
to 12 years old can be admitted to any type of school, namely (Ghafar, 1997):




National School - Malay Language Medium
National-type School (Chinese) - Mandarin Language Medium
National-type School (Tamil) - Tamil Language Medium

All National Schools are owned and operated by the government, while National-type
Schools are government-aided (some are government-owned). The government funds
National-type Schools for all school operations, teachers' training, and salaries. However,
the school buildings and assets belong to the local ethnic communities. Regardless of
institution type, they all follow the Malaysian National Curriculum (MOE, Preliminary
Report: Malaysia Education Blue Print 2013-2025, 2012).
Secondary Schools
Secondary education lasts for five years, referred to as Form one to Form five.
The first three years of instruction is known as the lower-secondary level (Forms 1 - 3),
while the last two years of instruction are called the upper-secondary (Form 4 - 5). Public
secondary education in Malaysia is provided by National Secondary Schools (Malay
language medium) (MOE, Sistem Pendidikan, 2014). The National-type secondary –
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Chinese, Tamil, Christian Missionary − schools have been gradually converting to
National Schools since the 1970s. However, most former Chinese-medium secondary
schools continue to have a majority of Chinese students. The English language is still
maintained as the main communication language in most of former Christian Missionary
schools. During the upper-secondary, students are streamed into two groups: academic
(art or science) or technical and vocational (Ghafar, 1997). Based on their level of
academic achievement and interest, students can be admitted to different types of
secondary schools (MOE, Sistem Pendidikan, 2014):






National Secondary School - Malay Language Medium
*National-type School -- Chinese, Tamil, and Missionary -- opted to be
nationalized in 1971.
National Islamic School
Fully Residential School
Vocational Colleges (used to be Technical and Vocational Schools).

The Integrated Living Skills Curriculum
The ILS curriculum is a roadmap towards developing student abilities in
technological skills and encouraging invention and entrepreneurial spirit. Students are
exposed to skills enabling them to become independent and self-confident and able to
live productive lives in a globally changing world (Integrated Living Skills Curriculum,
2002). Being part of the TVE component, the ILS curriculum outlines learning activities
primarily focusing on hands-on skills likes fixing, building, repairing and servicing (Min,
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Mat Rashid, & Nazri, 2012, p. 273). Living Skills is offered to lower-secondary school
students (Form 1- 3) as one of the compulsory subjects. This early exposure to the TVE
component is an important strategy to expose students as young as 13 years old to
develop an interest in TVET, reduce the dropout rate from the school system, and
increase skilled human capital (Min, Mat Rashid, & Nazri, 2012). The content of the
curriculum consists of ‘learning units’ that define the topics and activities. The
curriculum is divided into two parts: core and options (refer to Table 1). Students are
required to complete all units within the core component and all units in one of the four
optional components. The Living Skills class is taught to students in two separate classes:
theory class (90 minutes/week) and practical/workshop session (135 minutes/week).
Table 1
Core and Options Component of ILS Curriculum
Core Component
Design & Technology

Option 1
Technical

Option 2
Home Science

Option 3
Agriculture

Units:
a. Workshop
Organization &
Management
b. Invention
c. Design & Project
Development
d. Electric
e. Electronic
f. Plumbing
g. Technical Drawing
h. Sewing
i. Food Preparation
j. Home Care
k. Ornamental Plant
Care

Units:
a. Technical
Drawing
b. Electric
c. Electronic
d. Basic
Electromechanica
l
e. Engines
b. Business &
Entrepreneurship

Units:
a. Nutrition &
Food
b. Batter
c. Local Cakes/
Kuih
d. Cookie and
Cake Baking
e. Clothing
f. Sewing
d. Business &
Entrepreneurshi
p

Units:
a. Compost
b. Vegetable
Planting
c. Pets
d. Fresh-water
Fish Breeding
e. Landscape
f. Business &
Entrepreneurship

Source: Curriculum Development Center, 2002.

Option 4
Business and
Commerce
Units:
a. Introduction
to Business.
b.
Establishment
& Operation of
Business
c. Business
Documents
d. Supply
e.
Entrepreneurshi
p
f. Marketing
g. Consumerism
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Teacher Education in Malaysia
In the National Education Blueprint (2013-2026), one of the shifts outlined by the
MOE is to transform teaching to become the profession of choice (MOE, Preliminary
Report: Malaysia Education Blue Print 2013-2025, 2012), where “teaching will be a
prestigious, elite profession that only recruits from the top 30% of graduates in the
country” (p. 13). The achievement of this vision is very crucial to the nation in moving
Malaysia from a developing nation to a developed nation. In the year 2009, MOE
launched a new and improved Malaysia Teacher Standard (MTS) “as part of continuous
efforts to place the nation’s education system to be at par with global standards and
produce first class human resources among Malaysians” (Borneo Post, 2009). The MTS outlined
three aspects that all teachers need to have, which are the following:
Professional values within the teaching profession: this standard refers to those
values teachers hold and that should be developed so that teachers can more
effectively contribute to the teaching profession to achieve the aims of the
national education system.
Knowledge and understanding of education, subject matter, curriculum and cocurriculum: teachers should have sound knowledge to improve professionalism in
teaching, carry out their duties efficiently and effectively, and be more creative
and innovative.

22
Skills of teaching and learning: this standard focuses on the ability of teachers to
plan, implement and evaluate teaching, learning, and extra-curricular activities.
Formal teacher education in Malaysia can be dated back to the early 1900s,
preparing only primary school teachers. Prior to the establishment of University Malaya
in the year 1949, Malaysia secondary school teacher were prepared in Britain (Rajendran,
2005). In contrast, nine local universities currently offer pre-service secondary teacher
education programs. The Ministry of Education and the Ministry of Higher Education
oversees the operation, planning and organization of the training program (Almacen,
2010). This oversight includes the selection process and placement of pre-service
teachers after graduation. Figure 3 shows the traditional pathway to become a certified
teacher in Malaysia.
Primary school teachers are prepared at 27 teacher institutes, while secondary
school teachers are prepared at nine government-funded universities. Teacher candidates
are selected by the MOE through an aptitude test known as MEDSI (Malaysia Educator
Selection Inventory); only short-listed candidates are interviewed by a panel of teacher
educators from local universities.
After completing a four-year training program, teachers are placed in a school by
the MOE. Once placed, teachers are then considered as public servants and bound to the
Malaysia Public Service Commission (PSC), whose roles are (a) appointment, (b)
confirmation of service, (c) conferment into pension status, (d) promotion, (e) transfer,
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and (f) disciplinary control (PSC, 2015). According to Malaysia New Remuneration
System (2012):
For a Teacher (Public servant) appointed on or after 1 January 2012, the
compulsory retirement age is 60 years. For a public servant who are now subject
to a compulsory retirement age of 55 years, 56 years or 58 years, will be offered
the option to continue the service until the compulsory retirement age of 60 years
(PCS, 2011, p. 18).
Generally, in Malaysia, teaching is considered a lifetime career which provides stability
and financial security (Johan & Mohd Illias, 2010). Only a small portion of teachers in
public service leaves the teaching profession. Leaving school would commonly be related
to a health problem, promotion to other public service, or other personal issues.
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Pathway to Becoming a Certified Teacher in Malaysia
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Malaysia Teacher Training Colleges
(1+ 4 Years Program)
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Government
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Sit for MEDSI- (Malaysian Educator
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Placement Process
LS teacher will be ‘placed’ by
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Figure 3. Pathway to Becoming a Certified Teacher in Malaysia

Secondary Schools
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UTM Living Skill Teacher Preparation
Secondary school Living Skills teachers teaching in national schools and other
government-aided schools are trained by local public universities. At the moment, there
are four public universities offering a teacher education program in Living Skills:
Universiti Teknologi Malaysia (UTM), Universiti Putra Malaysia, Universiti Pendidikan
Sultan Idris and Universiti Tun Hussein Onn.
The Faculty (College) of Education, UTM was officially established on 19 April
1993, and has become the pioneer in preparing Malaysia’s technical and vocational
teachers (MEDC, 2014). The mission of the Faculty of Education, UTM is to develop
human resources in science and technology through quality and innovative education and
professional courses for educators and pre-service teachers (UTM, 2015). At UTM,
Living Skills teacher preparation programs are conducted within the department of
Technical and Engineering Education.
Although teacher preparation programs conducted in local universities are
supervised by the MOE and MOHE, teacher educators in universities are given the
authority to plan, teach and assess pre-service teachers guided by MQA. The Faculty of
Education, UTM offers a Bachelor’s degree program to prepare Living Skills teachers,
requiring the completion of 129 credits for graduation (see Table 2 and Table 3). This
program is offered in full-time mode and usually takes four years to complete (refer to
Appendix B for the overview of the program).

26
Table 2
Classification of Courses (Compulsory, Core and Electives Courses)
University Compulsory Courses (20 Credits)

Program Core Courses (32 Credits)

College Of Education Core Courses
(41 Credits)
Microteaching
Teaching Practice
Teaching & Learning Technology
Telecommunication & Networking
Educational Philosophy
Educational Psychology
Fundamentals of Pedagogy
Measurement & Evaluation in Education
Research Methods in Education
Teacher Development
Sociology & Professionalism
Counseling & Guidance
Co-curriculum Management
Undergraduate Project I
Undergraduate Project II
Introduction to Teaching Profession
Electives Cluster I (26 Credits-Select All)

Introduction to Teaching Profession
Industrial Training
Basic Engineering Drawing
Basic Trade
Engineering Drawing I
Workshop Safety and Management
Teaching Methods in VTE
Fundamentals of VTE
Basic Invention
Computer Assisted Engineering Drawing
Industry and VTE
Assessment & Measurement based on Job
Competencies
Basic Commerce
Consumer Study & Practice
Invention

Wood Working Practice
Basic Pneumatic & Hydraulics
Wood Technology
Basic Electric & Electronic
Single Phase Electrical Wiring
Food Preparation & Nutrition
Fabric & Clothing
Propagation & Plant Management
Welding & Fabrication
Clothing Studies
Food Service Operation
Building Services: Piping
Decorative Horticulture
Principle of Livestock Production
Ergonomic
Workshop & Laboratory School Management

English for Academic Communication
Advanced English for Academic
Communication
English Language Elective
Ethnic Relations
Effective Communication
Entrepreneurship & Enterprise Development
TITAS
Innovation & Creativity
Sports Skills & Management
Uniform Unit I
Uniform Unit II

Resource: Faculty of Education (2015)
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Table 3
Classification of Courses (Electives)
Electives Cluster II- 6 credits
(Choose 1 Course in Each Group)

Electives Cluster III- 4 Credits
(Choose any 2)

Group 1: Home Economic
Family Recourse Management
Food Preparation
Community Nutrition
Group 2: Agriculture
Principles of Plant Protection
Soil Science
Plant Production
Group 3: Technical
Electronic & Measurement Laboratory
Construction Material
Automotive Technology

Fashion Drafting
Food Processing Technology
Agro Technology
Building Drawing
Landscape

Resource: Faculty of Education (2015)

For the past ten years, the Living Skills teacher education programs organized at
public university is urged to adapt the Outcome-based educational model, diverting from
the traditional way of preparing teachers. High School Living Skills teacher preparation
program is offered in four public universities and each university designs and implements
their own program guided by OBE model. The approach follows a student-centered
learning philosophy (Zain, 2011) and emphasize greatly on generic skills (workforce
oriented). Outcome-based education requires a dynamic teaching and learning system
that that implement closed loop Continual Quality Improvement (CQI) (see Appendix A).
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Generic Skills

In addition to the courses listed in Table 2 and Table 3 above, a generic skills
element is embedded in the curriculum, through an OBE framework. Apart from the three
learning domains -- cognitive, psychomotor and affective (Mohayidin et al., 2008), the
human aspect is emphasized through OBE (Samian, 2008). In an effort to develop a
balanced human capital from both technical and personal attributes aspects, a range of
attributes and generic skills are embedded in the teacher education curriculum, which
enable graduates to function effectively in a wide range of social and professional
contexts (Centre of Teaching and Learning, UTM, 2013). Graduates’ ‘generic attributes’
or ‘generic skills’ and are also known in other foreign universities as ‘soft skills,’ 'core
skills,' 'essential skills,' 'employability skills,' 'transferable skills,' and 'trans-disciplinary
skills.'
The Centre of Teaching and Learning, UTM (2013) defines generic skills as “the
general skills, qualities, knowledge, abilities and traits that a person should possess to
succeed in one's studies and career.” Singh and Singh (2008) explain that generic or
employability skills are not job-specific, but rather are skills that cut horizontally across
all industries and vertically across all jobs. This term can also be used to refer to a wide
range of ‘qualities’ and ‘capacities’ viewed as important in higher education (Hager et al.,
2002). Generic skills are sometimes also referred to as ‘people skills’ essential in the
workplace; however they are quite difficult to teach (Shakir, 2009). The seven generic
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skills addressed in the Malaysian teacher education curriculum are communication skills,
critical thinking and problem solving skills, teamwork skills, information management
and lifelong learning skills, entrepreneurship skills, leadership skills and pro-activeness,
and ethics and integrity.
It is quite clear that the OBE model is geared towards preparing a competent
workforce. It is workforce-oriented with an emphasis on the development of graduates’
generic skills. This is definitely a new groove in teacher education compared to the
traditional way of preparing teachers. An emphasis on generic skills is one of the
important criteria that differentiate OBE and traditional methods in a teacher preparation
program. Student teachers have been allocated a substantial portion of time for attending
courses and programs (such as entrepreneurship courses, Harvard case studies, and
communication courses) in order to develop the generic skills that are identified as
necessary for a 21st century worker.

Teacher Preparedness
It is without doubt that practically everyone will agree with the premise that
teachers are able to make an impact on their students’ lives. Hence, it is very important
that teacher education programs produce well-prepared teachers to be good role models
for their students. Al-Qarashi (2000) states, “Considerable attention has been given to
teachers for their being the first brick in the structure of social development and
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perfection and the cause of guiding and developing behaviors and mentalities of
individuals and communities,” (p.100). Abul-Aswed put it this way in some verses:

O, man that teaches others! You should have taught yourself first. Warn not
against a manner while you are doing this is the great shame on you. Begin with
yourself in interdicting sins. If you do it then you are truly wise. Only then, your
admonition will be acceded. And your words will be ensued and teaching be
useful (Al-Qarashi, 2000, p. 101).

According to these verses, teachers are required to be very well-prepared in order
to influence and guide their students. In fact, there are several studies whose findings
support the view that teacher behavior influences student achievement (Brophy, 1979;
Haselkorn & Harris, 1998).
Almacen (2010) defines a well-prepared teacher as “he who is able to move
beyond basic competence (knowledge and skills) towards a flexibility (coping with
present twist and turns) and adaptability (coping with uncertain failure) in a manner that
demonstrates potential and professionalism. Almacen’s (2010) interpretation of a wellprepared teacher includes flexibility and adaptability, attributes which may not appear in
earlier definitions of well-prepared teachers.With the changes happening in the 21 st
century, the description of a well-prepared teacher from the late 20th century, requiring
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teaches to master their knowledge in order to present their teaching, serves as only part of
recent teacher preparation requirements.

Teachers for the 21st Century Classroom
In 2000, the National Center for Education Statistics (NCES) predicted that in an
increasingly service-based economy, the need for critical-thinking and social skills will
increase (Afterschool Alliance, 2007, p. 1). Thus, today’s teachers are expected to solve
problems that might never have occurred 10 years ago since they are now faced with a
different demographic of students. For example, it has become a common situation to
have students from different parts of the world together in one classroom, creating the
need for teachers to have flexibility and adaptability in order to cope with diversity issues
in classrooms. Thus, only a well-prepared and highly-qualified teacher will be able to
handle this situation.
In 2013, Ministry of Malaysian Education noted that teacher quality is the
determinant which is most important to the success of students. This is in relation to the
Malaysia Education Blueprint (2013), which states that the “quality of teachers and
teaching being one of the main factors to the decline in student achievement and
education standards” (p. 25). Studies conducted at Tennessee in the mid-1990s, shows
that when two eight-year-olds with moderate performance were taught by a different
level of teacher performance – one with high performance and one low performance, the
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academic achievement differs by more than 50 points percentile in three years. The
results are similar to that of a study conducted in Dallas and Boston as well as in England
(Sanders & Rivers, 1996). In addition, a large survey by Haselkorn and Harris (2001)
found that, “Roughly nine out of ten Americans believe the best way to lift student
achievement is to ensure a qualified teacher in every classroom” (p. 49).
This statement also reflects the key research findings on teacher preparation by
the National Council for Accreditation of Teacher Education (2005, p. 3). The research
lays out several substantial findings on teacher preparation. Among the findings were the
following: (a) well prepared teachers are more likely to remain in teaching, (b) well
prepared teachers produce higher student achievement, and (c) well prepared teachers
outperform those who are not prepared. Other studies reached similar conclusions related
to teacher preparation and student achievement. For example, a Druva and Anderson
(1983) meta-analysis study found a significant positive association between students’
outcomes and teachers’ preparation and academic work. A more recent study
(Wenglinsky, 2002), found that “Student achievement was influenced by both (1) teacher
content background and (2) teacher education/professional development coursework,
especially in how to work with diverse student populations and students with special
needs” (p. 12).
Undoubtedly, research has demonstrated that there is a strong link between wellprepared teachers and student achievements (Albion, 1999; Battle, 2008; Boyd,
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Grossman, Lankford, Loeb, & Wyckoff, 2009; Casey & Gable, 2011; Darling-Hammond
& Baratz-Snowden, 2005; Darling-Hammond & Bransford, 2007; Darling-Hammond,
Chung, & Frelow, 2002; Darling-Hammond, Holtzman, Gatlin, & Heilig, 2005;
Hamachek, 1969; Harris & Sass, 2011; Housego, 1990; Rochkind, Ott, Immerwahr,
Doble, & Johnson, 2007). Therefore, it is important to examine the accuracy of the
assumption that a well-prepared teacher is essential.

Teachers’ self-efficacy

According to Hussin (2004), the effectiveness of the teaching profession is closely
related to the capacity and persistent efforts of teachers to the obligations of students,
schools and communities. The focus of the effectiveness of the profession is the
effectiveness of teaching, knowledge and attitude to the field of teaching in schools.
Tschannen-Moran and Hoy (2007) suggest that teachers’ feelings of preparedness to
perform tasks related to teaching is also closely related to student performance. To be
specific, this ability had been referred to as teachers’ self-efficacy (Albion, 1999;
Bandura, 1993; Tschannen-Moran & Hoy, 2007).
Bandura (1993) defines teacher’s self-efficacy as, “Teachers' beliefs in their
personal efficacy to motivate and promote learning which affect the types of learning
environments they create and the level of academic progress their students achieve” (p.
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1). This concept can be dated back to 1976. According to Ashton (1984), teacher sense of
efficacy was first conceptualized in Rand’s 1976 studies reporting “a strong and
significant relationship between teachers' sense of efficacy and increases in students’
scores on standardized reading tests” (p. 4). Furthermore, the impact of teacher’s selfefficacy towards students’ performance is supported by more recent findings (Albion,
1999; Margolis & McCabe, 2003; Tschannen-Moran & Hoy, 2007). Therefore, it is
important to study teachers’ efficacy beliefs and examine them with regard to the areas of
teaching preparedness.

Conceptual Framework
The conceptual framework of the study is shown in Figure 4. Figure 4 provides an
illustration of a model for examining teachers’ perceptions of teaching preparedness. The
framework suggests three main variables associated with teacher preparedness − cultural
diversity, teacher characteristics, and teacher placement.
Reading form the middle to the left, Figure 4 suggests the following hypothesis
concerning the possible influence on Living Skills teachers’ sense of teaching
preparedness when they first start teaching. The outcomes from this study are hoped to
contribute to UTM’s CQI process (refer to Appendix A), which in turns contributes to the
improvement of UTM’s teacher education program.
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Teacher Characteristics such as gender, ethnicity, graduation year, qualifications
and working experience in the industries before joining the teacher education program
influence a Living Skills teacher’s sense of teaching preparedness.
Cultural diversity will also shape a teacher’s perception of preparedness. Cultural
diversity here includes student population − student ethnic diversity at school − and
teacher population − teacher ethnic diversity at school.
Teacher Placement by the MOE anticipates influencing teachers’ sense of
teaching preparedness. Teacher placement variables for this study include type of school
where teachers are placed, school location, and the size of the schoo
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Cultural Diversity
 Student Ethnic
Diversity at school
 Teacher Ethnic
Diversity at school

Outcome Measures
Teacher
Characteristic
UTM’s
Teacher
Education
Program

 Prior Working
experience
 Qualifications
 Gender
 Ethnicity
 Graduation Year

Impact

Teacher Preparedness
Survey & Follow-up
Interviews
(Darling-Hammond,
Marcus, & Eiler, 2002)

Teacher Placement
Improve

 Type of School
 East vs. West
Malaysia
 School Location
 School Size

Contribute

UTM CQI:
Program
Assessment

Figure
4. Conceptual
graphical illustration of key factors examining teacher
Outcome
Measures:Framework:
Teacher Preparedness
preparedness.
The term ‘21st century’ was mentioned 25 times in the Malaysia Education
Blueprint (2013-2025), emphasizing the needs of Malaysia to develop an education
system capable of producing human capital in a globalized world. MOE believes that, to
achieve this vision, “changes needs to happen at all levels — the Ministry, states, districts,
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schools, principals, and teachers” (MOE, Preliminary Report: Malaysia Education Blue
Print 2013-2025, 2012). To implement any changes or strategies in Malaysia’s teacher
education, it is most appropriate to assess Malaysian teacher education programs based
on the 21st century teacher’s needs.
The study adapted the Darling-Hammond et al. (2005) concepts and elements for
preparing future teachers. In the first quantitative part of this study, six teacher
preparedness domains, derived from the Darling-Hammond, Marcus, and Eiler (2002)
study, were grounded in the instrument, namely: (a) design curriculum and instruction to
promote learning, (b) support diverse learners, (c) use assessment to guide learning and
teaching, (d) create a productive classroom environment, (e) use technology, and (f)
develop professionally.
These preparedness domains were discussed extensively in the Darling-Hammond
and Bransford (2005) book, “Preparing Teachers for a Changing World,” which presents
three critical components for an efficient 21st century teacher education program. These
components include three areas of knowledge: (a) knowledge of learners and how they
learn and develop within social context, including knowledge of language development;
(b) understanding of curriculum content and goals, including the subject matter and skills
to be thought in light disciplinary demands, student needs, and the social purposes of
education; and (c) understanding of and skills for teaching, including content pedagogical
knowledge and knowledge for teaching diverse learners , as these are informed by an
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understanding of assessment and how to construct and manage productive classroom
(Darling-Hammond & Bransford, 2005, p.10)
There is a diverse collection of studies suggesting elements that should be
mastered by teachers in order to enable them to perform their duties. For example,
“Teacher should understand how people learn and how to teach effectively, including
aspect of pedagogical content knowledge that incorporates language, culture, and
community contexts for learning,” (Darling-Hammond, 2006, p. 300).
Several studies mention the need for the 21st century teachers to have the ability to
serve diverse learners (Darling-Hammond, 2006; Faez, 2012; Ingvarson, Beavis, &
Kleinhenz, 2007; Pinder-Grover & Groscurth, 2009; Yusof, 2008), which is not explicitly
emphasized in UTM’s OBE framework. Other qualities suggested by the research are that
teachers are expected to reach the inner spirit of every child and nurture it (DarlingHammond, 2006) and that teachers need to become proficient at “managing classroom
activities efficiently, communicate well, use technology, and reflect on their practice for
future improvement” (p. 300).

Preparedness in Teaching Diverse Students
Malaysia is a multiethnic/multiracial country comprising three main races -Malays, Chinese and Indians -- which reside mostly in Peninsular Malaysia, while in East
Malaysia there are a myriad of indigenous ethnic groups with their own unique culture
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and heritage. Thus, one of the five educational aspirations articulated in the Malaysia
Education Blueprint (2013-2025) is achieving unity:
Unity: As students spend over a quarter of their time in school from the ages of 7
to 17, schools are in a key position to foster unity. Through interacting with
individuals from a range of socioeconomic, religious, and ethnic backgrounds—
and learning to understand, accept and embrace differences—a shared set of
experiences and aspirations for Malaysia’s future can be built. The Ministry
aspires to create a system where students have opportunities to build these shared
experiences and aspirations that form the foundation for unity (MOE, Preliminary
Report: Malaysia Education Blue Print 2013-2025, 2012, p. 9).
A typical Malaysian classroom has students from all three races (Rajendran, 2005) and
education had always been multi-language. Figure 5 illustrates an example of ethnic/race
distribution based on type and location of school in Malaysia.
The Malay language had been designated as the official language for the public
sectors, including most government-aided schools (Pecotich & J. Shultz, 2005), while
English had to be taught as a second language both to primary and secondary school
students. Other major ethnic languages that are commonly used are Mandarin (Chinese
students) and Tamil (Indian students). How, Chan, and Abdullah (2015) suggest that
“ethnic languages dominantly shape ethnic identity and that they play an important role
in the students’ lives at an early age as compared to Malay language” (p. 119).
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Figure 5 This figure describes the pattern of ethnic distribution by types of schools in
Malaysia. The data in this figure represent actual data reported for this study.
The diversity in Malaysia creates implications for teacher education. This
includes ensuring teachers are able to teach and interact efficiently to a diverse audience
and also strive to implement the unity spirit among students. Yet research indicates that
Malaysian teachers still feel unprepared to teach students from a multi-cultural
background and to include aspects of different cultures in preparing lessons (Maasum,
Maarof, & Mohd Ali, 2014; Nasir & Ahmad Safran, 2014; Rajendran, 2005).
In the past few decades, interest has grown in studies regarding classroom
pedagogy that address culturally relevant teaching and diversity in teacher preparation
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(e.g., Banks et al., 2005; Causey, Thomas, & Armento, 2000; Cockrell, Placier, Cockrell,
& Middleton, 1999; Darling-Hammond et al., 2002; Faez, 2012; Maasum et al.,, 2014;
Nasir & Ahmad Safran, 2014; Rajendran, 2005; Smolcic, 2009). The ability and prepared
to teach a diverse population of students is an essential component of being a competent
teacher in today’s classroom (Banks, et al., 2005). In addition, Banks et al. (2005) suggest
that teachers need to be able to take into account the various needs of students in
designing learning activities to increase student achievement. This supports Henson and
Eller’s (1999) explanation that diversity creates difference between individuals. They
further explained that “individual differences refers to individual characteristics that
either promote the ability of a person or limit the ability of someone to learning in the
school environment” (p. 317).
Therefore, it is important for this study to examine the implication of cultural
diversity on Living Skills teacher teaching preparedness. The findings would generate
significant solution to improve the teacher education program.

Teacher Characteristics
Teachers are the most important school-based element influencing student
academic performance. Bransford, Darlin-Hammond, and LePage (2005) note that
quality of teachers is as important as other factors such as students’ backgrounds that
contribute to student achievement. The quality of teacher is also found by a number of
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studies to be a significant aspect that could cause differences in student achievement.
Rockoff’s (2004) study indicates that “a one-standard-deviation increase on teacher
quality raises students’ test score by 0.1 standard deviation” (p. 247). Some of the
variables in assessing teacher quality found to have a strong relationship with students’
achievement are certification type/status (Darling-Hammond, 2000; Ferguson, 1991;
Goldhaber & Brewer, 2000), education level (Ferguson, 1991), and teaching experience
(Ferguson, 1991; Nye, Konstantopoulos, & Hedges, 2004).
In certain countries such as the United States and Finland, CTE teachers are
expected to have a few years of work experience related to the industry sector they intend
to teach in order to be certified as a CTE teacher. Occupational experience in the related
industry is essential for CTE teachers as it enhances the knowledge of the subject matter
(Camp & Heath-Camp, 2007). Aware of its importance, Lynch (1997) lists occupational
experience as one of components necessary in preparing quality CTE teachers. In
Malaysia, working experience in a related industry in not a requirement to apply for the
Living Skills and other TVE teacher training programs. However, occupational
experiences are embedded in the Living Skills teacher preparation curriculum at UTM
through various strategies (UTM, 2015). Hence, it is important for this study to include
teacher characteristics variables − gender, ethnicity, certifications, graduation year and
prior working experience – in the research framework.
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Teacher Placement: School Aspect
Having the authority in making choices in our lives is one of ways fulfilling one’s
psychological needs, as suggested by the Choice Theory (Glasser, 1998). Choosing a
workplace − a school − for a new teacher requires various aspects to consider. School
location, school type, demographics, school recognition, and school size (WolpertGawron, 2009) are part of the information that ‘newbies’ would look up in school
websites in the process of looking for the perfect teaching job.
However, the ability of a new teacher in Malaysia to choose which school to teach
is limited. New teachers are placed by the MOE to Malaysian national and governmentaided schools based on teacher ‘option’ or specialty and current needs. The concept of
MOE teacher placement was aimed to bridge the education gap between location,
socioeconomic level, and the level of student capability. Razzaq et al. (2010) investigate
the implication of teacher placement on teacher preparedness and find it to have a
significant effect. A majority of the participants, if given the choice, would choose to
teach in their own home town or state in order to be close to their families. Since aspects
of schools such as location, type of schools, school size and the demographic are not
within the authority of the new teachers, examination of these aspects toward teacher
preparedness is substantial.
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Continual Quality Improvement (CQI)
The Ministry of Higher Education Malaysia, through its regulatory body MQA,
requires all programs offered in higher education “ensure accomplishment of the desired
program learning outcomes or in certain adverse situations, the corrective or
improvement measures to be taken” (UTM, 2014).
To ensure that the UTM teacher education program produces well-prepared
teachers, assessment and evaluation processes are vital. The assessment and evaluation
processes will provide critical information to teacher educators and administrators on the
effectiveness of the design, delivery, and direction of an educational program. Continual
Quality Improvement is based on feedback from evaluations focusing on the
improvement of the process, system or product repeatedly until it meets the customer
satisfaction (Mokthar, Jaafar, Sukiman, & Abd.Rahman, 2012).
Both indirect and direct assessment can be applied to evaluate educational
programs. Direct assessment could include tests, quizzes, final examinations, projects,
and assignments. Indirect assessment could include student exit surveys, alumni surveys,
parents surveys, employer surveys, and external examiners (FKEE, 2010).
This research contributes to UTM’s CQI through graduate/alumni assessment.
Samian (2012) noted that “indirect measures of student learning ascertain the perceived
extent or value of learning experiences” (p. 45). Figure 6 summarizes suggested methods
of assessing program educational outcomes by public and private universities in Malaysia
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through indirect assessment methods (Azizi et al., 2005; FKEE, 2010; Mohayidin et al.,
2009; Vaithilingam & Rajkumar, 2011) that include surveying and interviewing alumni
of the program

Other Stakeholders
(Industry, Faculty,
Professional Body,
External
Examiners)

Program
Learning
Outcomes

Student
- Current
- Alumni

Improvement

Report, Meeting
Minutes, Survey,
Interview

CQI

Alumni Survey,
Graduate Survey,
Interviews, Feedback

Figure 6. Suggested assessment methods to assess academic programs by public and
private universities in Malaysia.

According to the Program-based Review and Assessment handbook:
Alumni survey can provide a wide variety of information about program
satisfaction, how well students are prepared for their careers, what types of jobs or
graduate degrees majors have gone on to obtain, starting salaries for graduates,
and the skills that are needed to succeed in the job market or in graduate study.
These surveys provide the opportunity to collect data, on which areas of the
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program should be changed, altered, improved or expanded (Stassen, Doherty, &
Poe, 2001, p. 37)

Summary
Living Skills teacher education program enhancement is very crucial in order to
develop the essential requirements of well-prepared teachers, which include knowledge,
skills, and disposition of the subject that is to be educated. Almacen (2010) states
“teacher training is considered as powerful means of professional development of
teachers” (p. 22). In addition, a well-prepared teacher is required to adapt to diverse
situations in today’s classroom.
Furthermore, student achievement is found to have high correlation with teacher
preparedness (Albion, 1999; Battle, 2008; Boyd et al., 2009; Casey & Gable, 2011;
Darling-Hammond & Baratz-Snowden, 2005; Darling-Hammond & Bransford, 2007;
Darling-Hammond, Chung, et al., 2002; Darling-Hammond et al., 2005; Hamachek,
1969; Harris & Sass, 2011; Housego, 1990; Rochkind et al., 2007). With the new reform
of education in Malaysia toward preparing students develop skills for the 21 st century
(MOE, 2012), it is essential for this study to identify the state of teacher education
program offered in Malaysian universities.
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Chapter 3

METHOD

The purpose of this study is to identify UTM Living Skills teachers’ sense of
teaching preparedness. This study examines the influences of diversity, teacher
characteristics, and teacher placement on Living Skills teachers’ sense of teaching
preparedness. This chapter describes the research methodology which includes the
following: research design, population, sampling, instrument, establishing validity and
reliability, data collection, and data analysis.

Research Design

This study used a mixed method research design, defined by Creswell (2013) as
“a procedure for collecting, analyzing, and “mixing” both quantitative and qualitative
research and methods in a single study to understand a research problem” (p. 25). For the
purpose of this study, a sequential explanatory model (Creswell & Clark, 2007), referred
to by other authors in the social and behavioral discipline as a sequential mix design
(Tashakkori & Teddlie, 2003) was employed. This sequential model involved
quantitative data collection followed by a qualitative data collection (refer to Figure 7).
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Quantitative
Data Collection
(Survey)
Data Analysis &Results

Mixing
Quantitative results
lead to the need for
further clarification &
participant selection

Qualitative
Data Collection
(Interview)
Data Analysis & Result

Interpretation
General emphasis on
quantitative;
qualitative result
explain & elaborate

Figure 7. Sequential Explanatory Design for the Study.
This study involved two stages of data collection. First, quantitative data was
gathered using surveys from Living Skills teachers teaching in government and
government-aided schools. In this initial stage, the survey allows the researcher to
identify Living Skills teachers’ sense of teaching preparedness. Creswell (2013) notes
that “a survey design provides a quantitative or numeric description of trend, attitude, or
opinion of a population by studying a sample of that population” (p. 155). The survey
then is followed by follow-up interviews with selected participants. This follow-up stage,
according to Creswell (2013), is pursued to explain or refine the initial findings
(quantitative data).
In the second stage of data collection, follow-up face-to-face interviews permit
better understanding of the results from the initial quantitative data. Shulman (1981)
asserts that “there are times we wish to know not how many or how well, but simply
how” (p. 7). Jonas (2009) states, “the data collected in the qualitative phase aided the
researcher in exploring, refining, and expanding the quantitative result collected
previously” (p. 55). Moreover, Bulsara (n.d.) suggests that the qualitative phase in an
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explanatory sequential method can “reveal other information that was not sought out
initially by researcher.” For example, Faez and Valeo (2012) in their mixed method
approach studying TESOL teachers’ preparedness state that the qualitative phase,
“elicited their suggestion for the program development” (p. 445). Furthermore,
Tashakkori and Teddlie (2003) also note that a sequential mix design allows researchers
to develop a profile of group or participants for the qualitative phase. Both studies by
Faez and Valeo (2012) and Jonas (2009), which applied an explanatory sequential design
measuring teacher preparedness, interviewed teachers based on characteristics developed
from the quantitative phase.

Population

The study investigated the perception of UTM Living Skills teachers placed at
government and government-aided schools. Due to the limitation of information − email,
phone numbers and addresses − the study only involved Living Skills teachers who
graduated from UTM from the year 2010 to the year 2013. Table 4 shows the number of
Living Skills teachers who graduated from UTM from the year 2010 to 2013 and who are
currently teaching across 13 states and two provinces in Malaysia.
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Table 4
Number of Living Skills Graduates by Year
Graduation Year

Number of Graduates

2010

120

2011

67

2012

96

2013

98

Total

381

Resource: Faculty of Education, UTM.

Sampling

Quantitative

To determine the number of samples required for this study, the researcher
referred to the Krejcie and Morgan (1970) sampling table. Based on Krejcie and
Morgan’s (1970) table for determining sample size, for a given population of 381, a
sample size of 191 would be needed to represent a cross-section of the population.
In order to involve participation of all Living Skills teachers representing
graduating year, stratified sampling was applied to the quantitative part of the study. Gall,
Gall, and Borg (1999) explain that stratified sampling is the most suitable sampling
technique to be applied in studies where the research problem requires comparison
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between subgroups in the population. Table 5 illustrates the required number of teachers
by drawing an equal percentage from each graduating year. By performing this, the
researcher can minimize sampling errors and ensure samples are proportionately
representing the composition of the population (Creswell, 2013; Patten, 2000). The next
step involves the selection of teachers using systematic random sampling, referring to a
list provided by the Faculty/College of Education, UTM.

Table 5
Number of Sample by Graduation Year
Number of Graduates

Percentage

2010

99

29

54

2011

67

18

35

2012

96

26

50

2013

98

27

52

Total

381

100

191

Graduation Year

Number of sample

Note. Total n=191.

Qualitative
According to Creswell (2013), in explanatory sequential mixed method design,
“the qualitative results typically inform the type of participant to be purposefully selected
for the qualitative phase and the type of questions that will be asked” (p. 224). For this
study, the researcher employed a semi-structured, face-to-face interviews with participant
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based on two criteria identifiers from the quantitative phase: (a) six individuals who
indicate preparedness at the higher end of the scale and (b) six individuals who indicate
preparedness at the lower end of the scale (Faez & Valeo, 2012; Jonas, 2009). Creswell,
Fetters, and Ivankova (2004) refer to these criteria as outlier or extreme results. A total of
twelve Living Skills teachers participated in the follow-up interview. According to Guest,
Bunce, & Johnson (2006) “saturation occurred within the first twelve interviews,
although basic elements for metathemes were present as early as six interviews” (p. 59).

Instrument

Quantitative

The survey instrument used in this study adapted Darling-Hammond, et al. (2002)
teacher preparedness survey. Permission to use the instrument had been given by the
developer (see Appendix C). The survey contains questions regarding teachers’ opinions
about their preparation, belief, practice, and career. Though, for this study, only 39
questions measuring teachers’ preparedness was utilized from the original survey.
Additional questions was added in following areas to address specific characteristics of
Malaysian Living Skills teachers stated by the program. The questionnaire addresses
Living Skills teachers’ perceptions of preparedness − dependent variables − in six areas
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(Darling-Hammond, et al., 2002): (a) design curriculum and instruction to promote
learning, (b) support diverse learners, (c) use assessment to guide learning and teaching,
(d) create a productive classroom environment, (e) use technology, and (f) develop
professionally. Independent variables include the following:
Participants’ Background: gender (male, female), race/ethnicity (Malay, Chinese,
Indian, Indigenous People of Sabah & Sarawak, Others), prior working experience (with,
without), Qualifications (with only a Bachelor’s Degree in Education, Obtain other
qualifications), Graduation Year (2010, 2011, 2012, 2013).
Diversity: Students’ ethnic majority at school (Malay, Chinese, Indian, Indigenous
People of Sabah & Sarawak), Teacher ethnic majority at school (Malay, Chinese, Indian,
Indigenous People of Sabah & Sarawak).
Teacher Placement: School geographical location (urban, rural), East vs.
Peninsular Malaysia, School Type (National, Islamic School, Fully-Residential School,
Former National-Type School, Others), Student Population (less than 300 Students, 301600 Students, 601-1000 Students, 1000-2000 Students, and more than 2000 Students).
Teacher Preparedness responses were measured using a sliding scale, scaling
from one to ten. The survey also includes one section to gather participants’ demographic
information. Appendix D shows the survey questions. The motivation for the researcher
to adapt the Darling-Hammond, Eiler, et al. (2002) teacher preparedness survey is that the
survey corresponds to the Malaysia Education Blue Print urgency in producing well-
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prepared teachers that are able to teach in the 21st century. The survey also had been
adapted in various studies and reported a fairly high coefficient alpha (ranging from .709
to .922).
The survey was developed using electronic survey software called Survey Gizmo.
An electronic survey was the most convenient method for the researcher to reach teachers
placed in schools all over Malaysia. Jonas (2009) suggests “the use of electronic data
collection provided a practical, efficient, and easy way of collecting and organizing data
from such a wide geographical area” (p. 63). The survey was translated in Malay
language using a back-translation procedure (McKay et al., 1996) to provide a better
comprehension of the questions. To ensure the reliability of the survey, a panel of experts
was referred to in the process of translating the survey. The panel consists of three faculty
teaching Living Skills courses in UTM and one language instructor teaching in the
language department in UTM.

Qualitative
Qualitative data were collected from a semi-structured follow-up interview
through an interview protocol (Creswell, 2013; Jacob & Paige Furgerson, 2012). In this
phase, selected participants were questioned in a face–to-face interview to better
understand their response in the quantitative part (Creswell, 2013). Participants were
required to response to five open-ended questions. The questions were framed to solicit
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teachers’ views regarding their survey responses. From interviews with participants, the
researcher anticipated comments on the strengths and weaknesses of teacher training
programs in preparing teachers for the teaching profession. Furthermore, the follow-up
interview enables the researcher to both (a) extend the overall picture of teachers’
perceptions of preparedness, and (b) identify possible factors that might justify the
difference in the participants’ perceptions of preparedness (Jonas, 2009).
The interview protocol was designed to be specific in intent, which allowed for
individual responses (Merriam, 2009) about issues in teacher preparedness. The interview
protocol includes five-open ended questions which include the following questions:
1. From you perceptions, what competencies have you acquired from the
preparation program that have prepared you to be an effective teacher?
2. What competencies do you feel are absent from the preparation program that
might cause you to be inefficient?
3. From your perceptions, what competencies have you acquired from the
preparation program that have prepared you to be an effective teacher?
4. What competencies do you feel are absent from the preparation program that
might cause you to be inefficient?
5. What aspect of personal development in your training do you believe have
prepared you to be an effective teacher?
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Establishing Validity and Reliability of the Instrument

According to Ary, Razavieh, and Sorensen (2006), validity is “the
appropriateness, meaningfulness, and usefulness of inference made from the score of the
instrument” (p. 224). For this study, the validity that is of concern will be the
appropriateness of the instrument. For example, measurement error could threaten the
internal validity. In order to control this threat, content validity of the instrument was
assessed.
During the developing stage of the instrument, the researcher had a series of
discussions with the advisor, committee members, and panel of Living Skills experts
(refer Appendix F for list of panels) regarding the appropriateness of each question in
relation to the research questions. The researcher conducted a series discussion with
faculty members in UTM to establishing the content validity of the survey and interview
questions.
In accordance with the ‘translated’ survey, a pilot study was done involving 26
Living Skills teachers. This procedure is very critical to ensure “whether score to item on
an instrument are internally consistent, stable over time, and whether there was a
consistency in test administration and scoring” (Creswell, 2013, p. 247). After all surveys
were returned, Cronbach’s (1951) alpha was used to provide evidence of its reliability. A
reliability coefficient was calculated using SPSS. The results for the pilot study are
shown in Table 6.
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Table 6
Reliability Coefficient
Variables
Designing Curriculum and Instruction to Promote Learning
Support Diverse Learners
Use Assessment to Guide Learning and Teaching
Create a Productive Classroom Environment
Use Technology
Develop Professionally

Cronbach's
Alpha
0.911
0.976
0.982
0.975
0.959
0.970

Number of
Items
12
9
4
8
5
5

Based on Nunnally (1978), alpha at .70 is high enough for an instrument to be
considered reliable. Most researchers look for coefficient to be at least .80 or higher.
Cronbach’s Alpha Coefficient for instrument in this study was above .90 for all six parts
of the survey. Hence, once the validity and reliability were established, the questionnaire
was distributed to participants. A pilot interview was also conducted to test interview
questions and also to gain the whole picture of the flow of the interview. One way to
increase reliability of the interview questions is to standardize the stimuli. Gordon (1975)
explained that “wording and sequence of all the questions in a standardized interview are
exactly the same for each respondent so that: “… we can be sure that any differences in
the answers are due to differences among the respondents rather than in the questions
asked” (Louise Barriball & While, 1994, p. 330). The pilot interview was able to provide
the researcher feedback on the questions asked. Original questions were slightly
rephrased after the pilot interview.
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Data Collection

Quantitative

Data collection for the quantitative part was conducted via electronic channels as
the participants were in Malaysia and the researcher was in the United State. A final
revision on the survey instrument was completed in March 2015. Via Survey Gizmo, the
teacher preparedness instrument was distributed to participants’ emails. Email addresses
were provided by the Faculty/College of Education UTM. For the first two weeks, the
responses were very low (5%). At this moment, the researcher realized that the survey
needed to reach participants through a different channel. Email addressed provided by the
college may not have been updated since the student graduated from UTM.
Reaching Participants through Social Media
After analyzing a few channel to reach the participants, the researcher decided to
search and contact participants through social network site (Facebook). Information
provided by faculties of College of Education UTM, leads the researcher to discover
groups of Living Skills cohorts (2010-2013) on the site. The groups were pre-established
by faculties as a method of e-learning and to encourage collaboration between students.
Through these pre-establised groups, participants were identified and invited to
join a private group − https://www.facebook.com/groups/338538702990070/. This
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private group was created to ensure participants were engaged with the researcher, Nearly
300 Living Skills teacher graduated from UTM (from 2010-2013) joined the group. The
first step was to acknowledge the participants by thanking them individually and as a
group.
The first general ‘post’ on the page was to introduce the researcher and the
research. The second posting was inviting participants to answer the survey using the link
provided to each individual participant. Three general reminders were set within the three
months of data collection. By July 2015, the final respond rate was about 55%. Although
Dillman (2000) noted that researcher can “offer a token of appreciation in advance,”
which will help to influence their decision to participate in (p. 27), the distance between
the researcher and participants limited this process. However, in end of the July 2015, the
researcher mailed a package with several items to respondents as a token of appreciation
for answering the survey. The package includes Pennsylvania State University postcard, a
pen and a keychain.
A comparison of early and late respondent group procedure was run to control for
non-response error and enhance the external validity of this study. According to Miller
and Smith (1983), the logic behind this procedure is non-respondents tend to be similar to
late respondents in responding to surveys. Radhakrishna and Doamekpor (2008) noted
that no significant differences between early and late respondents might statistically
indicate that non-respondents are perhaps similar to late respondents and thus generalize
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the findings to the population. After the data collection was completed, early, late and
non-respondent group were identified and labeled. An independent t-test was used to
compare early and late respondent group on key variables. The t-test indicates no
differences between these two groups. This finding concluded that the non-respondents
are perhaps similar to the late respondents.

Qualitative

Follow-up interviews began the middle of July 2015. It was conducted in
Malaysia after data from the quantitative phase had been collected. Based on the initial
data collection, 12 selected participants had been informed about their selection for a
follow-up interview. Invitation to participate in a follow-up interview was sent via email
and phone calls. Upon agreement to participate, the researcher contacted the participants
individually to arrange a time for one session of face-to-face interview. In the interview,
the researcher conducted a semi-structured interview with questions framed to encourage
participants to elaborate on the results from the survey. In addition, the interview was
also intended to seek participants’ in-depth thoughts and perceptions about the teacher
preparation program in relation to their preparedness. With permission from the
participants (see Appendix E for informed consent), an audio recording device was used
to record the interview. According to (Louise Barriball & While, 1994):
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Audio taping is frequently the method of choice, as it provides a detailed insight
into the performance of both the respondent and the interviewer. Further, access
to the nuances of the interactions between respondent and interviewer (e.g.,
intonations, pauses) help validate the accuracy and completeness of the
information collected. Audio taping also reduces the potential for interviewer
error by, for example, recording data incorrectly or cheating by logging an answer
to a question that was not asked (p. 332).

Data Analysis

Quantitative
Data from the quantitative survey was analyzed using Statistical Package for
Social Sciences (SPSS) software. Both descriptive statistical analysis and inferential
statistical data analysis were applied to analyze quantitative data. Frequency, percentage,
mean and standard deviation were used in describing analysis on item-to-item data
collected from the survey. Descriptive analysis provides information on participants’
choices based on sub-groups. To investigate the impact of diversity, teacher
characteristics, and teacher placement on Living Skills teachers’ sense of teaching
preparedness, multivariate analysis of variance (MANOVA) was conducted. According
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to Bray & Maxwell (1985), MANOVA is a statistical test that captures the effects of
multiple independent variables on more than one dependent variable. Prior to conducting
the MANOVA, a series of Pearson correlations were performed between all of the
dependent variables in order to test the MANOVA assumption that the dependent
variables would be correlated with each other in the moderate range. A meaningful
pattern of correlations was observed amongst the dependent variables, suggesting the
appropriateness of a MANOVA (See Appendix G).

Qualitative
Qualitative data was analyzed by performing thematic analysis. This analysis
allows the researcher to grasp the themes or factors that might contribute to the
differences of similarities on the quantitative measures (Guest, MacQueen, & Namey,
2011). The thematic analysis is anticipated to explain in general teachers’ perceptions of
preparedness.
Namey, Guest, Thairu, and Johnson (2008) explaine:
“Thematic Moves beyond counting explicit words or phrases and focuses on
identifying and describing both implicit and explicit ideas. Codes developed for
ideas or themes are then applied or linked to raw data as summary markers for
later analysis, which may include comparing the relative frequencies of themes or
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topics within a data set, looking for code co-occurrence, or graphically displaying
code relationships.” (Namey et al., 2008, p.138)
For this study, the process of qualitative data analysis are conducted manually and guided
by means of the approach suggested by Creswell (2012), which comprises five stages as
follow:
i. preparation and organization of data for analysis purposes
ii. data coding
iii. description and theme identification
iv. reporting and interpretation of qualitative findings
v. validation of findings

According to Miles and Huberman (1994), validating themes in the early and late stages
of data analysis is very important to ensure the themes represent the whole text. For this
study, the researcher involved an outside reviewer in the early and late stage of the
thematic process to helped examined and identified the themes. The reviewer was
subsequently involved in the process of determining themes. By involving an outside
reviewer, the researcher managed to compare two set of themes. According to Hosmer
(2008), the procedure of involving an outside reviewer’s feedback is to “build reliability
in themes analysis coding” (p.52). During the procedure, there were themes that were
added and removed by the outside reviewer.Subsequently, the researcher refered to the
list of themes established with the outside reviewer and recognize those passages made
by interview participants that supported each theme. The finalize themes are reported in
the following chapter.
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Chapter 4

DATA ANALYSIS
Quantitative and qualitative data analyses proceeded in two phases. In the first
phase, quantitative analysis, including descriptive statistics (frequency distributions,
means, and standards deviations), was calculated using SPSS for the perception of
teaching preparedness survey data. The analysis responded to the following research
questions:
(a) In which area(s) of teacher preparedness do Living Skills teachers feel more
and less prepared?
(b)How are the differences in the perceptions of Living Skills teachers associated
with the different demographic factors?

The target population for this study was high school Living Skills teachers who
graduated from UTM between the years 2010 and 2013. The study was conducted
throughout Malaysia. The sample was drawn from each graduating cohort between the
years 2010 and 2013. One hundred and six participants completed an online survey:
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Teacher Preparedness Survey. The first section of the survey was designed to gather
demographic data about the participants. The second part of the survey measured the
perceptions of teaching preparedness. The analyses of all research questions were based
on 106 (55.4%) usable surveys.
Qualitative analysis included identifying themes from twelve interviews. All
interviews were transcribed in full. Analysis of the interviews includes line-by-line
analysis (Creswell, 2003) to derive codes that were later organized into themes. The
researcher used a mind mapping software to assist the coding and theming process.

Demographic Information of the Participants
The first section of the demographic section captured the respondents’
demographic information. The information consisted of questions to identify
respondents’ backgrounds including gender, race/ethnicity and graduation year. Other
demographic information collected included variables namely:
Teacher Characteristic Variables: (a) gender, (b) ethnicity, (c) graduation year,
(d) qualifications, and (e) previous working experience in the industry.
Teacher Placement (school variables): (a) school geographical location, (b) type
of school, (c) student population/school size, and (d) East vs. Peninsular
Malaysia.
Diversity variable: (a) distribution of students according to ethnicity and (b)
distribution of teachers according to ethnicity.
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Respondents’ Profiles
As shown in Table 8, female respondents outnumbered male respondents. The
gender distribution in this sample is similar of the overrepresentation of female teachers
in Malaysian national schools (MOE, 2014). Frequency data reported in Table 8 indicate
the majority of the teachers are ethnic Malays (96.2%). This finding is also similar to the
distribution of teachers in Malaysian national schools, which are represented by mostly
Malays (MOE, 2014). All the participants were accredited Living Skills teachers who had
completed their Living Skills teacher education program full time. Most of the teachers
(51%) are graduates from 2012. Based on the demographic information, 106 (100%) of
the participants had obtained a Bachelor’s degree in Education, while 41 (38.7%)
obtained additional certification in TVET or an associate degree in TVET.
Respondents were also asked if they had any working experience prior to
enrolling in the teacher preparation program. The percentage of those without any
working experience was slightly higher (50.9%) than those with working experience
(49.1%). Table 7 lists the types of employment prior to enrolling in the teacher education
program. Of the respondents who responded that they have prior working experience,
their work history was in various employment sectors including trade and industry,
administration, business, and the food industry. However, the largest number of
respondents with working experience had worked in the trade and industry sector (46%).
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Table 7
Participants’ Prior Working Experience
Employment Category
Trade and Industry
Administration
Business and Finance
Food Industry
Architecture and Design
Agriculture
Applied or Research Science
Medical and Health
Transportation

N=52
24
9
7
3
3
2
2
1
1

Percent
46
18
14
6
6
3
3
2
2

Teacher Placement
A majority of the respondents are teaching in National Schools (73.6%), and most
of the participants are teaching in Peninsular Malaysia. The number of teachers in schools
located in the urban and rural areas is almost balanced: urban (52.8%), rural (48.8%).
Table 8 shows that about 80% (majority) of the respondents are placed in schools with
between 600 and 2000 students.
Diversity
The demographic information indicates that 99% of the schools are multiethnic.
Schools were categorized based by ethnic majority represented at the school. Table 8
indicates that 63.2% of the respondents are teaching in Malay student majority schools,
and 24.5% are teaching Chinese student majority schools. With regards to teacher
population, most of the participants are teaching in Malay teacher majority schools.
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Table 8
Participants' Demographic Information
Demographic Characteristics
Teachers’ Profile

f

%

36
70

34
66

120
1
1
2

96.2
0.9
0.9
1.9

29
51
19
7

27.4
48.1
17.9
6.6

106
41

100
38.7

52
54

49.1
50.9

56
50
90
16

52.8
48.2
85
15

78
4
7
7
9
1

73.6
3.8
6.6
6.6
8.5
0.9

4
9
42
41
10

3.8
8.5
39.6
38.7
9.4

Gender
Male
Female
Race/Ethnicity
Malay
Chinese
Indian
Indigenous people of Sabah & Sarawak
Graduation Years
2013
2012
2011
2010
Qualification
Bachelor’s Degree in Education (LS)
Other qualifications (Certification & Associate
Degree)
Working Experience prior to Teaching
With Industrial Experience
Without Industrial experience
School Profile
Location
Urban
Rural
Peninsular Malaysia
East Malaysia
School Type
National Academic School
National Islamic Religious School
High Achievement School
*National Type School
*English Vernacular School
National Sport School
Student Population
School with less than 300 Students
School with 301-600 Students
School with 601-1000 Students
School with 1000-2000 Students
School with more than 2000 Students

(continue)
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Table 8
Participants' Demographic Information (continued)
Demographic Characteristics
f
%
Student Race/Ethnicity Majority at School
Malay Majority
67
63.2
Chinese Majority
26
24.5
Indian Majority
2
1.9
Indigenous People of Sabah & Sarawak Majority
11
10.4
Teacher Race/Ethnicity Majority at School
Malay Majority
81
76.4
Chinese Majority
25
23.6
Student gender
Mixed School
97
91.5
Single-gender School
9
8.5
Note: *National type schools and *English Vernacular Schools changed their name to National
schools in the 1970s

Research Question One
In which area(s) of teacher preparedness do UTM Living Skills teachers feel more and
less prepared?
The first analysis focused on Living Skills teachers’ self-reported ratings of their
level of teaching preparedness. As mentioned in previous chapters, teachers’ teaching
preparedness was measured according to six areas of teaching preparedness (DarlingHammond, Eiler, et al., 2002): (a) design curriculum and instruction to promote learning,
(b) support diverse learners, (c) use assessment to guide learning and teaching, (d) create
a productive classroom environment, (e) use technology, and (f) develop professionally.
A scale of 1 (not prepared at all) to 10 (very well prepared) was used to analyze the
responses (see Figure 8). Within the context of this study, a mean score of 8.0 or greater
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indicates teachers are well prepared to teach. Based on the descriptive analysis, mean and
standard deviation were calculated.
Not prepared at all

Very well prepared

Figure 8. Slider Scale to Measure Perception of Teaching Preparedness

Design Curriculum and Instruction to Promote Learning
An examination of the mean reveals that most responses were at the upper end of
the scale, namely moderately prepared to very well prepared, which gave an overall
indication that respondents perceived themselves to be prepared in designing Living
Skills curriculum and instruction to promote learning. The mean perception of
preparedness score for this area was 7.96 (SD = 1.64). Nearly all of the 12 items were
scored between a minimum score of 3.00 and a maximum value of 10.00; two items had a
minimum value below 3.00 (refer to Table 9).
Support Diverse Learners
The findings indicated that most of the responses were at the upper end of the
scale, giving an overall indication that respondents perceived themselves to be prepared
in supporting diverse learners in the classroom. However, supporting diverse learners
received the lowest average score compared to other areas of teaching preparedness. The
average mean score in this area of preparedness was 7.67 (SD = 1.61). All eight items
were scored from a minimum score 1.00 to a maximum score of 10.00 (see Table 10).
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Use Assessment to Guide Learning and Teaching
This area of teaching preparedness measured respondents’ sense of preparedness
in using a variety of assessment methods to guide learning and teaching. Most responses
were at the upper end of the scale, suggesting that overall, respondents feel prepared to
use s variety of assessment methods. The average mean score in this area of preparedness
was 7.98 (SD = 1.42). All four items were scored from a minimum score of 2.70 to a
maximum score of 10.00 (see Table 11).
Create a Productive Classroom Environment/Teach Critical Thinking
Respondents’ sense of preparedness in creating a productive classroom
environment and encouraging students to think critically recorded the highest. The
majority of the respondents indicate that they feel prepared for this task. The average
mean score in this area of preparedness was 8.21 (SD = 1.35). All eight items were
scored from a minimum score of 2.40 to a maximum score of 10.00 (see Table 12).
Use Technology
As indicated in Table 9, most responses scored in the upper scale in the sense of
feeling prepared in using technology. The findings showed that most of the respondents
feel prepared in the usage of technology for a variety of teaching and learning purposes.
The average mean score in this area of preparedness was 7.93 (SD = 1.71). All four items
were scored from a minimum score of 2.00 to a maximum score of 10.00 (see Table 13).
Develop Professionally
This area of teaching preparedness measured respondents’ sense of preparedness
to develop professionally in the teaching career. Overall, responses in this area of
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teaching preparedness indicated that most of the respondents feel prepared to develop
professionally. The average mean score in this area of preparedness was 7.89 (SD = 1.37).
All five items were scored from a minimum score of 3.90 to a maximum score of 10.00
(see Table 14).
Table 9
Min Value, Max Value, Mean and Standard Deviation for Design Curriculum and Instruction
to Promote Learning Domain

Items
1. Teach the concepts and knowledge of home
economics in ways that enable students to learn
2. Teach the concepts and knowledge of electric &
electronics in ways that enable students to learn
3. Teach the concepts and knowledge of agriculture in
ways that enable students to learn
4. Teach the concepts and knowledge of
entrepreneurship in ways that enable students to learn
5. Teach the concepts and knowledge of mechanical in
ways that enable students to learn
6. Develop curriculum that builds on students’
experience, interest and abilities
7. Use knowledge of learning, subject matter, curriculum
and student development to plan instruction
8. Relate classroom learning to the real world
9. Provide rationale for teaching decisions to students,
parents and colleagues
10. Evaluate curriculum materials for their usefulness
and appropriateness for your students
11. Create discipline-based and interdisciplinary
curriculum
12. Use instructional strategies that promote active
student learning
Average

Min
3.00

Max
8.00

Mean
7.50

SD
1.90

3.00

10.00

8.06

1.77

3.00

10.00

8.02

1.76

3.50

10.00

8.04

1.70

3.70

10.00

7.61

1.97

3.00

8.00

7.94

1.67

5.00

10.00

8.31

1.38

3.00
2.10

10.00
10.00

8.55
8.11

1.39
1.56

3.90

10.00

8.07

1.43

3.00

7.00

7.21

1.71

1.70

10.0

8.10

1.48

7.96

1.64
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Table 10
Min Value, Max Value, Mean and Standard Deviation for Support Diverse Learners Domain

Items

Min

Max

Mean

SD

13. Address needs of students from diverse cultural
backgrounds
14. Understand how factors in the students’ environment
outside of the school may influence their life and
learning
15. Teach students from a multicultural vantage point
16. Encourage students to see, question, and interpret
ideas from diverse perspectives
17. Understand how students’ social, emotional,
physical, and cognitive development influence learning
18. Engage students in cooperating work as well as
independent learning
19. Understand how different students are learning
20. Identify and address special learning needs and/or
difficulties
21. Choose teaching strategies for different instructional
purposes and to meet different student needs
Average

1.00

10.00

7.75

1.83

2.30

10.00

7.83

1.75

1.60
2.20

10.00
10.00

7.06
7.75

1.45
1.67

2.50

10.00

7.52

1.52

4.00

10.00

8.07

1.47

2.50
1.70

10.00
10.00

7.95
7.48

1.54
1.75

3.80

10.00

7.63

1.50

7.67

1.61

Table 11
Min Value, Max Value, Mean and Standard Deviation Use Assessment to Guide Learning and
Teaching Domain

Items

Min

Max

Mean

SD

22. Give productive feedback to students to guide their
learning
23. Help students learn how to assess their learning
24. Work with parents and families to better understand
students and support their learning
25. Use a variety of assessments (e.g., observation,
portfolios, test, performance task, anecdotal records) to
determine students’ strengths, needs and programs
Average

2.70

10.00

7.92

1.47

3.50
2.80

10.00
10.00

7.97
7.84

1.38
1.62

4.40

10.00

8.19

1.22

7.98

1.42
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Table 12
Min Value, Max Value, Mean and Standard Deviation for Create a Productive Classroom
Environment/Teach Critical Thinking Domain

Items

Min

Max

Mean

SD

26. Maintain discipline and an orderly, purposeful
learning environment
27. Set challenging and appropriate expectations of
learning and performance of students
28. Help all students achieve high academic standards
29. Help students become self-motivated and selfdirected
30. Use effective verbal and non-verbal communication
strategies to guide student learning and behavior
31. Develop a classroom environment that promotes
social development and group responsibilities
32. Develop students’ questioning and discussion skills
33. Help students learn to think critically and solve
problems
Average

3.00

10.00

8.20

1.52

3.60

10.00

7.86

1.42

2.40
4.60

10.00
10.00

8.09
8.10

1.41
1.41

4.50

10.00

8.34

1.31

5.00

10.00

8.44

1.20

4.90
4.80

10.00
10.00

8.39
8.23

1.28
1.26

8.21

1.35

Table 13
Min Value, Max Value, Mean and Standard Deviation for Use Technology Domain

Items

Min

Max

Mean

SD

34. Increase student interest and learning
35. Support research and analysis (i.e., accessing the
internet)
36. Access and track student achievement
32. Communicate with others (in school, city, state,
country, and world)
37. Enhance group collaboration and teamwork
Average

3.60
3.80

10.00
10.00

8.09
7.91

1.56
1.68

3.10
2.00

10.00
10.00

8.04
7.77

1.72
1.79

2.00

10.00

7.85
7.93

1.80
1.71
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Table 14
Min Value, Max Value, Mean and Standard Deviation for Develop Profesionally Domain

Items

Min

Max

Mean

SD

38. Assume leadership responsibilities in your school
39. Plan and solve problems with colleagues
40. Resolve interpersonal conflicts
41. Work collaboratively as part of a team, undertaking a
range of different team roles
42. Able to resolve ethical-related problems
Average

3.90
5.00
3.60
5.00

10.00
10.00
10.00
10.00

8.01
8.49
8.11
8.43

1.58
1.24
1.40
1.25

4.70

10.00

8.33
8.27

1.38
1.37

Respondents were asked about their overall sense of preparedness when they first started
teaching, and the average score was 7.89 (SD = 1.30). This finding shows that most of
the respondents felt prepared to teach Living Skills when they first started teaching.
Table 15
Min Value, Max Value, Mean and Standard Deviation for Overall Preparedness

Items

Min

Max

Mean

SD

43. Overall, how well prepared did you feel when you
5.90
10.00 7.89
1.30
first started teaching?
Note: The value of the perception of teaching preparedness ranges from 1-10 on a sliding
scale.

Summary
Figure 9 illustrates teaching preparedness domains raked by mean score. Based on
Figure 9, the overall sense of teaching preparedness mean score was 7.98. The findings
also show that the mean for each area of teaching preparedness was approximately 8.00,
ranging from 7.67 to 8.21. A rating of 8.00 suggests that participants perceive themselves
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to be prepared, but not very well prepared to teach in the specific areas. Creating
productive classroom environment/teach critical thinking was rated the highest (mean =
8.21), while supporting diverse leaners was scored the lowest (mean = 7.67). Based on
each item’s mean score, most of the responses are at the upper end of the scale indicating
the respondents felt prepared by the items studied. The item with the lowest means, as
shown in Figure 9, was preparedness to teach students from a multicultural vantage point

(mean = 7.06).
8.21

7.98

7.98

7.96

7.93

7.89
7.67

Create
Use
Overall
Designing
Use
Develop
Productive Assessment Preparedness Curriculum Technology Profesionally
Classroom

Support
Diverse
Learners

Figure 9. Domains Ranked by Mean Score.

Research Question Two: MANOVA Analysis
How are the differences in the perceptions of Living Skills teachers associated with the
different demographic factors?
MANOVA analyses were employed to explore differences in the perception of
Living Skills teachers’ preparedness related with various demographic factors. According
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to Mayers (2013), analysis of MANOVA allows researchers to explore “outcomes from
several parametric dependent variables, across one or more independent variables” (p.
318). For each analysis of MANOVA, this study explored the multivariate effect
(influence of independent variables on the combination of dependent variables, and
univariate effects (differences of dependent variables mean scores across independent
variables). Before MANOVA was performed, a few tests and discussions were conducted
to ensure the assumptions of MANOVA were fulfilled.
Multivariate Effects
For this study, the researcher chose Pillai’s Trace to report the multivariate
outcomes. According to Mayer (2013), Pillai’s Trace can be used with any number of
independent variable groups. Significant multivariate effects were found for four of the
independent variables (see Table 16).
Table 16
Multivariate Effects on Dependent Variables
Variables
Pillai’s Trace
Gender
.224
Race/Ethnicity
.942
Prior Working Experience
.397
Qualifications
.658
Graduation Year
.037*
School Geographical Location
.106
East vs. Peninsular Malaysia
.022*
School Type
.881
School Size
.125
Distribution of Teacher by Ethnicity .038*
Distribution of Student by Ethnicity .044*
Note: Significant Multivariate Effect (at p<0.05)

F
1.37
58.9
1.05
0.81
1.71
1.08
1.39
.70
1.43
1.97
1.00

df
7
21
6
6
6
6
7
30
12
6
6

Error df
98
294
99
99
99
99
98
495
198
99
99
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Teacher Ethnicity Majority: There was a significant difference between
participants teaching in schools with Malay ethnic majority teachers and schools with
other ethnic majority teachers, when considered jointly on the variables of the six aspects
of teacher preparedness. Pillai’s Trace = .107, F (6, 99) = 1.97, p = .038, partial  2 = .107.
A separate ANOVA was conducted for each dependent variable, with each
ANOVA evaluated at an alpha level of .025. There was a significant difference found
between participants teaching in schools with Malay ethnic majority teachers and schools
with other ethnic majority teachers on two dependent variables: Use Assessment F (1,
104) = 6.83, p = .010,  2 = .062; and Classroom Management F (1, 104) = 8.0, p = .006,

 2 = .071. Teachers teaching in schools with majority Malay teachers showed a higher
level of preparedness in using assessment and managing classrooms (see Table 17).
Table 17
Significant Univariate Effect for Teacher Ethnic Majority
Dependent Variable

Teacher Ethnic Population

Classroom
Management

Malay Majority Teachers

8.382

Other Ethnic Majority
Teachers

Use Assessment

Mean

Std. Error

95% Confidence Interval
Lower Bound

Upper Bound

.127

8.130

8.634

7.642

.229

7.189

8.096

Malay Majority Teachers

8.162

.141

7.883

8.441

Other Ethnic Majority
Teachers

7.405

.253

6.903

7.907

Student Ethnicity Majority: There was a significant difference between
participants teaching in schools with Malay ethnic majority students and schools with
other ethnic majority students, when considered jointly on the variables of the six aspects
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of teacher preparedness. Pillai’s Trace = .943, F (6, 99) = 1.00, p =.044, partial  2
= .057.
A separate ANOVA was conducted for each dependent variable, with each
ANOVA evaluated at an alpha level of .025. There was a significant difference found
between participants teaching in schools with Malay ethnic majority students and schools
with other ethnic majority students on two dependent variables: Teaching Diverse
Learners F (1, 104) =2.47, p = .012,  2 = .023; and Classroom Management F (1, 104) =
1.97, p = .016,  2 = .091. Teachers teaching in schools with majority Malay students
showed a higher level of preparedness in teaching diverse students and managing
classrooms (see Table 18)
Table 18
Significant Univariate Effect for Student Ethnic Majority
Dependent Variable
Teach Diverse
Student

Student Ethnic Population
Malay majority students
Other ethnic majority
students

Classroom
Management

Malay majority students
Other ethnic majority
students

Mean

Std. Error

95% Confidence Interval
Lower Bound

Upper Bound

7.828

.164

7.503

8.154

7.403

.215

6.976

7.830

8.330

.144

8.045

8.615

7.998

.188

7.625

8.371

Graduation Year: Based on the MANOVA outcomes, there was a significant
difference between participants graduating from different years (2010-2013), when
considered jointly on the variables of the six aspects of teacher preparedness. Pillai’s
Trace = 2.81, F (6, 99) = 1.701, p = .037, partial  2 = .10.
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A separate ANOVA was conducted for each dependent variable, with each
ANOVA evaluated at an alpha level of .025. A significant difference was only found
between participants graduating from different years on one of the dependent variables –
Using Technology, F (3, 102) = 1.39, p = .012,  2 = .057 − with participants graduating
in 2013 showing a higher level of preparedness in using technology (see Table 19).
Table 19
Significant Univariate Effect for Graduating Year
95% Confidence Interval
Dependent Variable
Using Technology

Graduation Year

Mean

Std. Error

Lower Bound

Upper Bound

2010

7.937

.284

7.373

8.501

2011

7.669

.214

7.243

8.094

2012

8.194

.351

7.497

8.890

2013

9.109

.579

7.961

10.256

School Location: There was a significant difference between participants teaching
in Peninsular Malaysia and East Malaysia jointly on the variables of the six aspects of
teacher preparedness. Pillai’s Trace = 0.910, F (7, 98) = 1.39, p = .022, partial  2 = .093.
A separate ANOVA was conducted for each dependent variable, with each
ANOVA evaluated at an alpha level of .025. A significant difference was found between
participants teaching in peninsular Malaysia and those teaching in East Malaysia on the
teaching diverse learners variable – F (1,104) = 1.86, p = .017,  2 = .081 − with
participants teaching in East Malaysia showing a higher level of preparedness in teaching
diverse learners (see Table 14). A significant difference was also found found between
participants teaching in peninsular Malaysia and those teaching in East Malaysia on the
classroom management variable – F (1,104) = 1.59 p = .024,  2 = .066 − with
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participants teaching in East Malaysia showing a higher level of preparedness in
managing classrooms (see Table 20).
Table 20
Significant Univariate Effect for School Location
95% Confidence Interval
Dependent Variable

School Location

Mean

Teach Diverse Learners

Peninsular Malaysia

7.597

.142

7.315

7.878

East Malaysia

8.096

.337

7.428

8.764

Peninsular Malaysia

8.170

.125

7.923

8.418

East Malaysia

8.419

.296

7.832

9.005

Classroom Management

Std. Error

Lower Bound

Upper Bound

Qualitative /Follow-up Study
The interview questions that were qualitatively analyzed were based on the
research questions. To guide the interview, five main questions were asked of participants
(see Appendix C).There are 12 interview participants involved in the study. Accordingly,
the researcher adapted a coding system for identifying the research participants in order
to make it easy to identify the source of the data. The code of “LP" refers to Living Skills
teachers with a lower level of preparedness, while “HP" refers to Living Skills teachers
with a higher sense of teaching preparedness. Table 21 shows the details.
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Table 21
Coding System for Interviewed Participants
Code

Details

LP 01

A male Malay ethnic teacher with four years teaching experience. Teaching in allgirls Convent School (a former vernacular school) located in an urban area. The
schools are among the top three high achieving schools in Kluang district.
A female Malay ethnic teacher with one year teaching experience. Teaching in a
rural area with very diverse student population including indigenous people of
Pahang.
A male Malay ethnic teacher with one year teaching experience. He was placed by
MOE in East Malaysia, teaching 100% indigenous people Sabah from multiple
ethnic backgrounds.
A female Malay ethnic teacher with one year teaching experience. She is teaching
in a very rural area of peninsular Malaysia.
A female Malay ethnic teacher with about two years teaching experience. She is
teaching in a big city with a diverse student population.
A female Malay ethnic teacher teaching in an urban area with a highChinese
population. Teaching in a school with 95% Chinese students.
A female Malay ethnic teacher with two years teaching experience. She was placed
by MOE to teach at her hometown and is actively involved in student programs.
The majority of the students in her school are Malays.
A female Malay ethnic teacher with two years teaching experience. Place by MOE
in an all-girls Convent school (a former vernacular school) where most of the
students are Chinese.
A female Malay ethnic teacher with four years teaching experience. She was placed
by MOE in a very urban area. The distribution of students in her school is very
ethnically diverse.
A female Malay ethnic teacher with three years teaching experience teaching in an
urban area. The distribution of students in her school is quite balanced between
Malay, Chinese and Indian students.
A Male Malay ethnic teaching in a government-aided Islamic religious school. All
of the students are ethnic Malays. The size of the school is relatively small
compared to other schools.
A male Malay ethnic teacher with one year teaching experience. Teaching in a
school located in a remote area of peninsular Malaysia. Able to speak Mandarin.

LP 02

LP 03

LP 04
LP 05
LP 06
HP 01

HP 02

HP 03

HP 04

HP 05

HP 06
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Identifying Themes
The first step taken to analyze the interview data was reading the transcription
thoroughly, in order to investigate emerging issues and probable themes that are relevant
to the study. Second, thematic data analysis was conducted to reduce the data to
manageable and meaningful codes based on research directions. The researcher contacted
one of the panel members who validated the research instrument to verify codes
identified in the thematic analysis. All codes identified were next mapped using mind
map software to give a clearer picture of possible themes. Based on the interviews,
emerging themes could be organized into two main categories: a) aspects for which
teachers felt highly prepared and b) aspecst for which teachers felt less prepared.

Figure 10. Mind mapping codes into possible themes for less prepared aspects.
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Figure 11. Mind mapping codes into possible themes for highly prepared aspects.

Highly Prepared Aspects
Both groups of teachers (LP and HP) shared their experience of aspects for which
they felt highly prepared when they first started teaching. Thematic analysis identified
four themes emerging in relation to aspects for which they felt very well prepared,
including a) planning and delivering the Living Skills curriculum, b) managing extracurricular activities, c) using technology to facilitate tasks outside of the classroom, and
d) collaborating with other teachers (see Table 22).
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Table 22
Aspects Perceived as Highly Prepared
ID
HP
01
HP
02
HP
03
HP
05
HP
04

LP
03
LP
04
LP
02
LP
05
LP
06
HP
02

Supporting Datum
I immediately take over the class for the previous
teacher and surprisingly it went very well with the
students.
I can’t imagine if we did not spent those time in the
workshops and completing all the projects... all of that
really prepare me to teach.
I was willing to teach any options in LS. I does not
matter if I have to teach all form 1 to form 3 classes
(grade).
I felt so prepared teach all the skills I learned at UTM
to my students although what we had learned at UTM
are more then what the syllabus required as to teach.
I feel really grateful to graduate from UTM. We were
really prepared to become LS teacher. Compared to
other LS teacher for other university, some can’t even
hold a saw properly.
At first teaching was not a problem for me, but the
other tasks was….
Since I start teaching, the admiration always depends
on me on LS administration. It’s a lot of work but I
feel happy.
The time and hard work at UTM especially the 3 hours
practical class was worth it... I felt confident teaching
without needing to refer to textbook.
We were prepared very specifically oriented towards
the trades. Makes us very skillful in every aspect of
LS.
The principle admired the multiple skills & knowledge
I can cook, do woodworking, and teach agriculture,
and other stuff….
I don’t know why but it seems that LS UTM teacher at
my school always lead many school program.
Maybe because we can do a lot of skills…

HP
05

My admiration told me that UTM LS teachers are
multi-tasking. We can complete more than one tasks...
anything!

HP
01

I edited the program book (school achievement day)
using Photoshop.

Codes
Teach
Knowledge
Skills
Attitude

Themes
Planning and
Delivering of Living
Skills Curriculum

Involvement,
Manage,
Lead,
Managerial
Post,
School
Program

Manage Extra
Curricular Tasks

(continued)
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Table 23
Aspects Perceived as Highly Prepared (Continued)
ID

Supporting Datum

HP
04

I just finish lead students in an invention competition
and last two week lead a cooking completion, we lose
in the cooking completion.

LP
03

With the agriculture background, I was ask to guide
students projects in the redesigning of our school
Landscape.
I am also the school sport secretary….

LP
01
HP
05
LP
05
HP
02
HP
01
HP
03
HP
06
LP
05
LP
04
HP
03
HP
04
HP
01
LP
06
LP
03

I continue the connection I build with agencies
(industries) during the time at UTM to plans programs
for my students.
The principle appointed me as the Information
Communication & Technology Teacher.
A lot of task are given to us, new teachers, when it
comes to the application of technology.
Extra skilled learned in UTM for example Photoshop,
AutoCAD allow me to help the school with certain
projects.
I use technology a lot to manage my files and reports.
Less in classroom because lack of time.
I shared my lesson plan with other LS teachers by
posting it on my blog.
The principle appointed me as the Information
Communication & Technology Teacher.
Not all senior teacher follow the new school policy of
using the online students attendance system which I
think is an efficient system.
I always refer to another LS teacher about the lesson
that I am going to teach that day.
Communication and keeping good relationship with
other teacher is very crucial for me.
I guess all the group assignment at UTM helps me to
connect with other teacher at my school.
I always tried to reach other senior teacher regarding
ways to control the classroom.
Other teachers are okay and I felt comfortable sharing
my problem with them… they gave advices to me.

Codes

Themes

Technology,
School Tasks,
Personal Tasks

Using Technology to
Facilitate Tasks
Outside of the
Classroom

Relate,
Connect,
Communicate

Collaborate with
Other Teachers
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Less Prepared Aspects
As shown in Table 23, four themes emerged from the interview analysis,
demonstrating aspects for which teachers perceived to be less prepared. Participants were
less prepared to a) deliver lessons to Non-Malay students, b) handle classroom discipline,
c) teach with lack of instructional materials, and d) use School Based Assessment (SBA).
Table 24
Aspects of Teaching Perceived as Less Prepared
ID
LP
01
LP
02
LP
03
LP
05
LP
06
HP
02
HP
03
HP
04

Supporting Datum
This school have good facilities, with high
achievement
students,
I just have some
communication problem with non-Malay students.
Problem communicating with Chinese and Indian
students when I first start teaching. I often asked other
student to translate.
It was so stressful when I cannot communicate with
with students. I can’t control the classroom. None of
the student listen to me.
Communication with Chinese students was so
difficult. Sometime I felt hopeless and frustrated.
Students ignore me.
Very challenging teaching in a school with 95%
Chinese students when I am Malay. Language
becomes the barrier in the teaching process.
Teaching and learning become disconnect when
Chinese and Indian student cannot understand what I
am trying to deliver in Malay language.
I think my biggest problem is language when teaching
Chinese and Indian students. Is like ‘chicken and
duck’ trying to communicate.
When I start teaching, I really took a lot of time
adjusting the diversity in this school. Especially
language barrier.

Codes
Difficulties in
teaching &
communicating,
Different Ethnic,
Language barrier

Themes
Deliver lesson to
non-Malay students

(continued)
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Table 23
Aspects of Teaching Perceived as Less Prepared (Continued)
ID
LP
06

LP
05
LP
02

HP
04
HP
03
LP
04
LP
03

LP
02
LP
05

LP
06

Supporting Datum
The classroom was too big around 45 students. Too
many to handle for practical class and it was
uncontrollable. A lot of behavioral issues to face in
the class.
It was a shock at first. I was unprepared to face
students with disciplinary problem. I was so
devastated and cried at home.
Oh wow you can’t imagine the level of bad stuff
students at my school can do. Until today I only can
ignore them. The only person who can handle students
discipline is the discipline teacher… yes only him
I did know how to handle student discipline at first,
tried everything I knew and theories learned at UTM.
Maybe because I was a new teacher and a female
teacher, sometimes I felt bullied by the students. But
now thing become better.
There are a lot of shortage at my school, a lot of
equipment was damage and lost. Material was always
not enough. I just can’t teach in this situation.
A lot of equipment are not service and maintained. I
even can’t use the sewing machine, how I am
supposed to teach the student and complete their
project?
The school want us to emphasis 21st skill, but it is
frustrating when the school does not have the
complete equipment for example LCD projector.
The facilities and equipment at UTM was complete
and advance. However the school was not. A lot of
workshop equipment at my school are very dated.
Took me a long time to adjust.
Pedagogy involving technology can’t be apply
because of the lack of computer and the large class
size.

Codes
Discipline,
Behavioral
problem,
Classroom
control

Themes
Handle Classroom
Discipline

Equipment,
Materials,
Technology,
Incomplete

Teach with Lack of
Instructional
Materials

(continued)
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Table 23
Aspects of Teaching Perceived as Less Prepared (Continued)
ID
HP
05
LP
01
LP
04
LP
02
LP
05
HP
02
HP
06

Supporting Datum
It was challenging and I was unprepared to teach in a
workshop lacking of hand tools. I felt so hard to make
students understand.
The new assessment (School Base Assessment)
requires a lot of time and energy. This is very new to
me and also to other teachers.
New assessment is tough. We were not exposed to this
in UTM.
I remember the assessment and evaluation class in
UTM focus on the more traditional way of
assessment. Not School Base Assessment.
I was unaware of the load of this new assessment. It is
very challenging.
I am used to exams and test my whole life. The new
assessment is very challenging. It is nothing like what
our country is used to.
It is so frustrating when I am not confident to use
SBA. But I have to because it an order.

Codes

Exams,
Tests,
School Based
Assessment,
New

Themes

Use School Based
Assessment

Summary
Findings from both quantitative and qualitative analyses suggest that the UTM
Living Skills teacher preparation program was successful in preparing Living Skills
teachers. Yet, the study highlighted findings with implications for UTM teacher
educators. The findings are discussed further in Chapter 5.
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Chapter 5

DISCUSSION, CONCLUSION, RECOMMENDATIONS
This chapter provides a summary of the study, discussion, conclusions, findings
and recommendations that are related to Malaysia’s teacher education programs. To
become a developed nation, Malaysia is working hard on improving the nation’s
educational system. This includes empowering Malaysian teacher education programs to
ensure future generations are capable of competing in the 21st century. Past research has
focused on program evolution only during the program semesters. To date, little
information exists from the perspective of graduates who are now teaching, which is why
this research holds prominence.

Summary

Summary of the Study
The main purpose of this study was to determine perceptions of teaching
preparedness from graduates of the UTM Living Skills teacher preparation program. The
specific objectives are to:
i.

Examine the level of UTM Living Skills teachers’ perceptions of preparedness
based on 21st century teacher competencies.

ii.

Exploring differences in the perception of UTM Living Skills teachers’
perception of preparedness associated with various demographic factors.
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Summary of the Method
This study used a mixed method sequential explanatory design. This sequential
model involved quantitative data collection followed by qualitative data collection.
Qualitative data is collected to further understand the findings of the survey. The study
participants were graduates of the UTM Living Skills teacher preparation program. One
hundred and six participants who graduated from the years 2010-2013 responded to an
online Teacher Preparedness Survey, yield around a 55% respondent rate. A follow-up
interview was conducted with 12 participations, which included participants who scored
on the higher end and some who scored at the lower end of the preparedness scale. With
permission, this research adapted the Darling-Hammond, Eiler, et al. (2002) teacher
preparedness survey.
The instrument reliability was first pre-tested with 26 Living Skills teachers
before the final administration of the research. The Conbach’s alpha range between the
values of 0.91 to 0.98 indicated that the reliability of the instruments had been
maintained. A pilot interview was also conducted to test the interview questions and to
gain an overall picture of the flow of the interview.
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Research Question One: Which area(s) of teacher preparedness do UTM Living
Skills teachers feel more and less prepared?

Summary of Findings
There were 106 participants for the Teacher Preparedness Survey, which
represents a response rate of 55.4%. A majority (96%) of the participants who responded
to the survey is Malay ethnic and most of them are female teachers. Most of the
participants are teaching in National Schools with a population of students that includes
Malays, Chinese, and Indians. Overall, UTM Living Skills graduates perceive that they
are prepared to teach. Through the survey, creating productive classroom
environment/teach critical thinking domain was rated the highest (mean = 8.21), while
supporting diverse leaners was scored the lowest (mean = 7.67). Based on each item’s
mean score, most of the responses are at the upper end of the scale, indicating they felt
prepared for the items studied. Items with the lowest means, shown in Table 10, were
preparedness to teach students from a multicultural vantage point (mean = 7.06).

In response to the follow-up interview concerning participants’ sense of teaching
preparedness, several main thematic categories emerged from the interview data. The
themes are categorized into two main groups: highly prepared aspects and less prepared
aspects. Common themes emerging from the highly prepared aspects were a) planning
and delivering of Living Skills curriculum, b) managing extra-curricular activities, c)
using technology to facilitate tasks outside of the classroom, and d) collaborating with
other teachers. Common themes emergin from the less prepared aspects include a)
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delivering lessons to Non-Malay students, b) handling classroom discipline, c) teaching
with a lack of instructional materials, and d) using School Based Assessment (SBA).

Discussion
The fisrt research question revealed that teaching in a diverse population
contribute to a lower self-perceived teaching preparedness. This finding conform to the
existing literature on this topic that teachers were less self-efficacious in their abilities to
work with diverse learners (Faez, 2012; Taylor & Sobel, 2003: Skepple, 2014). The
expression ‘one size does not fit all’ may be relevant to the most this result. Davis, (2013)
noted that there is not one prescribed strategy that works for teachers to effectively
engage students from diverse backgrounds. Since Malaysia is a multicultural country, a
typical classroom might consist of three main ethnicities: Malay, Chinese, and Indian.
Thus, a Malaysian teacher should be able to communicate effectively with students from
diverse cultural backgrounds.
Despite the need for Malaysian teachers to be competent to teach in a multicultural environment, supporting diverse learner items obtained the lowest overall mean
score among other teaching preparedness aspects. The descriptive statistics revealed that
the item in the survey with the lowest means was preparedness to teach students from a
multicultural vantage point. This finding appears to be consistent with Rajendran’s
(2005) study result, where he found “only 40 percent Malaysian teachers seem to think
that they have been adequately prepared to teach students of a multicultural background
in their pre-service teacher education” (p. 372).
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The interview data present a similar finding, supporting the quantitative results.
Eight of the interview participants (all Malay ethnic teachers) clearly stated that they face
communication challenges teaching the non-Malay students. Most of them felt frustrated
when they are unable to deliver a lesson and control the class due to a language barrier.
Between the Chinese and Indian students, interview participants claim that it is more
difficult to communicate in the national language with the Chinese students (refer to
Table 23). Most Chinese parents choose to send their children to National-type Chinese
primary schools, where the medium of instruction is Mandarin, limiting the national
language competency of the students. The Malaysia National Union of Teaching
Profession found that one-third of Chinese primary school students could not understand
either the English or Malay languages when they transfer to national secondary schools.
Another one-third were found to be able to understand only a little bit of English or
Malay Language, while the remaining one-third could comprehend fully (Chong, 2011).
Furthermore, a majority of teachers with a low sense of preparedness also felt that
they do not receive any support from other teachers. In contrast, most of the interview
participants with an overall high sense of preparedness receive a lot of support from other
senior teachers. The issue of ethnic polarization has existed in Malaysia since the colonial
period and continues to become a concern in the society, including in Malaysian schools
(Said & Yin, 2012). Therefore, variables related to diversity have a huge impact on
teachers’ sense of preparedness, especially in supporting learners from diverse
backgrounds.
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The interviews of participants revealed that what might help teachers become
more effective teaching in a multicultural country like Malaysia is if they were able to
communicate in a third language, especially Mandarin. Some of the responses are:
I wish had completed the Mandarin Class at UTM. I registered and only attend the
class for two week. I really regret it.
I think a third language is very important. I did not realize that before. I wish I
could learn Mandarin. It will really help me communicate.
Having the ability to communicate with the Chinese students will make my day at
school much more efficient. I wish that UTM saw the importance of it and advise
us to take a third language.
I am taking Mandarin class now. I think it might be a bit late but I guess better
late than never.
Why don’t change one of the elective classes in the program to Mandarin class. I
think that will be more beneficial for us. It does not mean that we are encouraging
the usage of Mandarin language at school but at least we can control the class.

Finding revealed that Living Skill teachears are highly prepared in the area of
preparing and designing Living Skill Curriculum. However, several interview
participants expressed their concerns about teaching in inadequate facilities and with
inadequate equipment. Most of the interview participants who expressed this concern are
Living Skills teachers with an overall low sense of teaching preparedness. The lack of
equipment and teaching material had a great impact on Living Skills preparedness
because the orientation of the subjects requires hands-on practical learning activities to be
accomplished every week. This feeling of unpreparedness to teach somehow agrees with
the belief that there is a direct effect of the condition of school facilities on teacher
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morale and feelings of effectiveness in the classroom (Buckley, Mark, & Shang, 2004;
Corcoran, Walker, & White, 1988; Lowe, 1990).
Descriptive analysis indicates an overall high mean score (mean = 7.9) on items in
this domain. Interview data also supports this result. Ten of the twelve interview
participants − regardless of their preparedness score − indicate that they are very
prepared to teach the Living Skills component (see Table 22). Most of them express their
readiness to teach Living Skills with expressions such as “I feel confident,” “I am so
eager,” and “I look forward to teaching.”
When asked about what influenced them to score high in this area, most interview
participants reported being grateful for all the courses they had taken, all the time spent in
practical/workshop classes, and all the assignments and projects completed. Most of them
also felt that the teaching practice experience had given them the opportunity to see the
reality of teaching. This could be a reflection of the strength of the UTM Living Skills
program structure (refer to Table 2). The program requires Living Skills students to
complete 129 credits, covering lectures and three hours of practical classes for almost all
Living Skills core courses. The findings on the importance of program content is
consistent with findings in several research studies, for example a study by Ingvarson,
Beavis, and Kleinhenz (2007). This study (Ingvarson, Beavis, & Kleinhenz, 2007)
revealed that “variables related to opportunity to learn during the pre-service course had
the strongest and most consistent effects on the extent to which teachers felt adequately
prepared to carry out their duties in their first year of teaching” (p. 351).
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Another integral part of learning process is student assessment (Shepard et al.,
2005). Descriptive findings showed that overall, UTM Living Skills teachers are prepared
to use assessment to guide learning and teaching. However, half of the interview
participants raised their concerns about the new assessment system – School-Based
assessment (SBA) − introduced by the MOE in 2011. Most of them were not prepared to
use the new assessment system due to lack of knowledge and experience managing the
assessment instruments. They were not exposed to a lot of information about schoolbased assessment throughout the preparation program since the assessment system in
new. Idris, Abdullah, and Sembak (2014) found similar findings concerning the new
assessment system among Malaysian teachers.
Since British colonization, the Malaysia educational system grounded on the
examination has encouraged students to learn and memorize to pass the exam. Realizing
that examination does not give a true picture of the successful mastery of the curriculum,
the MOE implemented school-based assessment in the year 2011 (MOE, Preliminary
Report: Malaysia Education Blue Print 2013-2025, 2012). According to the MOE,
Malaysian teachers are used to a national summative examination system (e.g., test and
final examination), while the school-based assessment is a combination of both
summative and formative assessment. Shepard et al. (2005) note that, “to be effective,
teachers need to be skillful in using various assessment strategies and tools such as
observation, students conference, portfolios, performance tasks, prior knowledge
assessment, rubric, feedback, and students self-assessment” (p. 275).
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In the creating a productive classroom domain, findings revealed that most of the
participants perceived themselves to be prepared to manage the classroom. Managing
classroom items recorded the highest overall mean among other aspects of teaching
preparedness. However, about half of the interview participants reported that they were
less prepared to handle student discipline. This is consistent with Kratochwill, DeRoos,
and Blair (2015) findings. According to the authors, teacher concern about class
management normally is related to a) preventing discipline problems and b) dealing with
current discipline problems. Cumming in a School Improvement Network white paper
(2013) noted, “teachers are leaving because of discipline and the stress of managing
today’s classroom, with today’s kids who have so many different needs” (p. 1).
Interview participants expressed factors such as large classroom size,
communication limitations, and lack of knowledge and experience as some the
limitations in classroom management. Teachers who reported concerns about classroom
management also indated that theories learned regarding class management and student
psychology are rather superficial. Participants hoped that their psychology and pedagogy
classess at UTM had discussion on the reality of managing today’s classroom. According
to Jones (1996), class management must include a deep “understanding of current
research and theory in classroom management and students’ psychological and learning
needs” (p. 507).
Overall, UTM Living Skills teachers are prepared to use technology at school.
Most of the interview participants indicated that their technology skills are above the
average of other senior teachers in their school. This is likely because most the UTM
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Living Skills teachers were exposed to various types of technology and software during
the preparation program. Bee Theng & Chia Hua (2008) repot that “teachers who
received either prior to and on the job training recorded a higher competency in ICT” (p.
19).
Although prepared to apply technology in teaching, most of the interview
participants felt frustrated about the lack of facilities such as computer, internet and LCD
projectors at schools. Other reasons reported by interview participants for not
incorporating technology in lessons include lack of time, large classroom size, and focus
to complete the syllabus. These reasons hinder the use of technology in the process of
teaching and learning. While the MOE had intensively invested in Information
Communication and Technology (ICT), a study found that, “ technology usage in schools
continues to lag expectations both in terms of quantity and quality” (MOE, Preliminary
Report: Malaysia Education Blue Print 2013-2025, 2012). Other research reports similar
challenges on integrating technology in Malaysian schools, including lack of access,
resources and technical support (Bee Theng & Chia Hua, 2008; Bingimlas, 2009), lack of
time (Bee Theng & Chia Hua, 2008; Bingimlas, 2009; Raman & Yamat, 2014), and
workload (Raman & Yamat, 2014). Searson, Laferriere, and Nikolow (2011) pointed out
that the issue of ICT implementation is “more critical in developing countries where
access to emergent technologies and the Internet may be limited in the home and local
communities” (p. 4).
In the context of professional development, overall, participants were prepared to
develop professionally at school. Most consistent themes that come through in teachers’
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comments about professional development are collaborating with other teachers and
managing extra-curricular tasks. Teachers showed confidence in collaborating and
communicating with their peers at school when they first start teaching. The majority of
the participants also reported to hold at least one managerial position within the first year
of teaching.
The interview found that most of the participants mention that generic/soft skills
embedded in their classes, assignments, and extracurricular activities involved at UTM
had help developed their professional skills. According to the Centre of Teaching and
Learning, UTM (2013), a range of attributes and generic skills is embedded in the teacher
education curriculum, which will enable graduates to function effectively in a wide range
of social and professional contexts. In addition, more formal teacher development
programs at UTM such as teacher workshops, practicum, and mentoring program were
also found to be beneficial for the teachers in regards to professional development.

Research Question Two: How are the differences in the perceptions of Living Skills
teachers associated with the different demographic factors?

Summary of Findings
The examination of how Living Skills teachers from diverse demographic
background perceived their sense of teaching preparedness revealed some interesting
findings. Through MANOVA, it was found that diversity, teacher characteristics, and
teacher placement influence a teacher’s sense of teaching preparedness. Being a Malay
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teacher and teaching in a more diverse population, contribute to a lower self-perceived
preparedness towards teaching Living Skills. Further analysis of variance identifies
significant differences in participants’ perceptions was found associated with
demographic factors were participants’ year of graduation (teacher characteristics),
school location (teacher placement), students’ ethnic diversity and teachers’ ethnic
diversity (diversity).

Discussion
Findings revealed that demographic factors such as teachers’ background, school
aspects, and diversity contributed to Living Skills teachers’ level of self-preparedness.
This finding conform to the existing literature on this topic that teachers’ demographic
factor such certification and achievement (Bransford, Darling-Hammond, & LePage,
2005; Rockoff, 2004; Lynch, 1997), school aspects such as location and school type
(Razzaq et al., 2010), and diversity such as student and teacher ethnic population (Banks
et al., 2005, Causey, Thomas & Armento, 2000; Faez, 2012) impact teaching
preparedness.
Findings indicate that both independent variables related to diversity –
distribution of student population and distribution of teacher population− create a
significant multivariate effect on aspects of teaching preparedness jointly. Because of this
linguistic barrier, secondary school teachers − mostly Malays − are not able to interact
with their students and effectively deliver lessons. The data revealed that teachers
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teaching at a school with Malay majority population (students and teachers) score
significantly higher for aspects of teaching preparedness compared to teachers teaching in
schools with another ethnic majority. Several researchers explained that teachers’ limited
knowledge and exposure to diversity might influence thus their ability to teach diverse
learners (Skepple 2012; Powell, Sobel, & Hess, 2001).
Educators teaching in a diverse population face additional challenges since they
need to design and implement curriculum but also apply culturally and linguistically
responsive practices that will meet the needs of their diverse learners (Faez, 2012; Banks,
et al., 2005). Thus, most of the interview participants who expressed their concerns and
feelings of unpreparedness reported low sense of teaching preparedness overall. One of
the participants (LP 05) felt much affected by the language barrier since she is teaching in
a school with 95% ethnic Chinese students and 50% of the teachers are ethnic Chinese.
Since SBA is very new assessment system in Malaysia, finding showed that the diversity
factor had a significant effect on the assessment aspects. The results revealed that
teachers teaching in schools with majority Malay teachers were perceived to be more
prepared to use assessment, compared to teachers teaching in schools with majority nonMalay teachers. Application of culturally responsive practice suggested by researchers
(Faez, 2012; Banks, et al., 2005) should also be applied to meet the needs of diverse
teacher population.
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Finding also discovered that school location has a significant impact on
supporting teachers’ self-preparedness in teaching diverse learners. Teachers teaching in
East Malaysia perceive that they are more prepared to support diverse leaners than
teachers located in Peninsular Malaysia. Although the population of indigenous people in
East Malaysia consists of various races and ethnicities, the effect of racial diversity is not
as strong felt as in Peninsular Malaysia. This can be explained by the description of
participants teaching in East Malaysia.
In Peninsular Malaysia, during my teaching practice, I see Malay student sitting in
one group, Chinese student in one group, Indian student in another group. Here in
Sarawak, I did not see racial differences.
Ethnicity in Sabah is based on geographical area. Where I teach mostly are Bajau
people, the whole class is Bajau. I learned a lot about them during my first year of
teaching.

Participants who reported that they felt less prepared in handling students
discipline in the classroom are all female teachers and mostly teaching in a multicultural
school environment. MANOVA also found a significant effect of diversity variables on
teaching preparedness. This finding is similar to finding reported by the School
Improvement Network (2013) white paper which indicate diversity does influence
classroom management. Cummings (2000) believes that there is a great need to improve
classroom management in today’s diverse classroom to meet the needs of all students.
From survey and interviews, data revealed that UTM Living Skills teacher
program graduates of classes 2010-2013 were eager to adopt technology in school.
However, faced with barriers that exist at school, teachers reported a great extent of
technology use in completing tasks out-side classroom (e.g., reports, filing, prepare a
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lesson plan, facilitate school programs). Significant differences were found between
teachers graduating from different years (2010-2013), with participants graduating in
2013 showing a higher level of preparedness in using technology. This was an interesting
finding and should be investigated further. Perhaps looking at the types of assignments or
classes graduates of 2013 went through will provide some explanation of this finding

Conclusion
The results from quantitative and qualitative data suggest that the Living Skills
teacher education program at UTM has the potential of preparing teachers to carry out the
teaching profession competently through improvement in certain aspects of the program.
The results from this study found that the Living Skills core courses’ focus on developing
Living Skills knowledge and practical skills is indeed effective in preparing teachers to
deliver the Living Skills curriculum at school. One of the most consistent themes that
comes through this study − quantitative and qualitative − was diversity. While teacher
characteristics and teacher placement were found to influence teaching preparedness,
diversity impacted teaching preparedness greatly. Most of the teaching preparedness
aspects were reported to be influenced by multiple ethnic backgrounds of the student
population.
Based on Living Skills program structure (Table 2), it seems that the diversity
component is lacking. Kea & Utley (1998) propose three solutions for educators to reach
and teach multicultural students, including a) training of culturally and linguistically
diverse teachers in teacher preparation programs, (b) the inclusion of multicultural
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education perspectives in special education, and (c) the implementation of culturally
responsive instruction in classroom settings (p. 44). Hughes (2015) suggests diversity
capital be added to the knowledge, skills, and dispositions to be an “effective” teacher.
Hughes explains, “teacher diversity capital is intended to name the type of teaching
enhancement that embraces emotion and drives teachers to seek new opportunities and
ideas for building positive relationships with students and families from culturally diverse
backgrounds.” This includes understanding other cultural experiences of their students
and their families. Thus, a diversity and cultural competence must be included in the
UTM Living Skills teacher preparation programs.
Living Skills teacher’s perceptions of their training program are strong indicators
that the UTM teacher educators would benefit from an adjustment in their current
programs to include a third language option and multicultural education, along with an
increased focus on student behavior management. This would prove more successful in
preparing students to reach their highest potential and maximize their effectiveness in the
teaching profession.
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Recommendations for Practice
The following recommendations for strengthening the UTM Living Skills teacher
preparation program will enable the institution to improve on their methods of equipping
future teachers:

1. Include diversity in the Program Learning Outcomes through a diffusion and infusion
model:
Diffusion
The UTM Living Skills curriculum should include a third language option. Most of
the respondents believed that mastering a third language such as Mandarin would
increase their efficiency in delivering instruction and managing the classroom. A
third language option could be added into the university compulsory courses or in a
program elective cluster.
Infusion
The UTM Living Skills teacher preparation program shoud integrate multi-cultural
education elements within college of education core courses and program core
courses. The elements include topics on a) culturally responsive instruction in
classroom, b) managing diverse classrooms, and c) building positive relationships
with students, teachers and families from culturally diverse backgrounds.
2. Increase pre-service Living Skills teacher knowledge and experience of managing
students’ discipline and students’ psychological needs within college of education
core courses.
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3. Include new assessment methods, particularly focusing on formative type of
assessment in the program curriculum.
4. Include a global field experiences in Living Skills pre-service teacher program. This
would provide opportunity to prepare students teacher accomplished in
interdependent and intercultural global society in which an appreciation for diversity
and multiculturalism are essential dispositions of educated citizens in the 21 st
century.
5. Continue to use a Teacher Preparedness Survey as part as the program CQI process –
with additional items derived from interview data and Program Learning Outcomes
(see Table 24) − through an established platform.
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Table 25
Suggested Items for Survey Instrument Improvement
Original and Additional Items
Design Curriculum and Instruction to Promote Learning : 12 Original Items
Additional Items:
Integrate knowledge and skills of pedagogy, psychology, philosophy, assessment in
the T&L of Living Skills (PLO)
Communicate knowledge, theories, concepts and practices of Living Skills either in
written or oral form across a wide range of contexts and stakeholders (students,
parents, colleagues and community) (PLO)
Support Diverse Learners: 9 Original Items
Additional Items:
Communicate effectively with students from multiple ethnic backgrounds (Interview)
Communicate effectively with parents from multiple ethnic backgrounds (Interview)
Implementation of culturally responsive instruction in classroom settings (Interview)
Prepare and conduct assessment for students with diverse ethnic backgrounds
(Interview)
Use Assessment to Guide Learning and Teaching: 4 Original Items
Additional Item:
Use School-based Assessment (Interview)
Create a Productive Classroom Environment/Teach Critical Thinking: 8 Original
Items
Additional Items:
Prevent discipline problems (Interview)
Deal with discipline problems (Interview)
Respond and adapt readily to changing situations and to continue learning
independently in the acquisition of new knowledge and skills (Interview + PLO)
Technology Used: 5 Original Items
Additional Item:
Apply knowledge and skills in ICT and multimedia creatively, innovatively and
effectively to produce effective T&L (PLO)
Professional Development: 5 Original Items
Additional Items:
Work collaboratively with colleagues from different cultural backgrounds
Think and solve problems critically, creatively and innovatively (PLO)
Explore the basics of business and job opportunities (PLO)
Lead as educator and leader of community (PLO)
Practice high ethics and integrity (PLO)
Practice humanities skills and become a holistic educator (PLO)

Note. PLO – items derived from Living Skills Program Learning Outcomes
Interview - Items derived from qualitative interview data
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Limitation of the Study
This study had several limitations that might have affected its result. Firstly, the
self-reported instrument where the data gathered from the survey and interview are
subjected to the subjective perceptions and insights of the respondents regarding the
competencies possessed by them.The study examined how respondents felt and perceived
about their teaching competencies, therefore, study findings does not demonstrate the
participants’ level of teaching competencies.
In Addition, the teaching aspects/competencies examined in this study were
framed primarily base on future teacher competencies conceptualized by DarlingHammond et al., (2005). This might limit the exploration of other teaching aspects.
Other important aspects of teaching competencies might associated with the Malaysian
Teacher Standards, the National Education Philosophy and Living Skills program
outcomes.
The lack of data on graduates requires this study to limits the sampling to only
Living Skills teacher graduated from the year 2010 to 2013. This limitation occurs
because students’ data are only kept in the administration system for a certain period of
time after they graduated. Alternative ways to access graduates’ data was also limited due
to the distance between the researcher and the research location.
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Recommendations for Future Research
This study limits to the subjective perceptions on teachers’ individual competencies
Recommendations for further researches based on this study include the following:


Future research should include studies to assess teachers’ teaching competencies
(knowledge, skills, dispositions, and personality) by looking at how teacher
demonstrate skills or attributes in their daily work tasks and teaching activities.
This could involve the development of a reliable assessment method with
essential validity evidence to measure competencies of the teaching profession.



Expand the conceptual framework of this research by including other
competencies addressed by the Malaysian Teacher Standards, the National
Education Philosophy and the Living Skills programs outcomes.



Future research should involve participations of a larger population that include,
Living Skills teachers from other cohorts, Living Skills teachers graduated from
other institutions, and the school administration. This will produce a more
cohesive finding to improve the teacher preparation program in future.
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Appendix A : Outcome-based Education CQI Flow Chart

Appendix B : Living Skill Program Overview

1. Programme Name
Bachelor of Technology with Education (Living Skills)
2. Final Award
3. Awarding Institution

Bachelor of Technology with Education (Livinq Skills)
Universiti TeknologI Malaysia

4. Teaching Institution

Universiti Teknologi Malaysia
Ministry of Education

5. Professional or Statutory Body of Accredition
Ministry of Higher Education
6. Language (s) of Instruction

English & Malay

7. Mode of Study

Conventional

8. Mode of operation

Self Govern

9. Study Scheme

Full Time

10. Study Duration

4-6 years ( 8- 12 Semesters)

11. Entry Requirement

Malaysian Matriculation Certificate/IPTA Foundation Course:
University Basic Requirements
A pass with credit in Bahasa Melayu/Bahasa Malaysia at SPM level or equivalent.
A pass in Malaysian Matriculation Certificate or recognized IPTA Foundation Course with minimum CGPA of 2.00.
Attained a minimum Band 1 in Malaysian University English Test (MUET).
Specific Requirements of Programme
A pass with at least Grade C (a grade point of 2.00) in any TWO (2) of the following subjects:
0 Mathematics
o Physics
0 Living skills
0 Biology
0 Economy
0 Accounting
0Business Management
A pass with credit in Mathematics,at SPM level or equivalent.
Good pass In MEdSI test and Interview
Malaysian Higher School Certificate (STPM):
University Basic Requirements
'• A pass with credit in Bahasa Melayu/Bahasa Maiaysia at Sf>M ievel or equivaidnt.
A pass in STPM with minimum CGPA of 2.00.
Attained a minimum Band 1 in Maiaysian University Engiish Test (MUET).

Specific Requirements of Programme
A pass with at least Grade C (a grade point of 2.00) in any TWO (2) combination subjects;
0 Further Mathematics T
0 Mathematics S
0 Mathematics T
0 Physics
0 Biology
0 Geography
o Economy
0 Accounting
0 Business Studies
A credit in Mathematics at SPM level or equivalent.
Good pass in MEdSI test and interview.
Diploma:
i) University Basic Requirements
A pass with credit in Bahasa Melayu/Bahasa Malaysia at SPM level or equivalent.
Hold a certified diploma recognised by the Malaysian government and approved by the University
Senate.Attained a minimum Band 1 in Malaysian University English Test (MUET ).
ii) Specific Requirements of Programme
Diploma or an equivalent diploma holder from UTM-or any recognized institution with a minimum
CGPA 2.50 or other diploma recognized by Malaysian Government which is related to the program
and approved by the UTM Senate.Candidates with a minimum CGPA 2.50; or candidates with
CGPA less than 2.50 but more than 2.36 with two years of relevant working experience may apply.
Passed with a credit in Mathematics at the SPM or equivalent or a minimum of C Grade
in one of the Mathematics subjects taken at dipfoma level.
Good pass in MEdSI test and interview

Programme Objectives
At the end of the programme, graduate teachers should be able to:

•

Relate and manipulate knowledge and applications of the Living Skills
principles especially those related with the teaching & learning (T&L) of
Living Skills at secondary and tertiary levels of education.

•

Integrate and demonstrate knowledge and skills of pedagogy, psychology, philosophy,
assessment and other learning-related areas in the T&L of Living Skills.

•

Apply and demonstrate knowledge and skills in ICT and multimedia creatively,
Innovatively and effectively to produce effective T&L and education-related activities.

•

Demonstrate skills and competencies in communicating knowledge, theories, concepts
and practices of Living Skills either in written or oral form across a wide range of
contexts and stakeholders (students, parents, colleagues and community).

•

Demonstrate the ability to think and solve problems critically, creatively and
innovatively.

•

Work collaboratively as part of a team undertaking a range of different team roles.

•

Respond and adapt readily to changing situations and to continue learning
independently in the acquisition of new knowledge and skills.

•

Explore the basics of business and job opportunities

•

Demonstrate exemplary leadership skills as educator and leader of community.

•
•

Practice high ethics and integrity.
Demonstrate knowledge and skills related to humanities and other fields not stated in
(a), (b) and (c) essentials for the development of a holistic educator.

Programme Outcomes

Intended Learning

Teaching and Learning
Assessment

Outcomes

Methods

POl : Knowledge & AoDlications of Living Skills

Relate and manipulate

Lectures, tutorials, seminars, laboratory

Examinations, tests, quizzes,

knowledge and applications of the

works, directed reading, independent research,

reports, seminar presentations, essay,

principles of Living Skills.

problem-based learning.

observation, disertation, assignments,
practicum, industrial training, portfolio.

P02 : Knowledge & Applications of Education

Integrate and demonstrate

Microteaching, teaching practicum, lectures,

Microteaching presentations,

knowledge of pedagogy, psychology,

tutorials, seminars, laboratory works, directed reading,

teaching practicum, examinations, tests,

philosophy, assessment and other fields

independent research, problem-based learning.

quizzes, aboratory reports, seminar

related to the profession of teaching.

presentations, discussions, problembased exercises. Individual/group
projects/assignments.

P03 : Knowledge & Skills in ICT & Multimedia

Apply skills in ICT and
multimedia creativeiy, innovatively and

Lectures, seminars, laboratory works,
independent research, problem-based learning

effectively

Examinations, tests, quizzes,
aboratory reports, seminar presentations,
discussions, individual/group
projects/assignments.

P04 : Communication Skillsy

Demonstrate skills and
competencies in communicating

Discussions, project work, seminars,
dialogs, independent research, group project.

Oral presentations, group
■eports, learning log/ diaries, teaching

knowledge, theories, concepts and

assessment, written assignment,

practices of Living Skills Education either

laboratory reports, thesis

in written or oral form to appropriate
audience.
P05 : Critical Thinking & Problem Solving

Lesson plan, teaching

Demonstrate the ability to
Independent research projects, group
think and solve problems critically,
research projects, discussions, teaching practices.
creatively and innovatively.

portfolio,
ndividual/group
projects/assignments.

P06 : Team Working

Work collaboratively as part o’f a team
undertaking a range of different team
roles

Project works and-group discussions

Group projects/assignments,
presentations and reports

P07 ; Life-long Learning

Tutorials, laboratory works, group assignments

Group reports, learning !ogs/diaries

Respond and adapt readily to changing
situations and to continue learning
independently in the acquisition of new
knowledge and skills

P08 : Entrepreneurship Skills

Explore the basics of business and job
opportunities.

Project based learning, presentations, seminars.

Product competition, project report and
group project presentation

P09 : Leaderships Skills

Demonstrate exemplary leadership skills Laboratory works, group assignments, tutorials
as educator and leader of community.

industrial training report, ndependent
project report, learning portfolios.'

POlO : Ethics & Integrity

Practice high ethics and integrity

Independent research projects, group research
projects, practicum, microteaching
PO11 : General Knowledge
Lectures, discussions, seminars, presentations,
independent research, group projects

Demonstrate knowledge and skills related
to humanities and other fields not stated
in POl, P02 and P03.

Peer evaluation, learning logs, group
reports, independent reports
Presentations, examinations,
individual/group
projects/assignments

Programme Structure & Features:
This programme is offered on fuii-time mode and is based on a two-semester
academic session with several subjects being conducted and assessed in each
semester. In most cases, assessments are made using a combination of various
methods namely course works, final examinations and a final year project.
This programme offers several optional academic activities that would enhance ones
professional character. These may take form in one or combination of the following:
0 A two-credit service learning course
Student spends a full semester in selected countries to participate in a study abroad
programme (which normally carries a eight-credit equivalent workload).
0 Student spends a two weeks period (or shorter) abroad to participate in the Global
Outreach Programme (GOP).
0

The programme consist of three main capstones namely Teaching Practice,
Undergraduate Project and Industrial Training. Each capstone is made of a
combination of several corner stones which are to be taken in specific sequence. The
details of corner stones courses that together make up each of the capstone are as
follows:
Capstones

Teaching Practice

Undergraduate Project
Industrial Training

Corner Stones (Courses)
i.
ii.
iii.
iv.
v.

Philosophy of Education
Psychology of Education
Fundamental of Pedagogy
Teaching Methods
Micro-Teaching

i. Measurement & Evaluation in Education
ii. Research Methods in Education
iii. Living Skills Courses
ii.
i.
Programme Core Courses
ii.
Programme Elective Courses

Assessment:
Comprises of single component or combination of course work, final examination and
a final year project. In most cases, course work would carry not more than 50% of the
total assessment mark except for the laboratory, workshop and practical courses at
which assessment is fully based on the coursework.
Award Requirements:
A candidate will be awarded with a degree of Bachelor of Technology with Education
(Living Skills) upon successful completion of all courses prescribed in the programme
structure within a permitted study duration with a Cummulative Grade Point Average
(CGPA) not less than 2.00

Appendix C: Survey Permission by Owner
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Appendix D : Survey Instrument: Malay & English Version
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ENGLISH VERSION

Part B. Teachers Preparedness
Slider Scale 1-10
Not prepared at all

Items
When you first started teaching, how well prepared did you feel to do
the following:
Design Curriculum and Instruction to Promote Learning
1. Teach the concepts and knowledge of home economics in ways
that enable student to learn
2. Teach the concepts and knowledge of electric & electronic in ways
that enable student to learn
3.Teach the concepts and knowledge of agriculture in ways that
enable student to learn
4.Teach the concepts and knowledge of entrepreneurship in ways that
enable student to learn
5.Teach the concepts and knowledge of mechanical in ways that
enable student to learn
6.Develop curriculum that builds on students’ experience, interest
and abilities
7. Use knowledge of learning, subject matter, curriculum and
students development to plan instruction
8.Relate classroom learning to the real world
9. Provide rationale for teaching decision to students, parents and
colleagues
10.Evaluate curriculum materials for their usefulness and
appropriateness for your students
11. Create discipline-based and interdisciplinary curriculum
12. Use instructional strategies that promote active students learning
When you first started teaching, how well prepared did you feel to do
the following:
Support Diverse Learners
13. Address needs of students from divers cultural background

Very well prepared
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Items
14.Undestand how factors in the students’ environment outside of the
school may influence their life and learning
15.Teach students from a multicultural vantage point
16.Encourage students to see, question, and interpret ideas from
diverse perspective
17.Understand how students’ social, emotional, physical, and
cognitive development influence learning
18. Engage student in cooperating work as well as independent
learning
19. Understand how different student are learning
20. Identify and address special learning needs and/or difficulties
21. Choose teaching strategies for different instructional purposes
and to meet different student need.
When you first started teaching, how well prepared did you feel to do
the following:
Use Assessment to Guide Learning and Teaching
22.Give productive feedback to student to guide their learning
23. Help student learn how to assess their learning
24. Work with parents and families to better understand students and
support their learning
25. Use a variety of assessment (e.g. observation, portfolios, test,
performance task, anecdotal record) to determine students strength,
need and program.
When you first started teaching, how well prepared did you feel to do
the following:
Create a Productive Classroom Environment /Teach Critical
Thinking
26. Maintain discipline and an orderly, purposeful learning
environment
27. Set challenging and appropriate expectations of learning and
performance of students
28. Help all students achieves high academic standard
29. Help student become self-motivated and self-directed
30. Use effective verbal and non-verbal communication strategies to
guide student learning and behavior
31. Develop a classroom environment that promotes social
development and group responsibilities
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Items
32. Develop students’ questioning and discussion skills
33. Help students learn to think critically and solve problems
When you first started teaching, how well prepared did you feel to do
the following:
Use Technology
34. increase student interest and learning
35. Support research and analysis (i.e., accessing the internet)
36. Access and track student achievement
32. Communicate with others (in school, city, state, country, and
world)
37.Enhance group collaboration and teamwork
When you first started teaching, how well prepared did you feel to do
the following:
Develop Professionally
38.Assume leadership responsibilities in your school
39.Plan and solve problem with colleague
40.Resolve interpersonal conflict
41. Work collaboratively as part of a team undertaking a range of
different team role
42. Able to resolve ethical related problems
Overall Preparedness
43. Overall, how well prepared did you feel when you first started
teaching?
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Interview Protocal for Semi-Structured Interview with Living Skills Teachers
Objectives
Opening

Introduction

Transition

Research guide

Category

1. Assalamualaikum and/or Good day.
2. First, I would like to thank you for your willingness to participate in this
study through this interview session. I hope you could share your
experience as a living skills teacher.
3. For your information, I am conducting a research to explore living skills
teachers’ preparedness to teach and this is a follow-up of the survey you had
participated.
Demographic
profile

As an introduction, can you explain a little bit of your
background with regards to your
1. Year of working experince 2. School
3. Teaching Position
1.
2.

Key
Questions

1.

2.
3.

4.

5.

Closing

Checklist and Interview
Guide

So far, how do you feel about teaching Living
Skills in this school?
Do you feel that you are ready to teach when
you first start teaching?
From you perceptions, what competencies have
you acquired from the preparation program
that have prepared you to be an effective
teacher?
What competencies do you feel are absent from
the preparation program that might cause you
to be inefficient?
Could you describe for me specific curriculum,
instructional strategies, or general approach to
teacher training, that has assisted you the most
in achieving your goal of being prepared for
teaching?
Could you describe for me specific curriculum,
instructional strategies, or general approach to
teacher training that has prevented you from
feeling as prepared for teaching?
What aspect of personal development in your
training do you believe have prepared you to be
an effective teacher?

1. Are there any additional information or opinions that you would like to share?
2. Thanks for your time and valuable opinions.
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CONSENT FOR RESEARCH
The Pennsylvania State University
Title of Project: Malaysian Living Skills Teacher Perception of Teaching Preparedness:
An Exploration of the Impact of Outcome Based Education Approach on Teacher Education in
Malaysia
Principal Investigator: Nur Husna, Abd Wahid
Address: 2117 Plaza Drive, 16801 State College, PA
Telephone Number: 814-4043344
Advisor: Cynthia Pellock, Ph.D.
Advisor Telephone Number: 814-863-0802
Subject’s Printed Name: _____________________________
We are asking you to be in a research study. This form gives you information about the
research. Whether or not you take part is up to you. You can choose not to take part. You
can agree to take part and later change your mind. Your decision will not be held against
you .Please ask questions about anything that is unclear to you and take your time to
make your choice.
1. Why is this research study being done?
I am asking you to be in this research because I am studying Malaysian Living Skills
teachers’ perception of teaching preparedness. By conducting this study, I hope to gain a better
understanding of Malaysian Living Skills teaching preparedness after completing teacher training
program.This research is being done to find out studying Malaysian Living Skills teachers’
perception. Approximately 200 Malaysian teachers will take part in this research study.
2. What will happen in this research study?
If you agree to take part in this research, you will be invited to take part in an online
survey. Survey will be conducted in an online survey cite and should not take any more than
30minutes to complete. All survey will be saved and downloaded. Printouts of that survey will be
destroyed upon completion of the study. A few numbers of you will be follow-up in an interview. If
you are selected, you will be invited to take part in an interview. Interviews will be conducted in a
private location and should not take any more than an hour and a half to complete. Interviews will
be audio recorded, saved and downloaded. Printouts of those interviews will be destroyed upon
completion of the study.
3. What are the risks and possible discomforts from being in this research study?
This study involves minimal risk; that is no risks to your physical or mental health beyond
those encountered in the normal course of everyday life. However, in participating in this research
you maybe experience some discomfiture in expressing your feeling related to your experience
teaching in your school. Please be reminded that your participation in this research study is
completely voluntary and that you may decline to answer any question you do not feel
comfortable discussing. You will not receive any compensation for participating in this study.
There is a risk of loss of confidentiality if your information or your identity is obtained by someone
other than the investigator, but precautions will be taken to prevent this from happening.
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4. What other options are available instead of being in this research study?
Your participation is voluntary. You are free to stop participating in the research at any
time, or to decline to answer any specific questions without penalty.
5. How long will you take part in this research study?
If you agree to take part, it will take you about 30 minutes to complete an online survey
and if you are selected to do the interview, it will take less than one and a half hour to complete.
6. How will your privacy and confidentiality be protected if you decide to take part in this
research study?
Your participation in this research study is completely confidential. Your confidentiality will
be maintained to the degree permitted by the technology used. Specifically, no guarantees can
be made regarding the interception of data sent via the Internet by any third parties. In the event
of publication of this research, no personally identifying information will be disclosed.
We will do our best to keep your participation in this research study confidential to the extent
permitted by law. However, it is possible that other people may find out about your participation in
this research study. For example, the following people/groups may check and copy records about
this research. The Office for Human Research Protections in the U. S. Department of Health and
Human Services The Institutional Review Board (a committee that reviews and approves research
studies) and The Office for Research Protections. Some of these records could contain information
that personally identifies you. Reasonable efforts will be made to keep the personal information in
your research record private. However, absolute confidentiality cannot be guaranteed.
7. What are the costs of taking part in this research study?
7a. What will you have to pay for if you take part in this research study?
There are no costs for you to take part in this study.
7b. What happens if you are injured as a result of taking part in this research study?
In the unlikely event you become injured as a result of your participation in this study, medical
care is available. It is the policy of this institution to provide neither financial compensation nor
free medical treatment for research-related injury. By signing this document, you are not waiving
any rights that you have against The Pennsylvania State University for injury resulting from
negligence of the University or its investigators.
8.

What are your rights if you take part in this research study?

Taking part in this research study is voluntary.
You do not have to be in this research.
If you choose to be in this research, you have the right to stop at any time.
If you decide not to be in this research or if you decide to stop at a later date, there will be no penalty
or loss of benefits to which you are entitled.
After you have finished participating, you may receive a more detailed explanation of the study.
Any questions you have at this time will be answered. Additionally, upon request, you may be
provided with a copy of the final project report.
9. If you have questions or concerns about this research study, whom should you call?
Please call the head of the research study (principal investigator), Nur Husna at 814-4043344 if you:
Have questions, complaints or concerns about the research.Believe you may have been harmed by
being in the research study.
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You may also contact the Office for Research Protections at (814) 865-1775,
ORProtections@psu.edu if you:Have questions regarding your rights as a person in a research
study.Have concerns or general questions about the research.
You may also call this number if you cannot reach the research team or wish to talk to someone else
about any concerns related to the research.
INFORMED CONSENT AND AUTHORIZATION TO TAKE PART IN RESEARCH
Signature of Person Obtaining Informed Consent
Your signature below means that you have explained the research to the subject or subject
representative and have answered any questions he/she has about the research.
______________________________
_________
Signature of person who explained this research Date

______ __________
Time
Printed

Name
(Only approved investigators for this research may explain the research and obtain informed
consent.)
Signature of Person Giving Informed Consent and Authorization
Before making the decision about being in this research you should have: Discussed this research
study with an investigator, Read the information in this form, and Had the opportunity to ask any
questions you may have. Your signature below means that you have received this information, have
asked the questions you currently have about the research and those questions have been
answered. You will receive a copy of the signed and dated form to keep for future reference.
Signature of Subject
By signing this consent form, you indicate that you voluntarily choose to be in this research and
agree to allow your information to be used and shared as described above.
___________________________
Signature of Subject

__________
Date

______
Time

____________
Printed Name
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List of Panels
Name
Azlan Abd Latib,
Phd

Education
Ph.d in Technical &
Vocational
Education (UTM)

Experince
Secondary School
Teacher (1993-1994)
Senior Faculty
member at UTM
(1994-recent)

Nor Fadila Mohd
Amin, Phd

Ph.d in Technical &
Vocational
Education (UTM)

Mahyuddin bin
Arsyat, Phd

Ph.d in Engineering
Education
(Denmark)

Senior Faculty
memeber at UTM
since 1997. Possess
15 years of
experience in
teaching various
courses in the area of
technical and
vocational education
Faculty member at
UTM since 2006.

Note
Dr.Azlan reviewed
both English &
Malay version of
the instrument
questions and made
several suggestions
for improvement
Dr. Fadila reviewed
both English &
Malay version of
the instrument
questions and
proposed some
improvements.

Dr. Mahyuddin
reviewed both
English & Malay
version of the
instrument
questions and
proposed some
improvements.
Review Validate
codes and themes
from interview
analysis

Nur Salwa Abd
Wahid, M.A

Masters in TESL
(Teaching English as
a Second Language)

English Language
instructor in UTM.

Reviewed the backto-back translation
of the research
instrument.
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Correlation Table
Curriculum Pearson
Correlation
Sig. (2-tailed)
N
Diverse
Pearson
Correlation
Sig. (2-tailed)
N
Assessment Pearson
Correlation
Sig. (2-tailed)
N
Classroom Pearson
Correlation
Sig. (2-tailed)
N
Technology Pearson
Correlation
Sig. (2-tailed)
N
Professional Pearson
Correlation
Sig. (2-tailed)
N

Curriculum
1

Diverse
**
.628

Assessment
**
.735

Classroom Technology Professional
**
**
**
.618
.615
.561

106
.628**

.000
106
1

.000
106
.812**

.000
106
.734**

.000
106
.586**

.000
106
.678**

.000
106
.735**

106
.812**

.000
106
1

.000
106
.841**

.000
106
.676**

.000
106
.721**

.000
106
.618**

.000
106
.734**

106
.841**

.000
106
1

.000
106
.686**

.000
106
.729**

.000
106
.615**

.000
106
.586**

.000
106
.676**

106
.686**

.000
106
1

.000
106
.602**

.000
106
.561**

.000
106
.678**

.000
106
.721**

.000
106
.729**

106
.602**

.000
106

.000
106

.000
106

.000
106

.000
106

.000
106
1

106
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VITA

NUR HUSNA ABD WAHID

husnawahid@gmail.com

Education
2016

2010
2005

Doctor of Philosophy, The Pennsylvania State University, University
Park PA
Concentration: Workforce Education and Development,
Masters (Sc), Universiti Putra Malaysia, Serdang, Malaysia
Concentration: Technical & Vocational Education (Agriculture. Edu)
Bachelor Science (hons), Universiti Putra Malaysia, Serdang, Malaysia
Major: Microbiology

Professional Experience
UNIVERSITI TEKNOLOGI MALAYSIA, Johor Malaysia
Department of Technical and Engineering Education


Tutor /Junior Faculty, Apr 2006 – Recent
Teach undergraduate & graduate classes in the Technical & Engineering Education program.
Involve and conduct research in a particular field of technical and vocational education,
career education and higher education.
PENNSYLVANIA STATE UNIVERSITY, Pennsylvania USA
College of Agriculture Economic, Sociology and Education






Global Teach Ag Visiting Scholar 2014-2016
Involve in Global Teach Ag! Initiative youth development and education programs which
develop capacity in agriscience teachers and agriscience education programs for global
impact in food, fiber, and natural resources.
Research Assistant, Feb 2015-June 2015
Research topic: PSU Teacher’s Preparedness.
Teaching Assistant, (Agriculture for Developing Nation), Spring 2014 &2015
Involve in class instruction meeting and online interaction including managing class blog.

Publication
Suhairom, N., Wahid, N.H. (2014).Students’ Normative Belief towards Choosing
Agriculture as a Career. Paper presented in: 5th International Graduate Conference
on Engineering Science & Humanity 2014 (IGCESH 2014), 19 – 21 August 2014,
Skudai, JB: Malaysia

