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ABSTRACT

Appropriate assessment domains will capture the progression of students’ conceptual 

learning and enable the learning to unfold sequentially (Pellegrino, �����., 2001: 27 –

28). The purpose of this study was to determine if there is a need for educational 

assessment reforms in primary schools through evaluating the policies, teachers and 

students’ views and data collected at the case study schools.  

A qualitative research method was used to collect data on the assessment from ten 

different schools where teachers provided necessary information through an open-

ended questionnaire. Research instruments, such as questionnaire, interviews and 

‘talanoa sessions’ were used to illicit information on the need for reforms in educational 

assessment. To strengthen the validity of the data collected, document analysis was 

also carried out. Participants in the study included one hundred and eighteen teachers 

(n=118) including the administrators from the ten different schools. In a later phase, a 

school was selected as a case study to provide an insight view of the assessment 

procedure in primary schools. Eight teachers and twenty-five students were involved 

in the study.  

The study findings reveal that educational assessment reforms is needed to enable 

learners to be competent in the learning environment to ensure that they develop the 

necessary skills and attitudes to encounter the challenges of the 21st century. 

Supporting the findings of other international research studies and the work on school 

based assessment literature, a well-structured quality assessment features and 

promising strategical reform in educational assessment will help attain quality 

education and develop competencies in learners that will equip them to face the 

challenges in the unknown world ahead of them. The findings also support the notion 

that there is no one best method of educational assessment but traditional method of 

assessment does not serve to be developing the young learners adequately to meet the 

demand of 21st century learning competencies. There needs to be reforms in 
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educational assessment that will help leaners be better prepared and utilize new 

opportunities in the broader context of social, economic and political developments. 

Generally, the findings of the study show that the current traditional assessment 

practices are ineffective in developing the students holistically. Some of the broad 

categories of factors contributing to this were the teacher-centred learning, rote 

learning, and assessment of learning. The study concluded that assessment for learning 

should be central to preparing learners for the 21st century educational competencies. 

In addition, a need for further research is advanced in order to address various issues 

concerning assessments in primary schools in Fiji.     
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CHAPTER 1: INTRODUCTION TO THE STUDY 

1.0 Introduction 

It is essential for every nation and especially developing nations to make determined 

effort to improve the quality of education in its country. A poor quality education will 

most likely prepare an ill–prepared workforce. Good quality education is necessary for 

human resource development and this contributes to a country’s sustainable 

development. Fiji’s Public Service Commission (1989: 22) has visualised that “literacy 

and numeracy and at least, a rudimentary understanding of scientific principles and 

methods are essential preconditions for a productive and adaptive population that can 

utilize and adjust rapidly to new technologies and other exogenous changes”. This 

clearly spells out the importance of education and especially primary education. In 

order to improve and maintain the quality of primary education, assessing student 

learning is equally vital. Education ultimately rests on what goes in the classroom, 

which is determined via assessment.  

For any education system, and particularly for a primary education system to function 

effectively, there needs to be appropriate assessment policies in place. An adequate 

and appropriate policy is a prerequisite for a primary education system to function 

effectively.  This is because assessment will help achieve the learning outcomes in any 

classroom to attain sustainable curriculum. A sustainable curriculum will focus on 

education for sustainable development and sustainable livelihood. 

To cope with the demand for quality education, a feasible assessment policy is vital. 

The authorities responsible for designing the curriculum should take consciousness of 

adequate and appropriate assessment needs. This will then be expected to effectively 

facilitate the teaching–learning process. Since the teaching–learning process is a 

reciprocal process between teachers and the learners, the learners learning needs will 

be identified and adequate interventions applied to achieve the learning outcomes. If 
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appropriate assessment policies are not provided, then student learning in the short-

term and educational standards in the long–term are likely to be adversely affected. As 

primary education is the first level of formal education, appropriate assessment 

programmes will detect important data to provide the best of quality interventions to 

empower learners to become life–long learners.  

The focus of this research, therefore, is on primary school assessment. The assessment 

policy of primary schools is very crucial in fostering effective teaching–learning 

process. The early years of primary education are very important in the growth of 

various facets of a child’s development such as intellectual development, social 

development, physical development and emotional development (Singh, 1977).  This 

is because these learners are in their formative years and appropriate assessment 

policies are needed to support student learning. Appropriate interventions can be done 

to help the child develop accordingly. In addition, primary education reaches the 

largest section of the student population. In view of the Education for All Goal (2000) 

and the Education Act, assessment that will execute the potentials among the young 

learners, will be more popular. Furthermore, children in the 21st century are exposed 

to a range of learning opportunities, thus diversifying their abilities. The exposure 

needs to be appropriately handled to enable them to learn effectively. The curriculum 

needs to be as interesting as the other forms of learning opportunity such as the visual 

aid learning and the learning opportunities presented through games. Thus the learning 

opportunities presented to the learners at the early ages of learning should be outcome 

based, having students at the focus. For these reasons, it is important to focus on the 

assessment policies of the primary education particularly in relation to the reforms in 

assessment for this level of education. The present reform in the education fraternity 

in Fiji is the abolishment of examinations and the introduction of class based 

assessment (Curriculum Development Unit, 2010) 

The chapter begins by highlighting the problem statement and the importance of the 

study. It then moves on to state the aim and objectives of the study. Furthermore, the 

main research questions are stated. Besides this, the focus and limitations of the study 

is stated briefly and at the end of the chapter, an outline of the remaining sections of 

this study is presented. 
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1.1 What is the Problem?  

Assessment is imperative for quality improvement in primary education. Traditional 

assessments were based on the measurement paradigm. This meant that it ignored 

other significant factors that have to be taken into consideration with or in relation to 

quality education. Therefore, to attain quality in primary education a comprehensive 

study in educational assessment is required.  

Planners and administrators (in Fiji) are currently introducing in new directions in 

assessments (class-based assessment). However, it is in the preliminary stages and 

there are many loopholes in its implementation as there is no one-implementation 

process. From the authors experience, the implementation is left on the ‘significant 

others’ to dictate. Different analyst from different background (tertiary institute’s 

academics and Ministry of Education incumbents) provided a different 

implementation platform, which confused the change agents. As a result, teachers are 

in a dilemma on what practice to follow, assuming that the class-based assessment will 

be a failure eventually. Therefore, the major focus of this study is to identify the needs 

for reforms in educational assessment in primary schools, which would empower 

teachers to embrace changes in assessment. In particular, a suitable policy, which is 

consonant with the context of Fiji’s education system, is needed. From the author’s 

observation and contextual study, the traditional methods of assessment did not seem 

to take into account some important considerations. One of these is the measurement 

of skills and attitudes. As such, the current approach in assessment needs adequate 

awareness so that it is generally widely acceptable.  

Firstly, the traditional assessments, the examinations, are so engrossed, as the 

implementers are well trained and tuned to execute. This makes it difficult for 

implementers to turn on to new directions proposed. In reality, it is possible to find 

classes where traditional assessment is the basic form of assessment despite the 

introduction of new assessment, although it is in its amateur stage (Narayan, 2014).

Secondly, the majority of the implementers are not in favour of the new direction in 

assessment. There is general conscience to bring traditional assessment back. Thirdly, 

the new assessment policy (which includes Fiji Islands Assessment Framework) has 
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been put in place without proper planning and adequate awareness. Thus, the present 

reform in assessment does not reflect in achieving its target.  

Assessment programmes in schools, which is the core for quality education, seems not 

to be achieving its objective. The knowledge gap, that is, what the teachers want the 

students to learn and what the students actually need to acquire, is widening. It appears 

that assessments are not given adequate consideration by teachers. If this trend 

continues, the imbalance in assessment will widen and ultimately children’s education 

will be affected. In light of this, an investigation into the need for reforms in 

educational assessment at the school level is warranted.      

To help readers better comprehend the study, some of the common concepts and terms 

used in the context of this study are briefly explained on the basis of the supporting 

literature. 

1.1.1 Assessment  

Assessment is a broad term. Everywhere and in everything that is done assessment 

fosters better methodologies for things to eventuate. The same principle applies for 

assessment in primary schools. 

Assessment, in its broadest sense denotes a process of collecting and interpreting data 

about the learning and achievements of students and reporting to their parents about 

the progress in acquiring knowledge, skills and attitude. Secondly,  to provide support 

to teachers to modify their instruction and the learning activities of their students and 

thirdly,  to provide information to other stakeholders that make decision about 

promotion of students for example, decision about involvement in particular 

educational programs and types of practices (Curriculum Development Unit, 1997).  

1.1.2 Assessment of learning  

Assessment of learning is generally depicting to assess what is being learnt. Suskie 

(2009) defines assessment of learning as what is called summative assessments (the 

kind obtained at the end of the course). This is assessment of what is learnt after a 

course or unit.  
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1.1.3 Assessment for learning 

Gronlund (2006: 6) states that assessment for learning (formative assessment) are 

typically designed to measure the extent to which students have mastered the learning 

outcomes of a rather limited segment of instruction. This helps redesign methodologies 

of teaching and learning to enable learners learn a concept before they move to new 

concepts.  

 
1.1.4 Reforms 

According to the Oxford English Mini Dictionary (Soanes, 2007), reforms mean to 

improve by making changes. Inspiration for improvement is what everyone’s 

aspiration is. In the era of improving access to education, the focus was on the quantity. 

However, in this era when quantity has improved, the focus is on the quality. Thus, 

reforms are necessary so that quality is achieved through making changes.

1.1.5 Class-based assessment  

Class-based assessment refers to assessment made by the class teachers’ at their 

discretion. It is solely their responsibility to design assessment task and design the 

marking criteria (Curriculum Development Unit, 2010). This enables other form of 

assessment to be effectively carried out apart from summative assessments that are 

already dominating the education assessment system.

1.1.3 21st century competencies

The focus, currently, is on development of appropriate competencies to prepare 

students to enable them to face complex challenges now and in future. Leaders regard 

this as the ‘21st century competencies’. Dede (2010: 72) defines 21st century 

competencies as ‘multiple areas of life associated with critical thinking, 

communication, collaboration, and creativity and innovation’. Accordingly, he 

believes that this development encourages a balance approach in developing the 

knowledge, skills and characteristics that will lead to become personally successful, 

economically productive and actively engaged citizens. Furthermore, Rychen, (2003) 

found ‘critical thinking, communication, collaboration and creativity and innovation’ 
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to be the most dominant 21st century competencies in international frameworks. Thus, 

channeling the focus of developing the learners to be 21st century competent will help 

them to be well prepared to face the challenges of life. To transform the focus, 

significant consideration needs to be given to the assessment process. This will focus 

on the key skills to be fostered through out the learning process.  

What emerges from the key concepts and terms is that assessment is continuously 

reinvented and the teachers need to keep up with the developments through various 

means to remain focused on achieving the aims and objectives of the curriculum.   

1.2 Aim of the study

This study attempts to evaluate the reforms in educational assessment in Fiji. 

Specifically the aim of the study is to highlight the insights of the new assessment 

policy. Basically, the importance of new assessment strategies to meet the demand for 

the education for the 21st century and in achieving quality education will be explored. 

1.3 Objectives of the study

The objectives of the study related to the above aims are as follows: 

i) to analyze the use of traditional assessment practices in light of new 

directions in assessment. 

ii) to suggest the benefits of assessment for learning to foster effective reforms 

that would be embraced by the change agents. 

iii) to find out whether current assessment practices needs to change.  

1.4 Research Questions

The study attempts to focus on the following questions: 

i. What are teachers and students views about the role of assessment in 

primary schools? 
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ii. How do teachers and students perceive the reforms in assessment as 

suggested by Ministry of Education? 

iii.What is the impact of introduced assessment policies on students’ and what 

strategies could be adopted to help teachers’ better implement reforms in 

assessment? 

iv. What are teachers’ opinions on the reforms in curriculum being aligned to 

reforms in assessment? 

1.5 Significance of the Research

The Government in the Republic of Fiji, after the general elections in 2014, has again 

refocused on the traditional assessments before actually the foundation of the new 

directions in assessment was built. Without a thorough consideration of the pros and 

cons, traditional assessments are again brought back and being used as the focal point 

in achieving outcomes as per the curriculum. 

 
This study is important, as it would help the stakeholders involved in the education 

fraternity and in the case of Fiji, the Ministry of Education, to strengthen all aspects of 

educational assessment such as the assessment policy to help design and implement 

appropriate programmes for learners to acquire necessary skills and attitudes needed 

in life. It would help decision makers to be informed and make decisions in the interest 

of learners. Thus, any gap arising in the achievement of quality education could be 

addressed.

 
Secondly, it has been stereotyped that the new assessment methods has resulted in 

higher work load for teachers as quality time for teaching is taken up by the completion 

of new assessment records. This research would try to highlight the new directions in 

educational assessment and its possible benefits to students thus helping teachers’ add 

another method of assessment to their repertoire. 

The research would also try to identify the reasons for the negative feedback about 

informal assessment by implementers and suggest ways and strategies for moving 

forward. It will stimulate teachers to adapt to the needs of learners and improve the 
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quality of education in primary schools. It is hoped, that these would as a result 

improve the standards among our learners and let dropouts be a thing of the past.  

1.6 Focus and Limitations of the Study

This is a policy–oriented research, in the sense that it is based on problem 

identification, gathering related and relevant information based on literature survey 

and proposing an improved approach in assessment at the primary school level. The 

research had to be done in areas close to Labasa and the focus was specifically on 

identifying a better assessment practice in primary schools in Fiji to enable the learners 

to be well equipped for their lives. Due to the dearth of the literature pertaining to Fiji, 

review of the literature had to be directed to educational system outside Fiji. However, 

the comparative perspective was used to understand the Fiji’s situation better.

 
Unlike the most conventional research, this study does not intend to prove that a form

of educational assessment protocol is superior. Rather it intends to propose to the 

stakeholders the needs of learners as they progress through the education system to 

enable them to be competent in their life. This would form the foundation in making 

decisions for reforms in educational assessment. 

 
It was not possible to carry out a detailed assessment on all aspects related to 

assessment reforms in Fiji. This was simply because the researcher did not have access 

to all the data required on assessment procedures, such as the facts that determine why 

a type of assessment protocol needs to be changed. Moreover, there are many factors 

related directly or indirectly to educational assessment and its reforms and this research 

report cannot claim to have covered all these comprehensively. Since the research 

study was carried out while engaged in full time work, and pursuing the research on a 

part time basis, it was not feasible for the researcher to undertake a more 

comprehensive field study. The time available for this study was limited in terms of 

duration as well as when schools were in sessions. In fact, only ten schools were chosen 

to be studied from a pick of numbers denoted to schools from a hat, rather than all the 

primary schools in Fiji. A case study school was also chosen, depending on the 

familiarity and accessibility to the researcher, for the study to enable access to records. 
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The study centred in schools within the reach of the researcher, so those schools that 

were accessible were numbered and placed in the hat, to be picked. 

1.7 Organization of the Thesis

The next chapter presents the background of the study. It explains the education system 

in Fiji and the type of assessment used. 

Chapter three deals with the literature review pertinent to the topic under study. It looks 

at different theoretical and background research materials related to the study.  

The fourth chapter presents the methodology used in conducting this research. It 

mainly used qualitative approach to research but had some aspects of quantitative 

approach. In addition, data analysis and ethical procedures adopted are discussed.  

The fifth chapter presents the findings. These are analyzed and discussed in detail 

under various sub-headings. Generally, the presentation here is guided by the research 

questions posed that is, the findings are presented under the headings derived from the 

research questions posed.  

The sixth chapter presents the discussion of the findings. The chapter utilised the 

findings and discussed the four major research questions.  

The final chapter, chapter 7, covers the conclusions based on the findings and looks at 

the recommendations and implications of the study in terms of research, policy and 

practice of assessment.  

1.8 Summary 

This chapter has provided an overview of the study. It has provided relevant 

information associated with the statement of the problem, aim and the research 

questions posed. Also discussed were the significance of the study, its focus and 

limitations and the organisation of the thesis.  
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CHAPTER 2: BACKGROUND TO THE STUDY 

2.0 Introduction

This chapter sets out to outline the historical context of education and assessment in 

Fiji. The information presented here was derived from relevant documents obtained 

from the Ministry of Education.   

The chapter begins by highlighting the brief history of Fiji and the origins of schooling.

The administration of Primary Education system is discussed next. It then moves on 

to state the importance of primary education and importance of quality improvement 

in education. Purpose of assessment and traditional assessment is also stated briefly 

and at the end of the chapter, a new directions in assessment is presented. 

2.1 A Brief History of Fiji

Fiji is a small country with a population of about 850,000 (Fiji Bureau of Statistics, 

2007). It lies in the South Pacific (see appendix 9). It is made up of two large islands, 

including 300 small islands (Fiji Bureau of Statistics, 2007). Fiji covers an area of 

about 194,000 square kilometers. Approximately 100 islands are inhabited. Most of 

the islands are scattered, thus geographically separate. Scattering and isolation of 

communities have affected proper and adequate implementation in reforms in 

assessment. The islands are far apart and transportation and communication are always 

a challenge. This results in the reforms being affected due to lack of resources and 

efficient monitoring system.   

Fiji became a crown colony of Great Britain in 1874. In 1970, Fiji became politically 

independent after 96 years of colonial rule. However, even after 1970, Fiji had very 

close ties with the British.  

Fiji has been through a rugged road of ups and downs in political terms to where it is 

today. The political upheaval in 2006 led to it being a martial law. This is the era when
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Fiji has experienced a lot of transition in education section. In September 2014, Fiji 

had its election since the coup in 2006. These developments with the opinions of the 

personnel in power have defined assessment policies.  

 
Economically, Fiji is not a rich country. Its major source of income is from tourism 

and sugar. Its other minor sources of income are copra, gold, and agricultural cash 

crops. It is a plural society consisting of two major races, Indians and i-Taukei’s who 

are now generally called Fijians with several other minority groups such as Chinese, 

Europeans, Tongans, Samoans, to name a few.  

2.2 Origins of Schooling 

The missionaries were the first to establish schools in Fiji in the 1830’s (Thomas and 

Postlethwaite, 1984). The aim of the school curriculum in those early days basically 

looked at teaching people to read and write and also doing simple arithmetic. The main 

course was to enable people to read the Bible. Later on, non–government organizations 

and the colonial government realized the need for education for all the people of Fiji. 

Education policy was influenced by the rising tide of social demand for schooling and 

more recently by the growing economic importance attached to the education system 

as a source of skilled manpower (Thomas and Poslethwaite, 1984). Consequently, a 

lot of schools were set up in Fiji and it continues to increase in number. These have 

implication for implementation of new assessment policies.  

2.3 Administration of Primary Education  

Fiji has four administration divisions for the purpose of public administration. These 

are Northern, Eastern, Central and Western divisions. These are further divided into 

twelve education districts, which are Bua/Macuata, Cakaudrove, Ra, Nadroga, 

Navosa, Lautoka, Yasawa, Ba, Tavua, Nausori, Suva and Eastern (Lau, Rotuma, 

Kadavu and Lomaiviti) (Ministry of Education, 2010). The education divisions and 

districts are shown in the Map (see Appendix 10). The education office is manned by 

several officers some with specific and others with general responsibilities. The 

Permanent Secretary (PS) heads the primary education at the national level. He is 
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stationed at the central office of the Ministry of Education in Suva. Director Primary 

Education (DPE), who is supported by the Principal Education Officer (PEO) Primary, 

supports the PS. Senior Education Officer (SEO) of each division supports the PEO at 

the Ministry and who in turn is assisted by Divisional Education Officer (DEO) at the 

Divisional Level. These are shown in the organization chart (Figure 1).  

Figure 1: Primary Section Organisation Chart 

Source: Ministry of Education, 2015: 2 

The chart also shows that the Senior Education Officer (SEO) leads each of the three 

education divisions. These officers are responsible to the PEO at the Ministry of 

Education for matters relating to primary education, in addition to their other areas of 

duty. The District Education office consists of DEO, SEO and EO. The Ministry has 

delegated authority and responsibilities to the Divisional Education Officer who in turn 

have allocated some of the responsibilities to the districts in a Division; thus, 

decentralizing the Education System. 
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At the institutional level, the Head Teacher is the official head of the school. The Head 

Teacher (HT) is assisted by one or two Assistant Head Teacher(s) (AHT), Executive 

Teachers (ET) and Assistant Teachers (AT) in running the affairs of the school (see 

Appendix 11). The general welfare and resource needs of the school are taken care of 

by the School Management via education grant provided by the government. In Fiji, 

the School Management is officially referred to as the ‘Controlling Authority’, which 

usually appoints a Manager, to lead the management board. The manager as the 

representative of the school committee is the liaison officer to the Ministry of 

Education. 

 
2.4  Importance of Primary Education 

Primary Education sets the foundation. This is where learners achieve the basic level 

of education. It is the place where learning of important knowledge, skills and attitudes 

begin. Primary education is critical in the sense it is the foundation for subsequent 

levels and forms of formal education. 

2.5 Importance of Quality Improvement in Education  

Provision of Primary education alone may not be sufficient unless its quality is at an 

adequate level. On the other hand, a long-term negative effect on both individual and 

society will result from poor quality of primary education. There are considerable input 

such as financial resources, facilities, pupils and teachers in the primary educational 

system to make it effective. However, appropriate and adequate assessment will 

provide necessary evidence on the aspects that needs to be scrutinized to achieve 

quality improvement through proper dissemination of resources.  Suskie (2009) states 

teaching, learning and assessment are a continuous cycle. Concurrently no matter how 

effective the resources are and how well qualified the teachers are, without proper 

assessment, the adequate learning outcomes will not be identified. This will continue 

to add on to the negative consequences in the development of the students. Eventually, 

the blame will continue to be tagged on the system as quality improvements would not 

be noted.  
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2.6 Purpose of Assessment 

Bradfoot (1979) proposed that assessment practices are an indicator of the link 

between school and society. She argued that the overt purposes of assessment are 

accountability, to the society who pays for it and certification which is perceived as an 

apparently neutral allocator of life chances. Assessment information is used in a 

variety of ways and serves a variety of purposes like diagnosing, evaluating and 

grading. Singh (2010:170) sates that assessment is used: 

i) to provide feedback to pupils on their progress, strengths and weakness 

ii) to provide teachers with information on pupils’ progress, strengths and 

weaknesses 

iii) to provide feedback to teachers on their teaching and curriculum 

iv) to provide information for grouping children for teaching and learning 

v) to provide information for selecting pupils for promotion, prizes and 

awards 

vi) to provide information to parents, community, Ministry and other active 

stakeholders. 

Assessment involves a full range of procedures used to gain information about students 

learning and the formation of value judgment (Linn and Gronlund, 2000). Despite the 

vast benefits assessment has, quality education is not being achieved. This is why 

assessment needs to be reformed. 

2.7 Traditional assessment 

The Fijian School System is banking on the examinations as the major form of 

assessment. In spite of the mention of formative assessment in the prescription of each 

subject as a method of assessing students in juxtaposition with the summative 

assessment, the latter is of focus. Students are assessed in schools in Fiji with Mid 

Term and Term End Examination together with Topic Tests and Monthly Tests. This 

is the core functions for each of the three different terms. At National level, FIE (Fiji 

Intermediate Examination) and FEYE (Fiji Eighth Year Examination) were the major 
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forms of assessment in Primary Schools in Fiji, in the recent past. The assessment 

analyses were used to rank the teachers’, students’ and the schools. The past four years 

had the major national examinations removed, however, in 2015 the examinations 

have been brought back by the new democratically elected government. Thus, 

currently we have LANA (Literacy and Numeracy Assessment) for Years 4, 6, and 8, 

FYSE (Fiji Year Six Examination) and FYEE (Fiji Year Eight Examination) as the 

major forms of assessment. These are generally traditional forms of assessments.   

Formative assessment was only used during lesson delivery through oral questioning, 

morning talks, speeches, quiz, letter and essay writing. The focus of this was a few 

handful students who were trained to represent their school at a certain organized 

contest. Those who participated were trained accordingly – the others deemed not 

important to learn those skills. From 2011 to 2014, formative assessment became the 

restructured version of the assessment forms in Fiji; however, before the anticipated 

benefits came to light it was shelved, refocusing on the traditional forms of 

assessments.   

Traditional assessment basically looks at examinations as the forms of assessment. 

“Traditional assessments are tests given to the students by the teachers to measure how 

much the students have learned” (Braillie, 2005: 13). It is the conventional method of 

testing which usually produce a written document such as quiz, exam or paper. No 

doubt, it has produced results as well as many successful persons all over the world; 

however, with the development of technologies in the education system traditional 

forms of assessment is somewhat outdated, in the sense that it does not play the lead 

role in enabling the intended learning outcomes to be achieved.  

Scholars such as Mueller, (2011); Nitko, (2004); Popham, (2002); Linn & Gronlund, 

(2000); Stiggins, (1998) and Whitney, (1993) have researched and found out that 

traditional form of assessment do not measure all the necessary skills that needs to be 

developed in the learners. This thus deprives the learners to achieving quality 

education.   
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The author for one became interested in this topic because of scoring very high marks 

in nearly all the subjects in past school days – both primary and secondary, however, 

was not able to present himself in front of any group of people. The communication 

skills lacked. This was because scoring good marks in exams overshadowed his other 

weaknesses. The author was never given an opportunity to develop this very important 

life skill. Once out in the field, although being very successful in schools, the author 

always regarded himself a failure. Thus, the author personally believes that traditional 

assessment needs reforms so that learners are developed holistically to face challenges 

in the working field. ‘Practice will make it perfect’ and these skills need to be practiced 

in collaboration with other learning outcomes to achieve quality education. 

2.8 New directions in assessment 

The need to develop policies and procedures that do a better job of evaluating 

educational progress and especially the extent to which students are learning to 

perform tasks that require high-level cognitive abilities, is widely recognized. “The 

use of performance assessment practice is designed to give young students a chance to 

demonstrate their reading skills and understanding as a teacher interacts with them and 

gauges their progress” (Brenneman, 2014: 6).

The idea of performance assessment reflects the old math-class decree to “show your 

work”. The goal is to measure not just the final result but the process a student takes 

to get there (Brenneman, 2014). 

In Fiji, for instance the removal of external examinations from the year 2011 to 2014 

in Primary and Junior education denotes new direction in educational assessment. A 

shift in assessment towards more class-based assessment was recommended. The Fiji 

National Curriculum Framework (Ministry of Education, 2007) provided for the basis 

for assessing students’ achievements and competencies. It was basically in favour of 

assessment for learning.  

New directions in assessment will ‘promote pupils’ learning’ (Black ��� ��. 2003), 

which will help to “report progress, provide summative information and improve 
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programmes” (Ministry of Education, 1994). Moreover, it will help ‘appraise, judge 

or evaluate students work or performance and use this to shape and improve students’

competencies (Gipps, 1994). 

Generally, students’ needs will be explored and their confidence would develop to face 

new challenges in life.  

2.9 Summary 

This chapter has provided a background of the study. It has provided relevant 

information associated with the origins of schooling and administration of Primary 

Education. Also discussed were the importance of primary education and quality 

improvement in education, followed by the purpose of assessment, traditional 

assessment and new directions in assessment. This leads to the next chapter, which 

provides a review of literature on the need for reforms in educational assessment. 
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CHAPTER 3: REVIEW OF RELATED LITERATURE 

3.0 Introduction 

This chapter sets out to review relevant background research literature available for 

reforms in the educational assessment. Assessment is the key to education. Current 

assessment practices need to reflect changes based on new understandings of learning 

theories, new curricula that are being developed, new knowledge and skills that are 

necessary for the 21st century and the accountability requirements of systems and 

governments. This is what enables one to determine  what is being taught in 

classrooms, how effective are the teaching–learning methodologies, how effective and 

efficient are the plans as well as how effective and efficient are the implementers of 

the curriculum  and the curriculum itself. Assessment need to be reviewed as the 

curriculum is reviewed. Assessment review would enable better implementations of 

the programs as well as plays a crucial role in directing student’s learning. 

Additionally, all the learners have different pace of learning apart from the different 

needs of learning they have. Thus, only one form of traditional assessment does not 

serve the purpose of fully tapping on to the learners’ potential. Different approach to 

learning different concepts and skills need appropriate assessment procedures to 

determine the level of competencies achieved. Moreover, learners shall not be 

penalised due to factors far out of their reach for not attaining to their capability for a 

summative assessment.  For this purpose, there is a need for assessment reforms to be 

on par with the 21st century educational ambitions. 

This chapter firstly, discusses a theoretical and conceptual framework of the study in 

relation to assessment and achieving outcomes. Quality education and why quality 

improvement is needed in primary education will be discussed next. Then, the missing 

essence in quality education attainment and its impact will be discussed. Moving on, 

discussion about professional development and its importance will be done. Then 

reforms in education and assessment are highlighted, followed by alignment of school 

curriculum and assessment. After which, the 21st century educational competencies 

will be focused. Following that, the assessment in primary schools is discussed and the 

purpose of assessment is highlighted. Assessment versus accountability and 

assessment for learning and assessment of learning is compared next.  Finally, 
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directions of assessment are deliberated. Each of these components is discussed with 

relevant literatures.  

3.1 Theoretical Framework of the Study 

Learning and assessment currently supports the sociocultural perspective. Social

constructivist believes that learning is worth for learners through formative assessment 

of students’ learning. Vygotsky’s (1978) sociocultural theory of human learning is the 

framework of learning today. This is supported by scholars such as Wiliam, (2011); 

Phan, (2010); Berry, (2008) and Stiggins, (2007) who agree that sociocultural learning 

theory goes beyond considering learning only as content acquisition. 

 
Reinventing of assessment is brought about specifically to have assessment that 

supports learning. To enable assessment serve its purpose, the following model 

provided by Mislevy (2000: 10) serves as the theoretical framework. 

Figure 2: Four Principle Processes in Assessment 

Source: Mislevy, 2000: 10 

This figure shows the four principle processes in the assessment cycle.  The Activity 

Selection Process selects a task (or other activity) and instructs the Presentation 
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Process to display it. When the examinee has finished interacting with the item, the 

Presentation Process sends the results (a collection of responses) to the Evidence 

Identification Process for item-level Response Processing. This process identifies key 

outcomes of the task and passes them to the Evidence Accumulation Process (Section 

or Assessment level scoring), which updates the Examinee record.  The Activity 

Selection then makes a decision about what to do next based on whatever criteria are 

appropriate, including, for example, tasks already completed or current beliefs about 

the examinee (Mislevy, 2000: 10). 

This framework supports the delivery of operational assessments fulfilling a variety of 

purposes and stages in the life of a learner. This capability would make it easier to 

create new kinds of assessments. It would also make it easier to re–use existing 

components for new purposes and to develop new components that would be 

compatible with one another and with existing components. It emphasises on the broad 

range of assessments we want to think about within the same framework.   

People have a natural propensity to learn and they develop deep knowledge organised 

around important conceptual frameworks. This means that teaching should assist 

learners to organise information into conceptual frameworks that facilitate transfer of 

knowledge from one conceptual framework to another. Knowledge developed in this 

context facilitates problem solving and encourages new knowledge to be created. 

Assessment, then, should be contextualised and allow students to show deep 

understanding of concepts and reveal relationships between concepts and conceptual 

frameworks. Assessment processes should emphasise students’ ability to link ideas, 

apply knowledge and solve problems (Packer and Goicoechea, 2000). 

The theoretical framework presented would help learners to be challenged to acquire 

the skills of the 21st century education and become lifelong learners. As a result, these 

learners will be able to adapt to situations that are presented and overcome it 

confidently. This leads to the conceptual discussion on assessment. 

3.2  Conceptual Framework of the Study 
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To address the research question raised, it is helpful to conceptualize assessment 

procedures. Based on the above theoretical framework by Mislevy (2000: 10), the 

conceptual framework as defined in the National Curriculum Framework (NCF) 

Support Materials (Ministry of Education, 2009: 5), is summarised as below:  

Figure 3: Diagnostic Approach for Formative Assessment 

Source: Curriculum Development Unit, 2010: 5 

This concept promotes formative assessment to be prevalent in a context. It promotes 

a diagnostic approach where teachers are able to use simple tasks to establish the ideas 

students already know before they begin planning their lesson (Curriculum 

Development Unit, 2010). According to Mcgee (2004: 87), this picture defines 

curriculum ‘to include the educational experiences that are planned to take place in a 

classroom as well as the practical application of the planning in the classroom’. There 

would be a guide for teachers in terms of what is known and unknown for them to plan 

effectively and efficiently and intervene using the appropriate methodologies. Then 

immediate assessment is done to determine the effectiveness of the plan and strategies 

and what outcomes the students have acquired. It will then form the basis for the 

teacher to work on or determine other possibilities for the students to achieve the 

outcomes. An immediate feedback would be provided. Planning helps in defining the 

Plan 
(a plan is formulated to 
enable what is expected 

to be achieved)

Teach
(the interventions are 

facilitated to achieve  the 
objectives)

Assess
(assessment is done to find 

out what has  been 
achieved and what is yet to 

be achieved)



22 
 

building blocks, how they should come together to make the required structure to make 

sure that it will stand and last.   

Furthermore Bakalevu (2013: 2.4) states that “the diagram represents the ongoing and 

related activities of Planning, Teaching and Assessing that make up classroom 

practice: 

a) Plans determine the activity of teaching; 

b) What gets taught is what gets assessed; 

c) Plans will be manifested in what gets assessed; 

d) Assessment results change instruction; 

e) Assessment results change plans.”

Learners’ schema develop with the social interaction even before formal schooling. 

They construct knowledge and understandings on the basis of this constructed 

knowledge, the pre–request knowledge or prior knowledge. Considerably teaching 

should utilise students’ prior knowledge as the foundation for further learning 

(Bransford �����, 2000). The pre–assessment would reveal what learners already know 

and what intervention is necessary to develop the learners’ schema. The incomplete 

understanding and preconceptions of learners need to be considered in planning for 

teaching. Pre–assessment would reveal the prospects enabling adequate intervention 

programme to be implemented to change the misconception of knowledge in among 

the learners. Assessment processes should establish students’ prior learning and 

monitor students changing conceptions as teaching and learning proceeds. Exposure 

of students’ thinking processes to them and their teachers should be identified through 

assessment. Appropriate feedback throughout the learning-teaching process should 

lead students to modify and refine their thinking.  

 

3.3 Quality Education 

Quality has many facets. Adams (1997: 2 – 5), has identified seven usages of quality 

in his work: quality as reputation, quality as resources and inputs, quality as process, 

quality as content, quality as outputs and outcomes, quality as ‘value-added’, and 

quality as selectivity. 
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Accordingly, Adams describes each as follows: Quality as reputation refers developing 

a mind set in among the general public where there is a general consensus that of a 

high quality, despite there is no quantitative evidence. Quality as resources and inputs 

refers to high levels of provisions of resources such as buildings and other facilities, 

textbooks and instructional materials. Quality as a process, a little complex and new, 

looks at the need to understand the use of educational inputs.  Quality as content 

denotes the knowledge, attitudes and skills intended to be transmitted through the 

school curriculum and it is of higher quality. The consequence of education is 

highlighted as quality outputs or outcomes. Outputs concerns students’ cognitive 

achievement, completion rates, certification, individual skills, attitudes and 

behaviours, while the outcomes refer to employment, earnings, health, civic 

engagement, social attitudes, behaviours and skills. The quality outputs would ensure 

that learners are developed holistically through the education process guided by the 

assessment protocol. Eventually, it will yield quality outcomes where the learners will 

be equipped with the basic skills and knowledge to be acceptable in the society and 

the work field. Quality as value-added considers the success of a school focusing on 

students, in other words how it has improved. Finally, quality as selectivity refers to 

quality as a form of exclusiveness. The more exclusive, selective or competitive a 

school system is, the higher the quality. 

UNICEF highlights a similar set of issues in a recent paper on educational quality in 

which it defines quality in terms of five dimensions: 

• Learners who are healthy, well-nourished, and ready to participate 
and learn, and supported in learning by families and communities; 
• Environments that are safe, protective, and gender-sensitive, and 
provide adequate resources and facilities; 
• Content that is reflected in relevant curricula and materials for the 
acquisition of basic skills, especially in the areas of literacy, numeracy, 
and skills for life, knowledge in such areas as gender, health, nutrition, 
HIV/AIDS prevention, and peace; 
• Processes through which trained teachers use child-centred teaching 
approaches in well-managed classrooms and schools and skilful 
assessment to facilitate learning and reduce disparities. 
• Outcomes, that encompass knowledge, skills, and attitudes, and are 
linked to national goals for education and positive participation in 
society” (UNICEF, 2000: 1).
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Attaining only a few of these does not mean quality is achieved. Each of the above 

qualities is associated to others. The web will be affected if one of the components is 

affected; as such the achievement of quality rests on the fulfilment of all the major 

components. To achieve this significant others have to work hand in hand making 

adequate and timely innovations as well as training personnel’s to be well equipped to 

implement and adopt necessary interventions. Adequate and timely reforms in policies 

and pedagogy are necessary to achieve quality education. 

 
Education is the key to a successful future and quality education signifies the success. 

Without it, a person is incomplete and a lot many pathways for the person are shut. 

Education explores the opportunities and enables a person to take up challenges to 

attain good for him, the family, the nation, the region and the whole world. A survey 

by UNESCO (2005) has shown attainment of quantity in education; however, quality 

is a concern. The UNESCO report (2005) has stated that the number of out–of–school 

children is declining, having fallen from 106.9 million in 1998 to 103.5 million in 2001 

but in many parts of the world, an enormous gap persists between the numbers of 

students graduating from school and those among them who master a minimum set of 

cognitive skills. 

 
Fiji has attained quantity as the number of students enrolled in primary schools 

continues to grow. The statistics from Ministry of Education Annual Report (2015) 

shows that in 2007 there were 139102 students in primary schools through out Fiji and 

in 2014 the enrolment numbers rose to 142713. However, as the Minister for 

Education, Arts and Heritage, Dr. Mahendra Reddy in his speech at the opening of the 

Head Teachers conference in Lautoka stated that “in this educational journey, we are 

not trying to address the current generation of children only and nor are we addressing 

problems for contemporary Fiji only” (Fiji Sun, 2017). From the ministers speech there 

is an indication that quality is lacking. Further more, Bacchus, (2000: 48) raises a 

similar sentiment, expressing in the Education Commission Report 2000 that “Fiji has 

experienced a tremendous surge in school enrolment….however a major concern is to 

improve quality”. Without quality education, the recipients of education face difficulty 

in executing the knowledge, skills and attributes resulting in the failure of the economy 

to grow. This would be a loss from the investments incurred in education.  
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One of the reasons for not attaining quality is due to ineffective curriculum. The 

curriculum should blend the past into the present to determine the future. The huge 

gap in the curriculum content and the forms of assessment to achieve the outcomes has 

labelled the Fijian education system hapless. Krajcik (2011: 156) pointed out that 

‘most curriculum materials that currently exists focus primarily on impoverished ideas 

about student learning or are based on no model of learning at all, and few, if any, 

follow a development perspective’.  Channelling curriculum in the appropriate 

directions in this dynamic world is challenging, however it is necessary to achieve 

quality education. Aligning every component that even has very little impact on the 

curriculum will make way forward for quality education. Otherwise, as Masters (2013) 

pointed out that given the limited scope of the coverage of delivered curriculum, such 

influence is disproportionate to any intrinsic value they may have as a proxy for 

educational outcomes.  

 
The Fijian Education Curriculum Unit is working hard to reduce the gap in order to 

achieve the quality. The Education Report (Ministry of Education, 2015) reported that 

it has achieved a milestone in the revision of the syllabi to align to NCF. The report 

also states that ‘there is a paradigm shift towards learning and teaching and the focus 

is in the learner and ultimately to make Fiji a knowledgeable society’ (Ministry of 

Education 2015: 44). The Fiji Education Commission 2000 brought to light that the 

Fijian Education Curriculum needs a number of improvements to enable quality 

education to be achievable. Sadler, (2000: 274) expresses that ‘the focus should be 

towards those aspects of learning, that schools are uniquely able to deliver to their 

communities. Historical development of the curriculum refers back to post 

independence where the issue was the lack of relevant curriculum and examinations 

as the curriculum and examinations was dominated by the colonial examination 

system. Development in the Fijian curriculum are taking place since then. From 1974, 

CDU was bestowed the responsibility of the school curriculum development. The 

Education Commission 2000 had prominent concerns on school curriculum and its 

development. According to the report, changes were needed in the curriculum 

approach, design, content and assessment. The changes were given consideration to 

align the goals outlined in the Convention of the Rights of the Child and the 

Millennium Development Goals. Changes to redesign curriculum to produce learning 
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experiences that would encourage creative activities and lead to the all-round physical, 

emotional and intellectual development of people was proposed. This lead to the 

establishment of the Fijian Governments National Strategic Development Plan 

(NSDP) and the Suva Declaration 2005, which had goals that includes the 

development of national curriculum framework (NCF) for Fiji. This advocated the 

constructivist approach in the Fijian national curriculum. The NCF defines the Fijian 

education curriculum and believes that it will lead to improvements in the quality of 

education in Fiji (Ministry of Education, 2007). The dedication of the CDU now 

focusses on quality education.  

  
Moreover, the quality of Fijian primary school teachers is at the focus also as they will 

be the basis for implementing the changes in the curriculum. In the early years of the 

beginning of school system, a Certificate level qualification was enough to teach in a 

primary school (Fiji Law, Cap 262 of Education Act 1978: 13). However, with the 

availability of distance learning from University of the South Pacific and in-service 

training provided by the Ministry of Education, the qualification of teachers in the 

primary schools have significantly improved. The Ministry of Education Annual 

Report 2015 shows only 37% of teachers having Certificate level qualification while 

63% of them are having qualification ranging from Diploma to Masters in Education. 

The provision of more in-service training and opportunities for teachers to upgrade 

their qualification will further boost the quality of primary school teachers thus leading 

to better implementation process.  

Lack of quality education concerns the world. For instance, it is still in a dilemma 

whether to continue to develop economically or restructure the resources towards 

saving the planet Earth from threats of the climate conditions. The people are not 

practising the sustainable actions they have learnt through the process of schooling. 

This reflects the gap on what the curriculum offers to learners and what learning takes 

place. The UNSECO (2005: 7) report states that, “In many countries that are striving 

to guarantee all children the right to education, the focus on access often overshadows 

attention to quality”.  The United Nations focus a lot on this issue, however the onus 

rests on individual countries as to how they plan to achieve it.
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Quality education thus is a dream of all so that educated personnel are not only 

developed with the right education but also with the right skills and attitudes. This will 

enable them to be aware of the threats and dangers of their actions and thus taking 

immediate attention to find remedies. The former Fijian Teachers’ Association 

President Mr. Tevita Koroi has uttered that quality education is what their organisation 

is focusing on through providing a quality teaching and learning environment and 

offering remedial and homework programmes for student (NA. 2009). 

Educational assessment and quality education are colligated. The latter can only be 

attained through appropriate and relevant educational assessment practices. The 

former, if not planned and structured appropriately will not execute the learning 

outcomes.  

 
 
3.4  The Missing Essence in Quality Education Attainment 

There was a time when the World Organisations were concerned about having 

everyone in a country to attain basic education. This goal has been reached quite 

effectively. Most of the countries literacy rate stands above 90% (UNESCO, 2013).

The dropouts have dropped significantly in the past (UNESCO, 2005). With the 

improvements in the quantity, deficiency in quality was becoming a concern. Thus, 

the focus drifted from quantity to quality. The environmental problems, social 

problems, political unrests, health problems, STDs, inequality and increase in poverty 

express volume on the lack of quality education.  Education should be such that it 

prepares life–long learners who would be prepared to critically adapt to different 

changes in maintaining a balance. As Adams (1997: 2) stated: 

 
Educational quality has received a great deal of attention in recent 
years, as educators and other stakeholders have recognized the need 
for improved quality in the wake of the tremendous growth of 
educational enrolments throughout the world in the 1950s-70s. Almost 
universally, there is an agreement that quality needs to be improved. 
Government plans, international agency documents, officials regularly 
call attention to the need for improved quality, in poor and wealthy 
countries alike. 
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According to Barro & Lee (2000) educational progress of the developing region as a 

whole has been relatively strong over the last decade; however, the education level in 

developing region lags far behind the advanced regions. For the developing countries, 

the projections show that in 2000, 37% of the population aged 25 and over still had no 

formal schooling and only 27% had some secondary education compared to advanced 

and transition countries group where nearly two–thirds  of the population over age 25 

had at least some secondary schooling. Barro & Lee (2011), further notes, in their later 

research that the overall population over the age 15 years in high–income economies 

is estimated to have 11.3 years of schooling, compared to 7.2 years in developing 

countries. They noted that the gender gap has significantly reduced – an increase in 

the ratio of female to male average years of schooling from around 65.2% in 1950 to 

85.95% by 2010, but still exists – one factor contributing to this is the continued 

increase in the proportion in advanced countries reaching higher levels of education.  

Making education more gender inclusive remains a challenge not only in the third 

world countries but developed countries as well. Over the past century, Organisation 

for Economic Co-operation & Development (OECD) countries have made significant 

progress in narrowing or closing long-standing gender gaps in many areas of 

education, including educational attainment. The one fact implies another: that 

aptitude knows no gender. Given equal opportunities, boys and girls, men and women 

have equal chances of fulfilling their potential. Gender inequality is a major factor that 

hinders quality achievement. The extent of gap among the male and female drastically 

affects the quality achievement.  

Further on, inclusive education is also a missing link to achieve quality education.  

Inclusive education is when children with or without disabilities participate and learn 

together in the same classes. Researchers (de Graaf, �����. 2013; Finke �����. 2009; 

Giangreco, 2009; Kliewer, 1998, 2008; Myklebust, 2006; Peetsma, et al., 2001;  

Stahmer & Ingersoll, 2004; Tanti Burlo, 2010; Vakil, et al., 2009; Vianello & 

Lanfranchi, 2009) agree that when a disadvantaged child attends classes alongside 

peers who are normal, good things happen. For a long time children with special needs 

got educated in separate schools, developing as standpoint that special education meant 

separate education. However, when children are educated together despite of their 

abilities positive academic and social outcomes occur for all the children involved. 
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Inclusive education seems to be difficult but successfully occurs through on going 

advocacy, planning, support and commitment. It will also reduce the gap in achieving 

quality education.

According to an article titled “Inclusive Education” (2003 – 2015), (PBS parents: 7) 

the three principles that guide quality inclusive education are ‘all children belong’, ‘all 

children learn in different ways’ and ‘it is every child’s right to be included’.

The objective of Education for All (2005) states that every person, child, youth and 

adult shall be able to benefit from educational opportunities designed to meet their 

basic learning needs (UNESCO, 1990: 3). This objective has led to the development 

of inclusive education.  

As late as 1980’s, teachers agreed with the principles of inclusive education, however 

when they are asked if they want to work with children with special educational needs 

their answer focused on children with mild deficiencies (Center, 1987). Avramidis and 

his colleagues however believe that involving teachers’ in inclusive programmes 

develops a more positive attitude towards inclusive education (Avramidis, �����. 2000: 

206-207). Florian and Rouse (2009) also share similar sentiment, that is in order to 

achieve the inclusion objectives it is necessary to realize an educational reform and a 

sharing network, which can provide good practice examples for all the teachers who 

work with children with special educational needs and want to develop an inclusive 

environment.   

The missing essence in education is generally related to the gender gap and inequality 

in education as researchers have indicated in their research.  The stereotyped beliefs 

and cultural and perhaps the traditional trends of the human living system continues to 

hinder the reduction of gaps in equality in education in terms of gender and abilities.  

Everyone dreams to have the same opportunities in life. No one considers 

discrimination due to social background, gender, religion or age. However, the real 

world seldom lives up to those ideals. The World Organisations are working together 

to change this with its ‘Education for All’ project (UNESCO, 2005).
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Educational assessment upon authentically implemented will result in quality 

education attainment. With appropriate and adequate reforms in educational 

assessment the missing essence in attainment of quality education will be significantly 

reduced. 

A combination factor would be looked in the next section. Teacher workload, a factor 

regarded as a missing essence in quality education attainment, would be significantly 

reduced with adequate reforms in educational assessment.  

3.4.1  Teacher Workload  

Teaching is one of the most influential professions in society (Sarita and Tomer, 2004);

however, the conditions engulfing it in recent past years are redefining its status. 

Teachers are expected to implement reforms and are regarded as the change agents. 

Despite delivering to the best of their ability, there are factors, which deter them to 

produce quality. 

Workload is a factor, which affects teachers’ performance. The mandatory working 

hour for teachers is eight hours. According to Jabeen (2001), teachers start teaching at 

8 a.m. but when the school day is over at around 3 p.m. then they must still grade, 

mark homework, plan lessons, have staff meeting and meet with parents. Many correct 

paper and plan lessons every evening, meaning they work 15 to 16 hours a day. She 

further states that teachers are worried about heavy teaching load combined with 

frequent involvement in non–teaching tasks, which does not allow sufficient time for 

preparation for teaching.  This thus converts into absenteeism, little opportunities for 

career advancement in teaching profession, low morale, job dissatisfaction, poor 

incentives, lack of teacher motivation, ineffective management information system, 

overcrowded classes and inadequate teaching and learning materials.  

In the article ‘The Voice of Canadian Teachers on Teaching and Learning (NA. 2011), 

84% of the Canadian teachers indicated heavy workload as a very influencing factor 

in achieving quality. Foster (2006), Ola (2010), Smithers & Robinson (2003) and Hans 

(2011) in their research share similar sentiments on teacher workload. This is a concern 
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worldwide as Brown and Uehara (2012) found in Asia and Margolis and Nagel (2006) 

concludes of for Mid-West area of the United States of America and Naidoo (2012) in 

South Africa. Naidoo (2012) and Taylor, �����. (2008) emphasise that work over load 

had risen over the decade and in the new millennium increases demand in the 

attainment of quality education. Due to workload, employees develop various 

symptoms of stress that can harm their work performance and health and even threaten 

their ability to cope in the environment (Newstroom and Davies, 2002). DeVenter and 

Kruger (2009) also affirm that over the past decade there has been a general 

recognition that many in the teaching profession are working under considerable stress. 

Furthermore, ILO (2010: 137) indicates that education, the largest job category sees 

stress affecting staffs, which arises from the work environment.  Teacher workload in 

Fiji is of no exception. Day by day, it is increasing. According to Narayan (2014: 109), 

“Fiji classrooms teachers are overloaded with documentations which are time 

consuming”. To add to it they (teachers) viewed there is less preparation time in 

schools. The heavy workload leads to teachers having to take work home, which gets 

frustrating as they have less family time. Kapambwe (2010) and Uiseb (2009) have 

found out that higher teacher workload hinders proper assessment. According to my 

experience as a primary classroom teacher in Fiji, teacher workload is certainly high 

and does hinders proper assessment plans and strategies to be put in place for 

improving the learning competencies in our young learners.  

Despite the difficult working conditions that the teachers encounter while delivering 

their skills and knowledge, “they are held accountable for student performance (on 

tests that they do not see as valid measures of their students’ abilities) without being 

given any voice or respect for their professional knowledge and experience” 

(Atkinson, 2012: 207).  

Providing a poise and healthy working environment will enable quality education to 

be delivered. It is not only policies, plans, projects and programmes that will achieve 

quality education. Adequate and timely development of change agents is necessary.  

The next section presents the importance of professional development not only in 

achieving quality education but also successfully reforming the educational 

assessment to achieve the outcomes based learning. 
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3.5  Professional Development  

Hassel, (1999: 4), defines professional development (PD) as “the process of improving 

staff skills and competencies needed to produce outstanding educational results for 

students”. The teachers are able to refresh the ideologies, methodologies, pedagogies, 

standpoints and more importantly reflect back onto themselves and help in the 

improvement of parting knowledge. According to Lingam (1996) the ongoing 

professional development creates a culture of learning throughout the school and 

supports educators’ efforts to engage students learning. For Mizell (2010: 3), the term 

professional development is usually taken as a ‘formal process such as conference, 

seminar or workshop; collaborative learning among members of a team; or a course at 

a college or university. However, professional development can also occur in an 

informal context such as discussions among work colleagues, independent reading and 

research, observations of a colleague’s work, or other learning from a peer’. 

Professional development is the strategy schools and other institutions use to ensure 

that educators continue to strengthen their practice throughout their career. It is a 

learning experience related to an individual’s work, where the focus is to learn and 

apply new knowledge and skills to improve the performance on the job. The most 

effective professional development engages teams of teachers to focus on the needs of 

their students. They learn and solve problem together in order to ensure all students 

achieve success. “School–based professional development helps educators analyse 

student achievement data during the school year to immediately identify learning 

problems, develop solutions, and promptly apply those solutions to address students’ 

needs” (Mizell, 2010: 7).

Guskey (2000: 4) reminds us of the importance of PD when he states, “one constant 

finding is that notable improvements in education almost never takes place in the 

absence of professional development”. Sparks (2002), states that high–quality ongoing 

professional development that deepens teachers’ content knowledge and pedagogical 

skills provides opportunities for practice, research and reflection; and includes efforts 

that are job embedded, sustained and collaborative. Joyce and Showers (1988) 

concluded that the levels of teacher learning and strategy use are greatly increased 
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when coaching, study teams and peer support are provided. Research such as (Serpell 

and Bozeman, 1999; Strong, �����. 2004) also show that teachers who participate in 

well–designed professional development activities get better results from their 

students. 

Research has repeatedly shown that the most important variable in student 

achievement is the quality of the teacher in the classroom (Block, 2000; Darling-

Hammond, 2000; Haycock, �����. 2001). However, teachers are always at the receiving 

end. Ultimately, they are ‘over–used’ and ‘under–cared’. Thus, it is important that 

teachers are given the recognition they deserve in raising the students’ performance 

(Ferguson, 1991; Armour-Thomas, �����. 1989) if reform initiatives are to succeed.  

Stigler, ��� ��. (1999) concluded in their study that teachers continue to use very 

traditional teaching methods. However, with continued PD teachers will be 

empowered to use variety of teaching methodologies. As Alexander, ��� ��. (1998), 

concluded that when teachers are given the opportunity, via high–quality professional 

development, to learn new strategies, for teaching to rigorous standards, they report 

changing their teaching in the classroom. Thus, it can be concluded that professional 

development needs to be given major attention to help implement the necessary 

reforms.   

According to Joyce and Showers (2002) teachers’ beliefs can change in a setting in 

which teachers consider learning a communal activity, where teachers take time to 

interact study together, discuss teaching and help one another put into practice new 

skills and strategies. This enables them to grow and their students improve 

accordingly. Social persuasion is a powerful means of changing beliefs (Bandura, 

1995; Schunk, 1981; Zimmerman and Ringle, 1981). However, professional 

development should be designed around research-documented practices that enable 

educators to develop the skills necessary to implement what they are learning (Joyce 

and Showers, 2002). Marzano, ��� ��. (2001) agrees that students’ performance 

improves when teachers are engaged in professional development. Moreover, Birman, 

��� ��. (2000) states that professional development transfers behaviours that is 

observable in classrooms thus improving student performance. 
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PD in Fiji Primary schools is to some extent ad hoc in its application. This thus does 

not enable PD’s to bring about the intended changes. The Fiji Education Commission, 

2000, summarises that most of the workshops are one-way process as the facilitators 

mostly rush through the sessions and there is very little time for participants’ 

interaction. Sharma (2011) found in his research that PD’s in Fiji schools are based on 

the upgrading of practising teachers knowledge and skills through workshops and 

seminars, however, it is not planned and conducted in schools. Moreover, the rural 

teachers lack awareness and knowledge on PD. PD will initiate changes when executed 

appropriately. The 21st century competencies can be oriented in the existing teachers 

through PD’s. Educational assessment reforms will be then initiated and build on in 

the PD sessions thus empowering teachers to the initiative. They will develop a sense 

of belonging and will execute the new initiatives to the best of their abilities. 

Professional development is the key to the implementation of new strategies. Teachers 

play the key role in the implementations of policies and plans in terms of reforms. As 

such, concerted effort should be made to improve the effectiveness and efficacy of 

teachers so that they are able to foster the necessary reforms in assessment effectively.  

This improvement cannot be expected overnight as new attitudes, skills and methods 

take long time to develop in any profession.  On-going professional development 

would enable teachers to continually refresh and update their professional competence 

and be prepared to adapt to changes that are brought about to improve the attainment 

of quality education.  Duignam (1982: 52) suggested “staff development must be 

planned as a continuing series of co–ordinated and related learning experience 

occurring throughout a teacher’s career”. As such, planned teacher development 

programme should follow pre-service teacher training programme. Our future as a 

nation depends on the children and their balanced development and schools are 

responsible for building their future. Studies reviewed, such as (Gorton, 1976; 

Tohmatsu and Deloitte, 1993; Martinez, 1994 and Lingam, 1996), indicate the need 

for qualitative improvement in teaching force. Research (Strong, �����. 2004; Serpell 

and Bozeman, 1999) indicates that new teachers who receive intensive mentoring had 

a significant effect on student achievement as early as within two years. Professional 

development should be the Governments key focus to implement reforms. This will 

lead to substantial alignment among the policy and the implementers, which certainly 

calls for a need for reforms in education and assessment.  
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3.6  Reforms in Education and Assessment 

Changes are dynamic so reforms are inevitable. According to Masters (2013) reforms 

will harness movement from ‘assessment as judging’ to ‘assessment as understanding’. 

Education reform comprises any planned changes in the way a school or school 

systems functions, from teaching methodologies to administrative processes.

Whatever a country’s level of development, there is great demand for education reform 

in order to be able to face political, social and cultural changes, as well as scientific 

and technological transformations (UNESCO 2013). Furthermore according to Berry 

and Adamson (2013: 417),  

In modern years, education reforms desire to reform an existing 
system, as opposed to revolutionary, supporting or providing 
competition to it. These reforms desire to make public education 
more effective, with higher standards, higher achievement and 
higher focus on the needs of students.

With reforms in curriculum, there needs to be parallel reforms in assessment as well. 
As pointed by Masters (2013: 5) 

Educational assessment has been subject to increasing pressures to 
reform over recent decades from different directions. The pressures 
are the following: the need for better information to guide and 
evaluate educational decision making; advances being made in 
understanding of human learning; calls for greater emphasis on the 
development of a broader range of life skills and attributes; and 
changes in where and how learning takes place, particularly 
resulting from advances in technology.  

National and international assessment data is becoming the driving force to reforms in 

education around the world (Kellaghan and Greany, 1992). Although some reforms 

have minimal impact, new ideas and methodologies are brought. This new patterns of 

behaviour is on par with the development of the technologies thus to enabling the best 

of the knowledge to be put across for the holistic development of learners. Mr. Filipe 

Bole, the former Fijian Minister for Education states that “reforms will continue in the 

educational system in ensuring that Fijians have equal access to quality education 

which is a fundamental key in life” (Education Reforms Continue: 2013: 18). It is of 
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no use to teach things of the 18th century in the 21st century though it could be looked 

as a bridge connecting the past to the present and determining future. Masters (2013:

24) further notes that “there is a growing need to develop assessment methods for a 

broader range of skills and attributes necessary for the life in the 21st century including 

the ability to work in teams, to innovate, to solve complex problems and to analyse and 

evaluate diverse information”. New designs and policies are on par with the other 

developed countries achievement level thus they have great environment to suit the 

right learning conditions. Advancement in technologies has also raised the possibility 

and challenge of fundamentally transforming assessment and information. Reforms 

would help achieve quality education, which is of great concern. 

Many reforms have taken place in our recent history, which has depicted sustainable 

growth and positive outcome. “In broad headings, more than 70 initiatives, like the bus 

fare subsidy, milk and weet-bix for year one’s, increase in per capita grant per child,

were taken by the ministry during the period of 2008 – 2013 in the various sections 

from early childhood to tertiary education,”   (NA: 2014: 45). For instance in primary 

school in Fiji reforms in curriculum has taken a major step. Thus, to achieve quality, 

only reforms in curriculum are not necessary but also other factors incorporated with 

it. Assessment needs to be given a sustainable thought. 

The next section discusses the need for alignment of school curriculum and assessment 

as without it the ‘web of education’ does not get intact resulting in a lot of wastage in 

resources. 

3.7  Alignment of School Curriculum and Assessment 

Alignment is the degree to which the components of an education system, such as 

standards, curriculum, assessment and instructions, work together to achieve desired 

goals. Policies, programmes, plans and procedures are adopted to bring in positive 

changes in an existing system. With the development of vision, mission, goals and 

targets, any institution projects to advance in performance from the previous 

performances. The same is the challenge in the education fraternity. However, 

alignment of the programmes is the key. Suskie (2009) consummates that the most 

important characteristic of a good–quality instrument is how well the instrument’s 
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content matches your learning goals.  Curriculum and assessment have a reciprocal 

relationship. Curriculum cannot be developed without a proper assessment of the needs 

of the learners. If it does happen, it will jeopardise the whole programme resulting in 

a great wastage of resources. Proper planning will prevent poor performance. In among 

learners the results are not guaranteed straight after the intervention. The developing 

process is a subject that demands a long process. Generally, when a child reaches 

adulthood, the reflection of the interventions and assessment become evident in the 

actions that the subject gets involved in (Suskie, 2009). 

Alignment of curriculum according to Tyler (1949) occurs when the curriculum 

offered across the grades builds and supports what has already been learnt in earlier 

years. Current expeditions however, determine a different standpoint, defining - it as 

occurring when “expectations and assessments are in agreement and serve in 

conjunction with one another to guide the system towards students learning what they 

are supposed to know” (Webb, 1997: 3). Alignment of assessment should be with the

course objectives (Biggs, 1999; Ramsden 1992). This will enable assessment to be 

based on learning as much as what is in the curriculum. 

La Marca, et al. (2000), supports alignment of curriculum and assessment. They 

contend that the alignment process must consider the assessment of student learning 

to be the key indicator of alignment. According to La Marca �����. alignment is  

the degree to which assessments yield results that provide accurate 
information about student performance regarding academic content 
standards at the desired level of detail  to meet the purpose of the 
alignment system … in a manner that clearly conveys student 
proficiency as it relate to the content standards. (p. 24) 

Moreover, according to Biggs (1996) alignment of desired outcomes to the selected 

learning activities and the associated assessment is recognised as a crucial element of 

good teaching. Biggs reflects a constructivist view, believing that meaning is not 

imposed or transmitted by the teacher, but rather it is created by the students’ learning 

activities and assessment.  
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Aligning curriculum and assessment will help the intended curriculum to be aligned 

with the implemented curriculum and with the achieving curriculum (Tweed, 2007;

Baker, 2003; Hargreaves, 2003; and Martone and Sireci, 2009). Curriculum alignment 

points an institution towards improved student achievement. Perhaps its complexity is 

the reason for the existing gap in what is outlined in the written curriculum, what is

taught and what is tested.  

In addition, the benefits of alignment also includes better communication and 

collaboration among teachers, helping them understand how their instructional 

decisions contribute to the students’ overall learning (Tweed, 2007; Baker, 2003; 

Hargreaves, 2003; and Martone and Sireci, 2009). Indeed, if what is taught is not 

closely aligned with what is assessed, students will not have been adequately prepared. 

Consequently, it will lead to the scenarios as what the whole world is currently trying 

to fight – unsustainable livelihoods (UNESCO, 2013). A perfectly aligned 

instructional system would study the historical events, improving the current practices 

and developing needs for the future that would provide identification of opportunities 

for students to learn to know, to learn to do, to learn to live together and to learn to be; 

simply enabling them to become life–long learners.  

In Fiji, there is alignment of the curriculum with the objectives and the teaching and 

learning activities. However, the road to meet those objectives does not align with the 

assessment practices (Singh, 1977). Assessment of learning does not prepare the 

learners as what the objectives of the curriculum demand (Black and William, 1998; 

Stiggins, 1999; Linn, 2000). Thus, there needs alignment of the goals and the 

assessment practices to enable the objectives to be sustained. 

The focus then is clear. The curriculum needs to be designed so that the desired 

outcomes, teaching-learning activities and assessment align. Without proper alignment 

(Biggs, 1996; Webb, 1997; Wiggins and McTighe, 2001), found that achieving 

intended outcomes will be limited because the students would not be learning what is 

being assessed. Thus for the purpose of efficiency and effectiveness, proper alignment 

of intended outcomes, the curriculum and assessment is necessary.  
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Aligning curriculum goals with assessment will focus on the needs of the learners. 

This will then eventuate to the learning needs of the students. Thus, assessment will 

be dynamic, depending on the needs of the students. The technological environment 

that surrounds us refocuses the learning needs of students. Hence, the competencies of 

the 21st century education is discussed which would help learners to be on par in terms 

of what they are learning.  

3.8  21st Century Educational Competencies 

Students today need to learn how to participate appropriately in an increasingly diverse 

society, use new technologies and cope with rapidly changing workplaces. According 

to APEC HRDWG, (Asia–Pacific Economic Cooperation, Human Resource 

Development Working Group), (2014: 132) at the 2nd APEC Education Reform 

Symposium in Xi’an China, “21st century competencies were defined as the 

knowledge, skills and attitudes necessary to be competitive in the 21st century 

workforce. The four overarching competencies identified were lifelong learning, 

problem–solving, self–management and teamwork”. These competencies need to be 

integrated into the existing educational system. In preparation for the 4th APEC 

Education Ministerial Meeting (AEMM), Peru surveyed member Economies and 

found that the Economies responding to a survey on the 21st Century Competencies 

recognised the need “to go beyond the teaching, learning approach which is solely 

based on knowledge acquisition (APEC HRDWG, 2014: 132). Rotherham and 

Willingham (2009) stated “to work, the 21st century skills movement will require keen 

attention to curriculum, teacher quality and assessment”. Thus, there would be no point 

in investing in curriculum reforms without considering reforms in assessment. 

Changes in assessment will enable things to be done differently. Changes in 

assessment at the school and classroom level will help students think critically, analyse 

and make inferences to help them face a world that demands new knowledge and 

abilities. As Bond (1994: 78) states “…. many assessments – particularly traditional 

multiple choice and true – false assessments – test facts and skills in isolation, seldom 

requiring students to apply what they know and can do in real–life situation”.
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Learning is a process that occurs over multiple years, and is potentially life long. This 

according to Griffin, �����. (2012), has identified “four broad categories of skills: ways 

of thinking (including creativity, critical thinking, problem–solving, decision making 

and learning); ways of working (including communication and collaboration); tools 

for working (including information and communications technology and information 

literacy); and skills for living in the world (including citizenship, life and career, and 

personal and social responsibility)”. Mansell, James & the Assessment Reform Group 

(2009) states that 21st century education focuses on skills, attributes and capacities for 

learning, life and work.  

Reforms in assessment will help develop right assessment protocols to address the 

problem. The learners will be better prepared in this diverse society to encounter the 

challenges in life and what significant others call the 21st century competencies. 

Alignments of curriculum and assessment protocols are necessity to enable 

development of right competencies. The 21st century competencies are the dream of 

every individual as such appropriate measures are to be taken to emerge those 

competencies in learners especially when they are in a different era of education. 

Since the focus now has turned on the development of 21st century competencies, the 

next section highlights the assessment needs in primary schools. Assessment protocols 

will determine how the competencies can be inculcated in our learners for a brighter 

future.   

3.9  Assessment in Primary Schools  

Primary schools are regarded as the foundation for future learning. Students learn the 

basic literacy and numeracy skills, which enable them to master any form of abstract 

knowledge as they progress through the education system and eventually becoming 

life–long learners. According to Singh (2010) the main focus of assessment in Fiji 

Primary schools are: selection of students for further education, evaluation and 

monitoring of schools, systems and teachers, motivation for students to study 

diligently, and for teachers to teach them well, awarding or certification of individual 

students achievements, and support for reforms in curriculum, teaching and school 
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organisation. This is the common scenario in majority of the developing countries as 

they have adopted the western curriculum. Examination is the basic forms of 

assessment. This type of curriculum and assessment procedures provided civilisation 

to our culture (people in our society became educated), thus regarded as the supreme 

formula to gain success. As Masters (2013) claims international tests results, being 

understood and used as performance indicators of the health of education systems and 

institutions, is now a well-established aspect of the public and academic discourse 

about education. Despite, the results are not actually, what the intention was; everyone 

seems to put a blind eye and deaf ear towards reforming the system and focusing on 

the actual demand. Stanley (2012) states that test results which are lower than expected 

relative to other countries or lower than our previous occasions of testing, are taken as 

an indication of system failure. This creates pressure at every level of education 

system. Masters (2013) states that the whole education systems are being judged on 

the outcomes of student performance on standardised tests and public examinations. It 

is also the same for Fiji (Coxon, 2000). Impacts on education policy and practices 

range from country level and relative international strength of human capital 

development are made down to the school and classroom level where inferences are 

made about school and teacher effectiveness. The curriculum and assessment does not 

serve the actual purpose effectively and efficiently. As Lingam (1996) describes 

curriculum in third world countries are too compact and exam oriented. This will not 

help development of learners holistically. Examinations are not able to assess attitudes. 

As such this important facet of life is underdeveloped and probably the reason for not 

getting quality.  

 
The 21st century education is engrossed with technological systems and the preferences 

of our learners are different compared to those of the past century. Therefore, to attain 

quality education, assessment plays a vital role. Today’s assessment needs to focus on 

the holistic development of the child who would be better prepared to face the

challenges of the true world. 

Assessment is an ongoing process. However, it needs to challenge learners to the 

different learning situations that will guide them out of those situations. Thus, 

importance of proper assessment is discussed in the next section. 



42 
 

3.10  Purpose of Assessment 

Assessment is a way of accounting for what is achieved. Shipman (1989: 6) states that 

“assessment usually taken to mean finding out about the attitudes, knowledge and 

skills, is used when the collection of information is being discussed”. Gronlund (2006: 

223) defines assessment as “a procedure that is used to determine the degree to which 

individuals have achieved the intended learning outcomes of instruction.” Moreover, 

Suskie (2009: 4) defines assessment as “the ongoing process of systematically 

gathering, analyzing, and interpreting evidence to determine how well student learning 

matches our expectations.” For a business, profit is vital and for learning assessment 

is the key. Assessment should help to advance learning rather than merely measuring 

it. To judge the progress, assessment is vital. 

Education is regarded as the gateway to our societies tomorrow. It enables individuals 

to develop their potentials, construct knowledge and enhance personal quality. 

Individuals are empowered through education. Leung (2000: 128), states “education 

is not only preparing qualified personnel for the society, it has a more far reaching 

mission of giving everyone, regardless of social origin or family background, equitable 

opportunities for personal advancement.” Without assessing and developing the 

appropriate skills and attitude, education will not be able to serve its purpose. 

Eventually, education can be blamed for denoting wrong directions and leading to 

failure of the economy and the social groups.  

The self-development and success will materialize through exploiting the learning 

opportunities. Assessment will determine the extent to which a learning opportunity 

has been exploited and where other probable are.  If it is not planned and executed 

well, students will lack development of multi–faceted abilities. Assessment processes 

should execute students’ learning needs and problems in order to provide timely 

assistance. According to Leung (2000) and Mansell, James and the Assessment 

Reform Group (2009), assessment using appropriate measures allows more room for 

students to develop, so that whilst achieving basic standards, they are able to maximise 

their potentials. They further articulate that the assessment mechanism should be 



43 
 

suitably adjusted in accordance with the needs of learning and teaching especially 

students’ attitudes and abilities. 

Further, Mansell, James & the Assessment Reform Group (2009), questions the 

reliability and validity of assessment in terms of it providing the data, which is enough 

to serve as a measure of the overall quality of that institution as well as measuring all 

that is important in education. Thus, assessment information has become a proxy 

measure that is supposed to facilitate judgements on the quality of most elements of 

our education system. The fast and ever changing context requires students to develop 

the ability to analyze, synthesize and make inferences as well as think critically and 

solve problem.  Adequate forms of reforms in assessment processes at the school and 

classroom level will help students to develop these knowledge, skills and behaviours 

and become life–long learners and ‘all–rounder’.

Current learning perception emphasises on the importance of learning with 

understanding (Bransford �����. 2000). It basically implies that curriculum and teaching 

approaches should emphasize understanding rather than memorizing, should provide 

opportunities for in–depth study to allow for firm foundation of knowledge and 

conceptual development and should enhance student abilities to recognise and use 

meaning patterns of information. On the other hand, assessment processes should 

enable students to demonstrate deep understanding of concepts rather than surface 

knowledge and recall of facts. Assessment should be able to reveal the quality of 

students’ understanding and thinking as well as specific content or processes. 

Existence of assessment for learning and assessment of learning are the core. However, 

the latter became the integral part of the curriculum. A lot have been done in this 

regards and now the reforms in education has revealed potentials for the former. Segar 

��� ��. (2003) states that assisting students to develop these knowledge, skills and 

behaviours and become life–long learners require change in the assessment process at 

the school and classroom level. 

In this respect assessment of student achievement is changing as today’s students face 

a world that demands new knowledge, skills and behaviours that have not yet been 

defined (Segar �����.�2003). Masters (2013) indulges that ‘the fundamental purpose of 
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assessment is to establish where learners are in their learning at the time of 

assessment’. Thus, assessment process should inculcate procedures for better learning 

opportunities. 

Indeed, educational assessment needs a refocus. This will help challenge students for 

better learning opportunities. The educational assessment in Fiji focuses on enabling 

the learners to pass the examinations. This has also dictated the type of teaching 

methodologies teachers adapt to in the classrooms. As such, students are not being 

prepared for the future. Achieving sustainable livelihood and deteriorating living 

conditions for the people is of high concern. Reforms in educational assessment will 

refocus the purpose of learning.  

 
Once learning becomes accountable then the real purpose of assessment will be 

injected. Holding someone responsible will actually let things happen to the best of 

their ability. As such, the next section focuses on assessment and its relation with 

accountability.   

 
 
3.11  Assessment versus Accountability 

The demand for assessment information to be made available to a range of interested 

parties to gauge how schools, teachers and the whole education system are performing 

is increasing. The intention is basically to create pressure on schools to improve 

performance and thereby raise school standards. The difficulty of many assessment 

systems across the world are designed primarily to provide adult decision makers with 

information and are not designed primarily to cater for the information and decision-

making needs of learners (O’Leary, 2006).

As the assessment results are expected to reach a wider audience than the teacher who 

administered the assessment, accountability becomes the focal point. This simply 

means its more than finding out how well the child is progressing. 

The rise in a culture of accountability to administrators, to parents and to the public 

led to mandatory standardised testing. For instance, this is the cause in UK (Rothblatt, 
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1995; O’Leary, 2006) and US (Fullan, 2003) where assessment is dominated by test 

results, which are used to hold schools accountable for the students’ performance. An 

increase in standards has evolved however only in certain areas at a cost of other areas. 

The US Department of Education (2001) noted that this has been the experience in 

other countries that have embraced the ‘test it if it moves’ syndrome.

Assessment indeed is used for accountability purposes. However, as O’Leary (2006)

states that assessment must serve the needs of our students first and foremost. While it 

is important to acknowledge that assessment has commonly been given more roles in 

contemporary education practice (Newton, 2007), fundamentally assessment is based 

on student responses and its primary purpose should be of benefit to students.  The 

assessment needs of others must be tackled. A lot of concentration is on pleasing other 

stakeholders through assessment than the core the students who are at the receiving 

end.

Basically, it is deemed that attaining higher grades in examinations for students and 

attaining higher average pass rates above the national average for institutions is a form 

of depicting accountability. Rather, this is not sufficient. Holistic approaches to 

accountability should be developed. 

To achieve the basic principle of assessment, assessment of learning and assessment 

for learning set the guidance. Thus, the next section focuses on the two types of 

assessments.

3.12  Assessment of Learning versus Assessment for Learning 

Assessment of learning is generally depicting to assess what is being learnt. Suskie 

(2009) defines assessment of learning as what is called summative assessments (the 

kind obtained at the end of the course). The major drawback here is that assessment of 

leaning does not have a subject in comparison, assessment for learning is assessing for 

what is to be learnt in a subject. Gronlund (2006: 6) states that assessment for learning 

(AfL or formative assessment) are typically designed to measure the extent to which 

students have mastered the learning outcomes of a rather limited segment of 
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instruction. The learners become the focus in the latter as to what they are assessed, 

taught and reassessed to learn the outcomes. Croft and Singh (1994) commented that 

assessment of learning summarises current achievement in comparison to assessment 

for learning which helps in forming plans for teaching and learning. “Assessment for 

learning is the process of seeking and interpreting evidence for use by  learners and 

their teachers to decide where the learners are in their learning, where they need to go 

and how best to get there” (Lake �����., 1998: 6). Successful learners have a strong 

belief in their own capacity to learn. Thus, assessment should be designed to build and 

strengthen metacognitive skills. Grading students year after year provide little sense 

of progress they are actually making, reinforcing students with a negative learning 

capacity (Masters, 2013). To add on, Hattie (2003) acclaims that feedback in the form 

of judgements of student success is much less helpful to learning than feedback that 

allows learners to understand where they are in their learning and so provide guidance 

on next steps. 

Class-based assessments enables measuring all of the intended outcomes of the unit of 

instruction and more over the results obtained are used to improve learning (Gronlund, 

2006; Suskie 2009). Moreover, CBA’s will not only help the students but also the 

teachers who become aware of the student’s challenges hence using appropriate 

methodologies to teach different concepts.   

Several research on the impact of summative assessment on teaching and the 

curriculum (Linn �����. 1982; Crooks, 1988; Koretz, 1988; Koretz �����. 1991; Shepard, 

1991; Kelloghan ��� ��. 1996; Black & William, 1998; Stiggins, 1999; Linn, 2000) 

contribute to the themes in that the use of tests affect the status of teachers or schools 

or the future of the individual students. The teachers focus on the content of the tests, 

administering repeated practice tests, training students in the answers to specific 

questions or types of questions and adopting transmission styles of teaching. Thus, the 

teachers in such circumstances make little use of assessment formatively to help the 

learning process and achievement of learning outcomes (Broadfoot �����. 1998; Reay 

and Wiliam, 1999; Osborn �����. 2000.; Pollard �����. 2000). As Griffin et al. (2012: v 

– vi) state:  
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“Traditional assessment methods typically fail to measure the high–
level skills, knowledge, attributes and characteristics of self–directed 
and collaborative learning that are increasingly important for our 
global economy and fast changing world”.

 

The validity is missing in the test questions. The use of scores is not the rise in 

achievement that the proponents of testing claim. Gordon & Rees (1997) reported that 

teachers can train students to pass any kind of test even those intending to assess higher 

thinking skills hence an indication that students are not developed holistically. Linn 

(2000) provides evidence that the increase in test scores found on the introduction of 

tests is due to familiarity with the particular test content and not to increased 

achievement. This undermines the claim that better tests will lead to better teaching 

and learning, pointed out by Kellaghan �����. (1996: 53) and Masters (2013: 39) who 

has stated that: 

Proponents of a system of high-stakes examinations will argue that if 
we get the right kinds of tests – ones worth teaching to and preparing 
for – then test-preparation practices will lead to the development of the 
valued skills purportedly measured by the test. However, we believe 
that this argument seriously underestimates the ability of test 
preparation to corrupt the very construct the test is trying to measure. 
... An important implication of this is that when such corruption 
occurs, inferences from the test to the original domain of interest –
which if the educational reform language is to be believed is the 
domain of higher-order thinking skills and habits of learning – will no 
longer be valid. 

 

Questions on the validity of the assessment is not only asked, objectivity is also at risk. 

To attain better results, what is assessed can be reduced basically excluding many 

worthwhile outcomes of education such as critical thinking and problem solving 

(Harlen, 2005). 

Black and William (1998) in their review of research on classroom assessment raised 

the evidence of using assessment as part of teaching to help learning. Their work in to 

the development of practical approaches to using assessment for learning has provided 

further evidence of this effect on the achievement (Black �����. 2003). Harlen, 2005 

reviews that improvements can be brought about without teaching to the test, provided 
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the classroom practices of formative assessment are conducive as research shows that 

when testing is influencing what goes on in the classroom, little use is made of 

formative assessment to help learning. Turning teachers practices to develop learner 

oriented classrooms would need a great deal of courage and support. 

Assessment’s purpose, as Harlen (2005: 207) states is:  

for providing non-judgemental feedback that helps students know 
where they are in relation to learning goals; the need for teachers to 
share with students the reasons for, and goals of, assessment; the value 
to teachers of using assessment to learn more about their students and 
to reflect on the adequacy of the learning opportunities being provided; 
teachers and students placing less emphasis on comparisons among 
students and more on individual development; and helping students to 
take responsibility for their learning and work towards learning goals 
rather than performance goals. 

Good formative assessment will support good judgements by teachers about student 

progress levels of attainment (Hutchinson, 2001). According to Harlen, (2005)

formative assessment should be able to report not only the students’ final performance 

but also what processes students need to improve in order to raise the performance 

gathered by teachers. Timely feedback is essential to assist learning and teaching 

(Hattie and Triperly, 2007).

In fact, a worldwide review of research on assessment by Black and William (1998a, 

1998b, 2009) and more recently by OECD (2007) points to substantial gains in student 

achievement that can be affected through the use of formative assessment in the 

classroom. The gains are more substantial for lower achieving students. Studies also 

indicate that formative assessment is one of the most effective strategies in developing 

students’ “learning to learn” skills (OECD, 2007). The development of this new 

assessment culture, based on educational research, elevates the status of both student 

and teacher in the learning and assessment process. Earl (2003) also expresses the view 

that “effective assessment empowers students to ask reflective questions and consider

a range of strategies for learning and acting. “Over time, students move forward in 

their learning when they can use personal knowledge to construct meaning, have skills 

of self-monitoring to realize that they don’t understand something, and have ways of
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deciding what to do next” (Earl 2003: 25). Formative assessment also exerts students 

experience in learning. 

 
Information about students learning are done by observing, questioning, listening to 

informal discussions among students, by reviewing written work and by using students 

self-assessment (Harlen & James, 1997). In formative assessment, this information 

may be used immediately to provide students with help or it may be stored and used 

to plan learning opportunities at a later stage. Earl (2003) calls this ‘assessment for 

learning’. This is a type of formative assessment that establishes students’ roles and 

responsibilities in relation to their learning and assessment.  

Many educationists have studied the relationship between formative and summative 

assessment and the underlying strains. However, Briggs, (1998: 148) states, “sensible 

educational models make effective use of both formative assessment and summative 

assessment”. Stiggins (2002) makes reference to the importance of both assessment of 

learning and assessment for learning. Further, Stiggins suggests that assessment for 

learning goes further and it involves the student in the process. Assessment for learning 

hence warrants a more systematic approach to assessment. 

 

The main purpose of assessment will be defeated resulting in  under attainment of 

quality education. The traditional assessment method was not preparing students 

holistically. Suskie (2009) states that traditional assessment was planned and 

implemented without consideration of learning goals. The reforms in assessment focus 

on the current needs that would help to move the education system forward effectively 

and efficiently. This is what the next section focuses on. 

3.13  Directions of Assessment 

Transformation in curriculum results from documented evidence including the 

international conventions and regional educational goals as outlined in the 

Conventions of the Rights of the Child and the Millennium Development Goals. For 

instance, Fiji’s Education System has adopted ‘The Fiji Islands National Curriculum 

Framework’ (Ministry of Education, 2007). Reforming a component necessitates 
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alignment of other components for the successful implementation and adaptations of 

policies.

 
The new directions in curriculum together with the new understanding about learning 

have progressed to rethinking of the educative process and a rethinking of the nature 

of assessment. Assessment in a constructivist and sociocultural view of learning is 

reflected in a contextual-qualitative paradigm (Birenbaum, 2000, cited in Segers �����.

[eds] 2003). This approach contributes to an assessment culture that embeds 

assessment in the teaching and learning process and “focuses on the assessment of the 

process of learning in addition to that of its products” (Birenbaum, 2000, cited in 

Segers �����. [eds] 2003: 22). In this assessment culture, educators become aware of 

assessment processes that are congruent to learning and apply a range of measures 

within the context of current learning theory. 

These directions for assessment underpin a new set of assessment practices and a new 

assessment culture in which assessment is used as a tool for learning (Gielen �����. 

cited in Segers �����. 2003). This culture promotes students as active participants in the 

learning and assessment process. Students become engaged participants in sharing and 

developing criteria, in self and peer assessment, in reflecting their own learning and 

keeping track of their performance, and utilizing feedback to refine their knowledge, 

skills and behaviours. The teachers work with students to assist them to develop 

strategies for learning and assessing. 

The new culture of assessment promotes formative assessment practices to promote 

learning. It has shifted its focus from the traditional assessment practices. Although 

history in educational assessment favours summative assessment, the goals of the 21st

century education demands new directions. The new assessment culture ought to 

enhance classroom and school discourse on assessment as well as improve the quality 

of assessment practices in order to augment student learning and raise overall standards 

of achievement. 

 
3.14  Summary 
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This chapter has focused on the review of the literature pertaining to different factors 

for the need for reforms in educational assessment in primary schools for the 21st

century. The literature review highlights the need to consider reforms in assessment 

especially in primary schools where the foundation of education is laid. Based on this 

a conceptual framework of assessment is presented. Additionally, the chapter has 

focused on the variety of benefits of assessment for education so that the planners can 

consider those factors when planning curriculum and assessment for primary schools. 

This should provide a valuable insight to the strengths and weaknesses of each 

approach of assessment used in primary schools. In particular, the literature review 

clearly spells out the inappropriateness of the traditional assessment approach used in 

primary schools. 

The next chapter focusses on the methodology of this research, including its design, 

the instruments and materials used, ethical considerations, target population and 

analysis of collected data. 

CHAPTER 4:  RESEARCH METHODOLOGY 

4.0 Introduction 

This chapter presents the methodology used in this research. The design and nature of 

the research is discussed in Section 4.1, and Section 4.2 describes the context of the 

case and subject population. Section 4.3 describes the procedure by which the project 

was carried out and the data gathering tools that were employed; the basic analytical 

procedures are described in Section 4.4. The ethical considerations pertinent to this 

research are discussed next, and in the final section, a summary of the chapter is 

presented. 

4.1 Research Design 
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Research methodology usually falls within two broad paradigms: qualitative and 

quantitative approaches. Quantitative methods involve the development of a 

measurement system to quantify relationships in order to prove or disprove a 

hypothesis compared to, qualitative research which involves the examination and 

analysis of phenomena in order to cover meanings and patterns in relationships (Leedy 

and Ormrod, 2005). When data are non–numerical, sample size is small, or variables 

are difficult to isolate, not all research questions can be suitably answered by using 

quantitative methods (Bell, 2005).  Being a short research with a limited study 

population drives this research to be qualitative in nature. The qualitative paradigm 

often includes ethnographic, action research and grounded theory approaches and 

often involves the compilation of case studies. An ethnographic study was also used 

to collect data where the focus was mainly on teachers of some selected primary 

schools in Vanua Levu.

The research design was ethnographic, which involves acquiring information about a 

cultural organization or groups of people about their characteristics, opinions, attitudes 

or previous experiences. Basically this design enabled the author to do an extensive 

study to answer the research questions and gain validity to the report. Moreover, this 

approach enabled participants to attempt to question and query with maximum 

contribution.  

A variety of instruments including questionnaires, interviews (semi structured), and 

“talanoa” sessions, were carried out. The ‘talanoa’ session was the informal setting 

where insights of the theory of assessment and new strategies of assessment were the 

focal point.  

A qualitative case study research design (Burns, 2000; Leedy and Ormrod, 2005; Yin, 

1990) was also used. This involved data collection by observation, interview and 

written documents. It was used to describe an entity once data was analyzed and 

organized into themes.  �

The inductive reasoning process as described by Leedy and Ormrod, (2005) begins 

with a curiosity or question, but no beginning theory or hypothesis is made about the 

answer. The researcher first gathers information, and then, based on the information 
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forms an assumption about the curiosity or question. This process was used to answer 

the research questions. Cohen and Manion (1994: 10-11) defined this process as “the 

representation of reality for purposes of comparison”. It helped with describing and 

understanding lived experience and basically providing a general overview on the 

impact of new assessment policy both on teachers and students.  

Moreover, as Majchrzak (1984) suggests a Policy Research or Policy–Oriented 

Research was also used to some extent, to enquire real world problems and issues 

(Robson, 1993). This type of research methodology is not designed to test the 

hypothesis, but induces and uses concepts and casual theories to solve social problems. 

It looks at the past assessment (traditional) strategies to a more relevant and usable 

approach of assessment in education. 

 
The research approach in this investigation is a case study utilizing mainly qualitative 

methods.  The case study research method is an empirical inquiry approach, which 

investigates a situation within its real–life context (Yinn, 1984). As a form of 

qualitative descriptive research, the case study examines intensely an individual or 

small participant pool, drawing conclusions only about that participant or group and 

only in that specific context (Bell, 2005). The case study was done at the primary 

school where the author is employed. It was not one of the ten schools chosen to be 

given the questionnaires to be part of the research.  The case study ensured me to gain 

the best feasible insights and access to data. The case study approach, utilising 

qualitative methods such as content analysis, is most appropriate for this study as many 

of the materials examined are specific to the context of the case.  

The case study includes a content analysis of assessment documents, which 

Krippendorf (1980: 21) describes as a “research technique for making replicable and 

valid inferences from data to their context”. The content analysis, sometimes known 

as a document analysis (Bell, 2005), was used to investigate the alignment of the 

curriculum and the assessment. It enabled the materials of the intended curriculum to 

be examined for their alignment with the assessment procedures.   
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4.2 Research Respondents  

A survey was also done where participants were asked to answer questions by filling 

in the questionnaires. To encourage maximum participation each category of 

participants were briefed on the topic under study and requested to give full support 

and were reminded on the confidentiality of the information gathered. 

4.2.1 Participants 

A random sampling of schools was done to identify the sample from the whole 

population under study.  Primary schools from the district of Labasa were chosen. 

Names of 22 primary schools were written on pieces of papers and picked from the hat 

to give equal chances to all the schools to participate in the research. Ten schools were 

picked for the study. These ten schools were the focus of the research. These were the 

schools where the teachers were given the questionnaires to fill. More on, these were 

the schools in which ‘talanoa sessions’ were conducted. All the teachers and 

administrators (total number of 146) of the selected schools were requested to 

participate in the study. Table 1 summarizes the number of participants from each 

school who took part in answering the questionnaire. 

Table 1: Summary of questionnaire participants 

School Number of Teachers Number participated

1 5 5

2 11 8

3 18 13

4 17 15

5 19 17

6 22 18

7 9 8

8 17 15

9 16 12

10 9 7

Total 143 118
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Interviews were conducted during the field study. The eight teachers and twenty-five 

students from the Case Study School (CSS) were asked questions to clarify the issues 

raised. The students in the case study school were structurally interviewed. Due to the 

restrictions laid by the Ministry of Education, the case study school was where the 

author was employed and it did not include any of the ten schools selected for teacher 

participation. The case study school was used to obtain the necessary documents and 

observe the implementation procedure and the student involvement in the assessment 

practices. 

 
Table 2 summarizes the participants who took part in the research.  

Table 2: Summary of participants 

School Number of schools Number participated

Questionnaire (Q) 10 118 - teachers

Case Study School (CSS) 1
8 – teachers

25 - students

Total 11
126 – teachers

25 – students

The ‘talonoa’ sessions was not an organized one, however, it was the discussions that 

took place when the author met with the staff and other stakeholders, while in an 

institution (the ten-selected school) to collect questionnaires. It included all the 

informal discussions taking place whilst in an institution set up. As such, there were 

no restrictions as to who can and cannot be involved in this session.  

4.3 Data Collection Techniques  

Investigation was carried out using questionnaires where 118 teachers participated,

followed by ‘talanoa sessions’ and the in-depth interview of 8 teachers and 25 students. 

The results gathered from the multiple approaches assisted in triangulating the 

findings. Important notes from the interview as well as the ‘talanoa sessions’ were 

written down in note forms and then analysed. 
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4.3.1 Questionnaires 

To collect the data, 143 participants who were teachers were given a questionnaire to 

fill. The questionnaire was written and tested on a group of teachers and students at 

the authors employment site (school) to check for its effectiveness. This enabled the 

author to find out on things that need reconsideration in the questionnaire so that 

necessary changes can be made to avoid dilemmas. The responses from the 

participants revealed that the instructions and questions were clearly laid out.  

 
After the changes, the questionnaires were taken personally by the author or his 

representative and given to the identified officer at each school, who helped to issue it 

to the participants to collect data for the purpose of the research. The head of each 

selected school identified an officer when letters of approval to carry out the research 

was sent to the selected schools. A request was made to the heads of the selected 

schools to appoint a liaison officer whom the author was liaising with concerning data 

collection over the telephone. 

After all this arrangements were made the author then gathered the list of names of all 

the participants who were selected according to the criteria set out. Eventually the 

questionnaires were sent to the liaising officer who then helped in distributing the 

questionnaires to the identified participants. A total of 143 questionnaires were issued. 

A copy of this is attached in Appendix 1.

The participants were given twenty days to complete the questionnaire and submit for 

analysis. Reminders were given to ensure participation have not left the questionnaires 

unattended. First reminder was given on the seventh day, followed by the fourteenth 

day and finally on the nineteenth day. The liaising officer was requested to keep the 

unfilled questionnaires once received. When all the participating schools were handed 

the questionnaires then on the author’s instruction the liaison officer issued the 

questionnaires to the participants to be filled. This gave the author time to find out and 

plan as to when the questionnaire would be given to the participants so that the 

reminders would be the same for everyone. At the school, envelopes were placed 
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where the participants were required to drop in their filled questionnaires. From the 

twenty-first to the twenty-fifth day, the author personally moved around to these 

selected schools to collect these envelopes.  

4.3.2 ‘Talanoa Session’ 

On the day of collection of the questionnaires, the author also conducted ‘talanoa

sessions’. Each school was visited on a separate day. The ‘talanoa session’ at each 

school lasted for approximately one and half-hours to three hours depending on the 

size of the school. The larger the school (Table 2), the more the teachers are and the 

longer the ‘talanoa session’ goes as compared to smaller schools.

 
In the ‘talanoa sessions’, the floor was open for the teachers to share their views. There 

were no laid set of questions; however, we all tried to add to the discussions initiated 

by our colleagues. During the conversational process, the author jotted down the 

important points based on the information that would be helpful during the analysis 

part of the research. This process was done for the ten schools that were selected to be 

part of the data collection. 

4.3.3 Case Study School 

The case study school was the major referral for the records. Upon seeking the 

approval of the head teacher, necessary records such as assessment policies, 

examination files, prescriptions, syllabi’s, and assessment records were looked at to 

provide qualitative data. The information was then correlated with the answers 

provided by the teachers during the interviews and through questionnaires to arrive to 

a conclusion. 

 

4.3.3.1  Content Analysis 

For the case study school, observation and written documents were the main methods 

of data collection. The head of the school was informed in writing about the school 

being chosen to be the case study school.  A request was made to access the policies 
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and documents of the case study school and the head teacher gave consent to access 

the documents.  

MoE’s Policies, School Policies, Examination Registers, Examination Files, Student 

Report Sheets, Class Organisation Board, Teachers Assessment Plans, Prescriptions 

and Syllabi’s, Textbooks, Pupils Assessment Records, Students’ Exercise Books and 

Teachers Remedial and Intervention Programmes were some of the documents that the 

author accessed. The author investigated on the summative and formative assessment 

consideration in it. A record sheet with two columns namely summative and formative 

assessment was drawn. Other important facts and figures were studied and important 

information was recorded separately which was later used to arrive to conclusions and 

correlating data gathered through interview and/or observations.  

4.3.3.2  Interviews 

Interviews of students in Year 8 were also conducted at the case study school. The 

parental consent of the students was undertaken. Then the consent was analysed and 

the students were listed. An interview plan (Appendix 7) was done. Interview 

questions (Appendix 6) which was tested on a few students of different educational 

competency level at its draft level to ensure appropriate standards were attained. Then 

as per the plan, the interview was conducted. At some instances, the questions were 

translated in the mother tongue to make sense to the students as well as achieving the 

intended goal of reaching to get the best answers out of them. The ‘Vosa Vakaviti’ 

teacher was the interpreter for i-Taukei language and for those speaking in ‘Hindi 

Language’ the author was able to interpret. During the process, whatever the students 

said was noted. Since no permission was given to record any voice, the author tried his 

best to write whatever the students said. The information gathered was again used to 

come to meaningful conclusions on students’ views on reforms in assessment.

4.4 Data Analysis  

Qualitative analysis methods were used to analyse the data. Analysis and interpretation 

of data was a continuous part of the research process. Coding and categorization was 
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done to enable the data to be arranged in a systematic order thus leading to a 

consolidated meaning and explanation. A descriptive analysis was also done to 

determine the alignment in the policies (Leedy & Ormrod, 2005).

 

There is no one way to analyze textual data. Patton (2002: 432) states that “qualitative 

analysis transforms data into findings.” The transcript of interviews and notes from 

questionnaires were the basis of data analysis. It was inductive where important 

categories were identified in the data as well as patterns and relationships through a 

discovery process. The analysis was not done at the end of the data collection process 

rather, it began straight away as the data was being collected, survey questions being 

the first to be analysed. Ideas were jotted down about the meaning of the text and how 

it might relate to other issues.    

Content analysis was used in this research.  According to Leedy and Ormrod (2005), 

content analysis is a detailed and systematic examination of the contents of a particular 

body of material for identifying patterns, themes or biases. It was used to study the 

alignment of Fiji Islands School Curriculum and the assessment procedures.  

The specific body of material was identified. Then the characteristics or qualities to be 

examined were defined in a precise and concrete manner. Each of the items were 

broken down into small manageable segments and analyzed separately. The materials 

were then scrutinized separately for each characteristic. The items upon being studied 

were noted in a table under the specific headings formative and summative assessment 

and specific information noted under each. Moreover, the documents that studied were 

analysed to give information in regards to the research questions. As the documents 

were studied, points were noted at the specific place in an exercise book. Where 

necessary, classifications were sought from the teachers concerned. These ideas were 

then grouped into manageable segments to reveal what its intention is in the discussion 

and conclusion segment. For instance, as the prescriptions and syllabi were being 

studied, references were being made to the two major form of assessment and the 

alignment of it. Then other assessment and curriculum policies and activities were 

studied to identify the connections and limitations. This enabled the author to arrive at 

some conclusions on specific segments or themes. 
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4.5 Ethical Consideration   

Prior to the commencement of the data–gathering phase, ethics approval was granted 

by the University of the South Pacific Human Ethics Committee, which was 

mandatory under university policy when dealing with research issues involving human 

subjects.  The ethical issues were discussed with the heads of the selected schools as 

well as a written document was attached with the questionnaire outlining the 

participants’ roles. For the case study, the ethical issues were discussed with the head 

teacher as well as the staff and students involved. Parental consent of the students 

involved in the research was taken. Only those students who had parental consent were 

interviewed.  

4.6 Summary   

This chapter has focused on the methodology employed in this research. The methods 

used make it feasible to obtain the relevant data needed for this research. Majority of 

the research is conducted using the qualitative approach, however, there are some 

aspects of quantitative and policy oriented approach used to obtain valuable data for 

the research. A multiple data gathering tools and techniques (such as questionnaires, 

‘talanoa sessions’ and interview) was used.  

The next chapter presents the findings of the research. 
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CHAPTER 5: FINDINGS

5.0 Introduction 

This chapter presents the findings of the study. The data for the study were gathered 

by means of a survey using questionnaires, interviews and document analysis. The 

findings of the study are presented under suitable headings derived from the four 

research questions posed. It includes: What is assessment? What is the current 

assessment preference in schools? What is the role of assessment in education? Is there 

a need for change in educational assessment? What does new assessment initiatives 

offer? What is the new assessment initiatives implementation process? What are the 

significance in new directions assessment? What are the challenges for new 

assessment initiatives? What are the features of new assessment policy? What is the 

impact of the new initiative on students and what are the factors affecting students’

achievement? What strategies teachers could employ to implement new initiatives? Is 

there an alignment of traditional assessment and curriculum reforms? Is there an 

alignment of formative assessment and curriculum reforms? Are the teachers aware of 



62 
 

21st century competencies?  What is the impact of reintroducing examination on 

alignment of curriculum and assessment? 

5.1 Underlying research question 1: What are teachers and students views about 

the role of assessment in primary schools? 

After analysis of the whole data, the author arrived at certain theme areas which 

appeared to be most central to how the participants tend to answer the research 

question 1. These theme areas are discussed in this section.  

 

5.1.1  What is assessment? 

From the analysis of the data, it was found that the participants had a wide range of 

views about assessment. This is shown in table 1 below. 

Table 3: Common words and phrases used by participants to explain their views 
on Assessment 

Common words and phrases for the 

definition

Teachers Questionnaire

N = 118

CSS

N = 8

Grade students 108 8

Promote students 114 8

Improve teaching and learning 115 5

Evaluate teaching methodology 75 3

Help students learn 102 4

Form of tracking coverage 85 5

Grade schools 97 6

Grade teachers / evaluate teachers 

performance
85 6

Find weakness in students 100 7
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The table shows that teachers held favourable views on assessment in terms. The 

majority of them agreed that assessment is the key in identifying the challenges 

students face while learning as well as evaluating the methodologies teachers are using 

to scaffold learning. For example, Teacher 8 CSS explained assessment as: 

…a broad term binding many aspects of teaching and learning to 
enable the system to be an effective one.  

Another teacher, Teacher 100 Q, stated assessment as: 

….a tool that enables the evaluation of what we do and how we can 
improve our delivery to put an impact on the learners can be 
determined. 

A similar sentiment was shared by Teacher 3 CSS to this and said: 

….assessment is an evaluation tool. 

The teachers from the study depict that assessment in education is a necessity. For 

example, Teacher 3 CSS expressed “Without assessment the intended outcome will 

not surface”. Another teacher, Teacher 5 CSS made a comment in relation to 

assessment at their school and said: 

Assessment is done every now and then, even when the teacher seems 
to be relaxing. Every development comes in the mind, the ultimatum, 
the concern to improve the student and for us to be marketable. 

Teacher 1 CSS had a similar view to this and said: 

 I think assessment is the core of my daily routine. It is the time when 
I am able to reflect on what I planned has been achieved or not. Am I 
successful in what I did today?  

On the other hand, the students seem to show little understanding of assessment. To 

them assessment is part of their school activities. They do agree that it is a form of a 

plan to help them acquire the basic education level and it is necessary for it to be done 

in the schools. As some of the students stated: 

It is part of the learning process where we have to be assessed (Student 
20 CSS). 
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Assessment helps us know how much we know a topic (Student 3 
CSS). 

It helps teachers to tell us who is smart and who is poor in learning 
(Student 16 CSS).  

Analysis of the Ministry of Education policy document and the school based policies 

on assessment, showed that assessment is defined as an on–going process of gathering 

data/evidence to make judgements about students learning. The aim is to determine 

the extent to which students have demonstrated learning and to identify where the 

students need support to improve (Curriculum Development Unit, 2010).

The informal discussions revealed that assessment is very important tool in schools to 

enable the students achieve the benchmark. The desire for them to do better and 

achieve the prize enables them to work harder to attain the reward. The reward is the 

target of the students, teachers, parents and other stakeholders, which is evaluated 

through assessment. Thus, the concerned parties work to do the best in the assessment. 

The importance of assessment encompasses it to be regularly reformed to suit the 

situation to make it reliable and valid.  

5.1.2  Current Assessment Preferences in Schools 

The analysis of the data, both from the questionnaires (Appendix 1) as well as the CSS 

showed that more than one form of assessments is conducted in their schools. Some of 

these assessments as shared by the teachers include: Topic tests, Monthly tests, 

Spelling tests, Reading tests, Termly examinations, Mid–Term Examinations,

Homework, Worksheets, External examinations, Literacy and Numeracy Assessment,

Trial tests, Class-Based Assessment (CBA), Common Assessment task (CAT), Class 

Time questions, Quiz, Oratory, Morning/Afternoon talks, Problem–Solving on the 

Blackboards, Experiments, Explanations on Experiments, Monitoring of healthy 

styles, Monitoring citizenship behaviours. 

The common assessment type that is used by the schools is the summative assessment. 

The table below provides the teachers view on the current assessment types practiced 

in schools. 
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Table 4: The Common Assessment Type used in schools 

Assessment Type Number of participants view 
(N=118) Percentage

Formative Assessment 26 22
Summative Assessment 92 78

Generally, the preference from the teachers is for the summative assessment. They 

have been trained during the teacher-training period on summative assessment and 

they are used to with the summative assessment practice.  

Teacher 1 CSS expressed that the current assessment forms takes lot of strategies such 

as oral assessment and written assessment. Unfortunately, they are done in situations 

that benefit a certain group of audience. 

Furthermore, Teacher 7 CSS made a similar comment and said: 

Effective educational assessment procedures would be more efficient 
rather than using many different forms without any benefits or benefits 
to a specific group of students.  

Analysis of the questionnaire revealed similar sentiments by the teachers. Teachers 

prefer those methods in which they are confident and have been trained to do.  

For example, some of the teachers commented: 

….why do we have to change the assessment method as it has 
produced the output, which is in front of us in terms of doctors, 
engineers, pilots, businessman and you name it (Teacher 19 Q). 

…..the more the reforms, the more confusing the system gets and
teachers are not aware what to do, eventually the students lose 
(Teacher 62 Q). 

The results showed that different assessment items are used but the beneficiaries are 

different. Some of the items are executed only on certain occasions organised by either 

other authorities or the school itself. For example, the quiz are only organised when 
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the schools in the district are participating in the quiz competition organised by the 

Head Teachers Association. In terms of classroom teaching and learning, preference 

is given to summative then to formative types of assessment as teachers have indicated 

in table 2 on the types of assessment used. 

From the students’ point of view, it was discovered, that assessments are carried out 

differently. They had a similar sentiment as the teachers on the beneficiaries. However, 

they have a welcoming sensation on new items introduced in assessment. 

For instance, some of the students’ views are: 

….some of us not even given an opportunity to take part in the quiz or 
the oratory or the debate because we are already known not to achieve 
the desired result when we do that very well at the church choir 
(Student 20 CSS). 

…the examination is the only assessment where everyone is trained 
and assessed. Others are based on teachers selection (Student 13 CSS). 

….the new forms of assessment are good. They train us to do things 
differently but I feel it needs more time to train us so that we are better 
before the assessment (Student 5 CSS).   

From the analysis of the MoE policies and the school-based policies, it was ascertained 

that the focus are on the formative and summative assessments. These two forms of 

assessment are emphasised on all documents that focus on the scaffolding of teaching 

and learning process. 

The informal discussions led to the idea of incorporating the two forms of assessment 

and using in the schools. The scenarios of assessment should not focus on only one 

type or even one given more preference than the other. This will help students of all 

levels of competencies to progress well. An assessment environment similar to those 

at tertiary institutions being created.   

5.1.3  Role of Assessment in Education  
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The analysis of the data concludes with varied reasons on the role of assessment. Table 

5 below summarises what teachers commonly thought of as roles of assessment in 

education (Appendix 1). 

Table 5: Research Participants views on purposes of Assessment in Education 

Common words or phrases used 

Teachers 

Questionnaire

N = 118

CSS

N = 8
Total

N = 126

Gauge students’ performance 105 6 111

Identify the difficulties students face 99 8 107

Validate the teaching methodology 37 4 41

Inform stakeholders about students  87 6 93

Form of reflection for students learning 93 7 100

Planning for teaching and learning 79 4 83

Motivates students to learn 58 3 61

According to table 5, majority of the participants have constructive views in terms of 

the role of assessment. One of the participants, Teacher 4 CSS expressed that “without 

assessment, education would be useless”. In fact, the assessment disciplines the 

education system and prevents it from losing its core principle. 

Some of the other teachers mentioned:  

….assessment makes student learn and remember or else by the end 
of the topic students will misspell the steps and will seem to be 
knowing nothing (Teacher 5 CSS). 

….assessment helps us to determine how good we are at imparting 
the knowledge to the learners and making them curious learners 
(Teacher 98 Q). 

….assessment defines the boundaries of what is to be taught and 
learnt. The broad spectrum of our curriculum would have led to 
emergence of so many concepts to be taught or probably so less to 
be taught to attain the basic competency level. The assessment helps 
define boundaries to enable standards to be maintained throughout 
the education corridor (Teacher 72 Q)   
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Accordingly, the students have a similar view. The assessment component of the 

education triggers them to learn so that they are able to express to their colleagues that 

they are on par with the outcomes of the syllabus. One of the students, student 11 CSS 

commented, “Assessment helps me tell my parents what I have learnt in school today”. 

Other students studied had the similar sentiments: 

….assessment makes me aware of what I know and how much more 
I have to work to impress my parents and teachers (Student 3 CSS). 

….it helps me identify what I do not know so that I can learn and 
achieve my target (Student 17 CSS). 

….assessment helps me to revise what I have learnt so far (Student 
9 CSS). 

Jointly, the Ministry of Education policies have similar sentiments. Some of the 

purposes of assessment outlined within policies are as follows: 

� Selection of students for further education, 
� Evaluation and monitoring of schools, systems and teachers, 
� Motivation for students to study diligently, and for teachers to teach them well, 
� Certification of individual student achievement, 
� Support for reforms in curriculum, teaching and school organisation.

The informal discussion led to the persuasion that the learners be trained to be 

competent to the real scenarios that they will face in their livelihood. As a result, the 

assessments role is to identify the competencies and develop and nurture them to 

enable the learners to be successful citizens. Thus, assessment needs continuous 

reforms to be on par with the demands of this world.  

The roles of assessment focus on helping improve the students’ achievement of the 

basic learning concepts. However, the methodology that the change agents are using 

to needs attention.   

5.1.4   Need for Change in Educational Assessment 
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From the analysis of the data (Appendix 1), it was found that the majority of the 

participants agreed that there is a need for a change in the educational assessment 

strategy for education for the 21st century.  

Table 6: Teachers view on the need for a change in the Educational Assessment 

Change educational assessment Agree Disagree

CSS Participants (n = 8) 6 2

Participants via Questionnaire (n = 118) 99 19

Total 105 21

Percentage 83% 17%

The reasons the teachers gave for the change varied. Table 6 shows the different views 

about change in the educational assessment. 

Table 7: Common words or Phrases used by the participants to explain the 

reasons for change in Educational assessment 

Common Words or Phrases used 
Teachers Questionnaire

N = 118

CSS

N = 8

Quality Education 100 7

Teaching Strategy 70 6

To achieve 100% Pass Rate 25 4

Empowering Students 104 7

Reflection on Performance 97 7

Learning Environment 83 4

Addressing Reforms 79 3

Developing right Skills and Attitude 101 7

Use technology Education 99 6

The table shows that most of the teachers according to the questionnaire (Appendix 1) 

as well as those in the CSS held a positive view on the need for a change in educational 

assessment strategies. It provides the statements teachers expressed as to why changes 

in educational assessment is a need. The teachers are proposing changes in assessment 
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methods from traditional forms of assessment that would help develop a child 

holistically. For instance, Teacher 1 CSS explained  

I have experienced two reforms in curriculum yet using the 18th

century assessment strategy. 

Other comments on the need to bring about changes in educational assessment include: 

Examinations do not measure the competency level of all the skills 
in the curriculum; we need one, which is more relevant to the current 
situation (Teacher 45 Q). 

Reforms will help change the learning environment in our schools 
(Teacher 107 Q).  

I have been assessed in the same way and now I am using the same 
method of assessment. definitely, it needs reforms so that it aligns 
with the changes in the curriculum (Teacher 8 CSS).  

 
The teachers from the CSS generally agree on the need for reforms in the educational 

assessment to achieve the 21st century education goal. The traditional form of 

assessment is not conducive to the educational learning outcomes of the 21st century. 

The Education Commission Report 2000 has also reflected that the exam–oriented 

curriculum does not allow for outcome based teaching and learning to progress. The 

eventual result depicts non–achievement of quality education. The data obtained from 

the questionnaire reveals that reforms were been executed in an ad–hoc manner, which 

eventuates in loss of resources. According to questionnaires analysed, 63% of the 

teachers raised a concern on some of the productive reforms been shelved after initially 

being implemented. The common examples were the Performance Management 

System (PMS) and National Curriculum Framework (NCF). The teachers, request for 

efficient and effective planning and triaging to be done before executing the 

programmes. For example, some of the teachers commented the following in regards 

to reforms: 

There is no use to take reforms seriously, as when leaders change, 
their personal agendas will restructure the project instead of 
positively executing it and bring in something new. It will be us 
teachers (change agents) who will always be in the vicious cycle of 
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trauma as to which one to take on board and which one to leave 
(Teacher 1 CSS). 

Reforms are good; however, the execution is a concern as all that is 
reformed does not eventuate leaving a lot of wastage in resources 
(Teacher 6 CSS). 

A careful planning of the reforms should be considered to avoid it 
being shelved and stakeholders losing the confidence in policy 
designers to bring about positive change in the education system 
(Teacher 112 Q). 

Teachers from the CSS as well as those providing their views through the 

questionnaire viewed reforms in educational assessment as an effective tool to address 

issues in teaching and learning fraternity and bring about positive changes. Some of 

the examples of issues quoted by these participants are, for instance, adopting new 

assessment strategies, students discipline, parental involvement in educating children 

and curbing the high absenteeism rates in school. 

Apart from the teachers who were part of the survey, the students interviewed also 

expressed a need for reforms in educational assessment. This is shown in table 8.

Table 8: Students Perspective on Reforms in Educational Assessment 

Reforms in Educational Assessment Agree Disagree

CSS Participants – Students (n = 25) 21 4

Percentage 84% 16%

According to the statistics, the majority of the students want changes in the assessment 

protocols.  Student 16 CSS for example, raised his concern: 

I need assessment to be interesting and something that students are 
willing to do without fear. It should help us learn and develop our 
skills and not something that labels us in different grades. 

Other students shared similar sentiment, which are as follows: 

Assessment should be like our parents, something that guide us to 
learn in the process of learning, we learn new things, while moving 
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on we make mistakes and then we are guided as we move on. The 
assessment in the school is like a knife, which gives us wound and 
leaves the onus on us to the cure (Student 7 CSS). 

Assessment should provide me lots of opportunities to enable me to 
learn the concept instead of labelling me a slow learner (Student 4 
CSS). 

The students interviewed were depressed on the fact that the assessment culture has 

deprived them of unleashing the potentials that they have in the non–academic areas. 

The students want to develop the hidden talents they possess from the learning 

environment at home through the opportunities given in school culture, however the 

compact and exam oriented curriculum deprives them of doing this. This is because 

the focus of the school is to excel academically. For instance, the CSS has its target as 

‘to achieve 100% pass academically. 

 
The administrators of the schools in the survey expressed similar sentiment after the 

‘talanoa’ session. They agreed on the need for a structured reform in the educational 

assessment to enable productivity in terms of what parents and the government invest 

in the students.      

Teachers also regarded assessment in primary schools in Fiji as difficult. The table 

below summarises how teachers rated assessment in primary schools. 

Table 9: Teachers rating of Educational Assessment being difficult for students  

(N=118) 

Rating Number of participants view Percentage

Easy 27 22.9

Moderate 7 5.9

Difficult 84 71.2

The result clearly indicates that assessment in primary schools is difficult. As such, 

this warrants the current assessment to be reviewed. Some of the reasons stated for the 
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difficulty are the span of time for testing concepts, students are doing too many 

subjects and too many things tested in one paper. 

For instance, some of the teachers commented that: 

….it is difficult because the students are expected to know the whole 
years content to be able to sit for the annual examination when 
actually it is their learning phase to acquire the basic standard to be 
competent in literacy and numeracy to enable them to solve complex 
problems in upper primary and secondary schools (Teacher 63 Q).   

….the difficulty lies in the timing. Students are restricted to recall at 
their pace to solve a problem. They are expected to complete the 
examination within a set time. To add to it, concepts are taught in 
the beginning of the term and tested at the end of the term (Teacher 
35 Q). 

….too many subjects are tested for these young learners who are yet 
to master the basics of literacy and numeracy (Teacher 109 Q). 

The difficulty of the educational assessment in Primary schools requires it to be 

amended to suit the learners in their cultural environment. Thus, it warrants a change 

in the assessment protocols.

5.2 Underlying research question 2: How do the teachers and students perceive 

the reforms in assessment suggested by Ministry of Education?  

After reading all the interview extracts from teachers and students, and also 

considering the survey answers from teachers apart from my content analysis of some 

very important documents at the CSS school and with the Ministry of Education, the 

author arrived at certain theme areas found to be most central to the answer of research 

question 2.  These theme areas are discussed in this section. 

5.2.1   New Assessment Initiatives  
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The analysis of the Ministry of Education documents showed that schools were 

underpinned with 3 main types of assessment namely classroom based assessment, 

short tests, and Examinations. This is shown in Table 10.

Table 10: Summary of New Directions in Assessment  

Summary of New Directions in Assessment 

Classes   1 – 2
2 CBA 1 SHORT TEST 1 EXAMINATION

30% 30% 40%

Classes   3 – 8
3 CBA 2 SHORT TEST 1 EXAMINATION

30% [10% EACH] 30% [15% EACH] 40%

LANA Years 4, 6, and 8

                Source: Curriculum Development Unit (2010) 

The content in the table shows that more weight is given to CBA’s that is 60%

(According to the Ministry of Education documents CBA and short test are regarded 

as CBA) for all the classes in comparison to the 40% for Summative Assessment. The 

focus now has shifted towards Formative Assessment. 

The data shown in the table coincides with what some of the teachers in the CSS stated.  

As some of these teachers commented: 
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….the new assessment type is more child centred than teacher 
centred, we only wait to see how it will constitute learning and 
teaching program (Teacher 1 CSS). 

….the students will enjoy learning and being assessed at the same 
time relieving them from the examination pressure (Teacher 8 CSS). 

….a fantastic assessment strategy that is a blessing to those who are 
faced with difficult home learning environment (Teacher 7 CSS). 

The students had a positive view about the new assessment protocols. The analysis 

shows that students like the new form of assessment in comparison to the traditional 

form of assessment. 

As some of the students commented: 

This new assessment is easy and I like the way it is taken. I am given 
an opportunity to prove myself if for some reasons I happen to fail. 
This was not the case in the test, which I sat in pervious classes 
(Student 11, CSS). 

This form of assessment enables me to unleash the hidden talents I 
have (Student 3 CSS).  

It is great to have assessment that helps me learn from my mistakes. I 
am not pressured to achieve the maximum, but explore ways to learn 
so that I do not forget (Student 20 CSS).   

 
Other students studied shared similar views on the new forms of assessment. They 

agreed that the new assessment is not confined to only assessment forms. The multiple 

assessments give students chances to show their talents in their fields of interest. 

5.2.2   New Assessment Initiatives Implementation Process�

The analysis of the questionnaire data showed that the implementation process of the 

new assessment among teachers was a concern.  
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Table 11: Teachers rating of Educational Assessment Implementation Process

(N=118) 

Rating Number of participants view Percentage

Poor 21 17.8
76.3% 

Unsatisfactory 69 58.5

Satisfactory 15 12.7

23.7% Good 13 11.0

Very Good 0 0.0

According to Table 11, 76.3% of the teacher participants via questionnaire indicated 

that the implementation process of the new initiatives in educational assessment is 

below the minimum standard. 

Table 12: Analysis of teachers in terms of their Years of Service 

Years in Service Number of Teachers

n = 118 

Percentage 

Teachers

1 – 4 years 10 8% }20% 
5 – 8 years 14 12%

9 – 12 years 19 16% }80% 13 – 16 years 48 41%

17 > years 27 23%

According to Table 12, the majority of teachers (80%) are experienced teachers and 

they were not trained to the implementation of CBA’s. The teachers commented that 

our training institution focused on test preparation, administration, and analysis.  

As some of the teachers stated: 

I have never been trained to administer CBA’s. At our training
college the focus was on examinations. It is quite challenging for me 
to make the rubrics (Teacher 23 Q).  
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Teachers need to be trained so that the new initiative is implemented 
correctly. The professional development only provides the basic 
information. The actual implementation is very different because of 
the different calibre of students in a class (Teacher 83 Q).

We teachers are used to the examination style of assessment. 
Whenever we prepare other types of assessment, it basically is on 
the examination style. We were trained so well to plan, prepare and 
administer examination. A similar program will enable us to better 
implement the new initiative (Teacher 37 Q).

They further remarked that the new initiative needs a lot of training before it could be 

adequately implemented. 

As some of the teachers commented: 

The new initiatives have lots of potentials however, proper training 
will ensure it is initiated and implemented adequately so as to 
achieve its objectives (Teacher 2 Q).

It is good to bring in new initiatives into the system so that our 
students are experiencing the world-class teaching and learning 
environment. However, it is important that the implementers of the 
new initiatives are well trained to implement the program or else it 
will collapse the whole system (Teacher 118 Q).

Training is vital in the implementation of this new initiative. I 
personally feel that I am not adequately prepared to administer this 
initiative as I have never been trained (Teacher 47 Q).

The implementation process of the new assessment initiatives according to the analysis 

of the data was ad hoc. The analysis of the questionnaire showed that the teachers were 

forced to adapt to the changes. There was no training of any form. The teachers used 

their own discretion to implement the new initiative. They learnt from their colleagues 

upon discussion. The positive thing was that the new assessment initiative got under 

way. 

As some of the teachers commented: 
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We are forced to make the changes. We are not sure where will we 
end up. There is no rationale to it. The students will suffer if we 
teachers do trial and error (Teacher 54 Q).

This is an ad hoc implementation. The focus of the education is the 
learners. They should not be experimented upon as we are doing 
through this new initiative (Teacher 80 Q).

We are forced upon something new. What will be the outcome? All 
these things need to be considered before the implementation 
process (Teacher 102 Q).

A similar view was echoed from the teachers of the CSS. As one of them commented:  

There was no defined implementation guide. We were informed of 
the changes in the assessments protocols through circulars and were 
asked to implement it. No form of training was conducted (Teacher 
6, CSS). 

The teachers from the CSS even pointed out that it was difficult to have the changes 

implemented. A wider consultation process to bring about the necessary changes and 

an organised and defined implementation process would have welcomed the changes 

in assessment. As a result, the implementation process of the project would have 

achieved the intended goal. As some of the CSS teachers commented: 

We are not sure what to do. Whatever the administrators tell us, they 
change again by the time the task is taken (Teacher 8 CSS). 

There should have been a standard guideline to guide the 
implementation process. Different leaders advocate different 
procedures making others confused as to which one is correct 
(Teacher 2 CSS). 

The informal discussion among the teachers points out that this initiative was brought 

in a rush without adequate consultation. The change in the education fraternity is 

welcoming however, proper consultation needs to be done so that it is properly 

implemented and administered.  
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5.2.3   Significance of Reforms in Assessment�

The analysis of the data from the questionnaire depicts that the new directions of 

assessment has benefits to students. The teachers from CSS and the participants 

through questionnaire have a favourable opinion on the new directions of assessment. 

The teachers identified the following as some of the common benefits: no student left 

behind, students allowed to learn at their own pace, learning is more meaningful, 

teaching is scaffolding, lifelong skills developed, meaningful context and positive 

learning environment. 

The analysis of the data gathered depicts that traditional approach to school based 

assessment was still common and teachers were not well versed with the features of 

new assessment initiative. For example, Teacher 4 CSS emphasised that the only new 

step is the ‘intervention prospect’, aimed to achieve no failure, otherwise all are tests.   

A similar sentiment was echoed by teacher 1 CSS who said that: 

There are many prospects in the new assessment protocols. It is the 
implementation part, which is the key. If we continue to incorporate, 
the traditional forms of assessment into the CBA’s than it will mean 
only a name change but the core will remain as traditional assessment.  

 
The students from the CSS also viewed CBA’s as beneficial. The following are some 

of the common views of benefits: Learning is interesting, Everyone can read, No body 

threatens, We learn lots of skills, We can seek assistance in our learning, Teachers 

want to make us learn and Get assistance from friends. 

As some of the students mentioned: 

This is a great way to be assessed. It gives us opportunity to learn 
many things (Student 3 CSS). 

I am having a great learning experience with this new learning style 
(Student 15 CSS). 

It is the first time I like coming to school because now I am learning 
as my smarter friends (Student 20 CSS). 
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The students anticipated that this new direction in assessment will enable all the 

students achieve their dream through the positive reforms.  

The informal discussions disclosed that the administrators as well as the teachers all 

admire the benefits of the new initiative. The actually desire a proper consultation and 

organised implementation process so that the learners benefit from this reform.  

The new initiatives in assessment focus on students. The ultimatum is for every student 

to progress to the next level of education and even fulfilling his or her dream of a 

tertiary education, thus, making a society knowledge based. Eventually, it will reduce 

the challenges of communities. 

5.2.4   Challenges of Reforms Initiatives �

The analysis of the data showed that despite the benefits of new assessment initiatives, 

quite a number of factors needs to be considered before it can provide a better result. 

  
The teachers generally view that the new assessment initiatives has brought about a lot 

of workload to teachers. Both the teachers of the CSS and the participants of the 

questionnaire reveal that there is a huge increase in the documentation part of the 

teaching fraternity (Table 13). The eventual result is reduction in actual teaching and 

learning time devoted to quality teaching. 

As some of the teachers in the CSS iterated:  

A lot of time is used up to do preparation of the assessment items 
and the recording of the assessment achievement. This reduces the 
time used to do for the preparation of the lessons in the class. 
(Teacher 8 CSS) 

If I do not document things in the class then I might forget some of 
the important aspects to allocate points to the students. If I take it 
home, I will be stressed up with the work chaos at home. I will not 
have family time. It has really brought about lots of paper work 
(Teacher 5 CSS). 
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Now we are doing a lot of documentation. It seems the focus is on 
the documentation rather than presenting students with learning 
opportunities. What will students learn if we teachers continue to use 
the quality teaching time to do documentations? (Teacher 2 CSS)

A similar view was expressed by some of the teachers, who participated in the 

questionnaire, who pointed out that there is an increased workload due to the new 

initiatives in assessment.  

The increased documentation will only help us to have better records 
but the education system is deemed to be producing better test 
results. This will not help students because quite a lot of the teaching 
times are used to document which is when students are relaxing and 
no teaching done. We need a balance or else it will fail the new 
initiative completely (Teacher 47 Q). 

The workload and documentation has really increased with the new 
initiative (Teacher 31 Q). 

 
It is vital to record all the students learning outcomes and 
achievement. With the huge number of students in my class it takes 
up a lot of time and especially when we have to record for nine 
different subjects we teach. This increases the workload (Teacher 
112 Q). 

The leaders and the teachers of the schools under study collectively agree that the 

workload has significantly increased upon introduction of the reforms in the 

educational assessment protocols. The informal discussions revealed that teachers feel 

that quality education will not be achieved as quality teaching time is utilized in 

documentation. 

Table 13: Teachers viewing an increased workload due to new initiatives in 
assessment 

Increased Workload Agree Disagree

CSS Participants (n = 8) 8 0

Participants via Questionnaire (n = 118) 118 0

Total 126 0
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Percentage 100% 0%

The results from Table 13 indicate that all the participants favour that there is a huge 

increase in the workload because of the new initiative in educational assessment. Thus, 

for the assessment to impart its intended outcome, it needs reconsideration from 

relevant authorities.  

5.3 Underlying research question 3: What is the impact of introduced assessment 

policies on students’ and what strategies could be adopted to help teachers’ better 

implement reforms in assessment? 

In analysing the data for this particular question, the author looked at how all the data 

collected can answer the two parts of the question: how the new assessment policies 

affect students achievement and the strategies which could be adopted to assist 

teachers to better implement reforms in assessment? The author was able to identify 

3 main theme areas which can answer this part of the question.  These themes are 

discussed in Sections 5.3.1, 5.3.2, and 5.3.3.

5.3.1  Features of New Assessment Policy 

Analysis of the documents showed that new assessment policy was more commonly 

referred to as formative assessment. Some common features outlined in the documents 

include the following: 

� Address the imbalance in the Fiji assessment system because of the dominance 
of the external examinations. 

� Provide a comprehensive range of assessment methods to support the new 
direction of assessment. 

� Regarded as the central core that supports the reforms in curriculum. 
� Bring the Fiji assessment system in line with the international practice. 
� Enable a full range of outcomes and learning dimensions to be assessed. 
� Accommodate a wider range of learning styles thus providing a higher validity. 
� Promote and support student centred learning. 
� Monitor achievements over a time to evaluate the effectiveness of teaching and 

learning and the support system provided by the school. 
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� A process of gathering and analysing data/evidence to make judgements about 
students learning 

� Determine the extent to which students have demonstrated learning. 
� Identify where students need support to improve. 
� It is continuous because it occurs periodically – on a daily or weekly basis. 
� Decide the achievement level of the students for an outcome. 

Analysis of the responses from the questionnaires indicate similar features of the new 

initiatives in assessment. Some of the common features suggested by teachers include: 

Quality Education, Improved Teaching Strategy, 100% Pass Rate, Empowering 

Students, Reflection on Performance, Developing Positive Learning Environment, 

Addressing Reforms, Developing right Skills and Attitude, Be with the modern world 

of education – not being left behind from developed worlds education system, Improve 

retention rate in schools and Improve accessibility of education to vulnerable.

 
As some of the teachers iterated: 

This assessment type will help achieve quality education, where no 
one will be left behind, similar to those of developed countries 
education standard (Teacher 28 Q). 

A lot of potentials with in the policy, however certain issues need to 
be ironed out so that objectives are met (Teacher 59 Q). 

Faithful implementation by teachers will enable the Fijian students 
to be as skilful as any other child from any other country (Teacher 
91 Q). 

The analysis of data revealed that students were not confident in identifying the 

features of new initiatives in assessment. For them it was something they regarded as 

new and acceptable. For example, one of the students said that it is interesting, easy 

and to our level. 

The informal discussions revealed that although teachers are reluctant to do the extra 

work posed by the new initiative they agree that there are lots of potentials which will 

direct students of all calibres to a successful career paths. 
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Thus, in terms of features, the new initiatives has a positive outlook at transforming 

the students to be competent with the 21st century competencies. 

5.3.2 The Impact of the New Initiative on Students and Factors Affecting Students 

Achievement. 

The findings from the CSS showed that students achievement level have improved a 

lot (Table 21). The improvement was dedicated to the intervention strategies that are 

executed on those learners who find it difficult to master a concept. For example, 

Teacher 3 CSS said that: 

….the students who used to fail the examinations are now retaught 
and retested until they are able to learn the concept and attain the ‘B’ 
grade. This intervention programme aims to have the concept 
mastered by all the students before the new concept is introduced. As 
such there is no student who would fail and definitely an improvement 
in results. 

Another teacher, Teacher 8 CSS also shared a similar sentiment. She said:  

The results are encouraging and this is because of the intervention plan 
that enables the teachers to reteach the concept and have it retested to 
enable the students to achieve the ‘B’ grade. This was not the practice 
with the former assessment method where the slow learners were 
always left behind and were not given any opportunity to try again. 
This discouraged them from further initiatives to learn the concept and 
regarded them as ‘dump’. 

The procedure in which the new assessment protocols are executed is what helps 

students learn and achieve the basic competency level. The hard yards played by the 

teachers in terms of planning and preparation helps the struggling learners learn the 

basics of each concept.  

However, the following are some of the common aspects that teachers have identified 

that affect student’s achievement level adversely. Some of the features that the teachers 

identified that deprives quality education are: 

� Western dominance of the curriculum 
� Examination oriented curriculum 
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� Content based curriculum 
� Cloggy nature of content 
� Multiple role of classroom teachers 
� Lack of subject specialists  
� Demand by Education Superintendents 
� Parental expectations 
� Administrators expectations 
� Lack of time  
� Too large content 
� Stress  
� Work overload  
� Less manpower
� Lack of resources 
� Lack of training 

 
According to the findings, teachers believe positive impacts of the new assessment 

policy with great benefits are visible if the relevant stakeholders take the above factors 

in consideration.  

For example, Teacher 4 CSS stated that  

If teachers’ health are given consideration in terms of reducing the 
work stress, they will confidently execute the new initiatives in 
assessment vigorously eventually the students will be reaping the 
benefits and especially those who’s dreams of tertiary education are 
shattered because they cannot keep up to the pace of education.   

The conscience of the factors by relevant stakeholders would make the new assessment 

initiatives more popular and acceptable by the change agents. This will empower them 

and create a sense of ownership among them. Eventually the execution of the policy, 

program and plan will be implemented without any exaggeration and it will reap 

greater benefits.      

Speculations from the informal discussions suggest that students’ results have really 

improved with new initiatives. Students seemed to be more knowledgeable in terms of 

what they are able to share with others and their presentations of work submitted for 

grading. 
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5.3.3   Strategies teachers employ to better implement New Initiatives. 

Analysis of the data revealed that teachers, both, those that participated through 

questionnaire and those in the CSS, believed that the new initiatives could have been

better implemented and yielded better results if proper consultation would have been 

done before implementation. It is clear from the analysis of data that the initiatives 

were forced on for implementation.  

As some of the teachers lamented: 

With the little good that has evolved within a short implementation 
phase the proper training for teachers would have yielded a great 
more impact on students (Teacher 67 Q). 

Adequate training and dissemination of information to teachers to 
carry out the necessary steps in the new assessment protocols will 
yield much better results as the change agents will be aware of the 
finer details of the program (Teacher 101 Q). 

More awareness would help us be empowered to carry out the 
programme eventually yielding better results (Teacher 2 CSS). 

With appropriate training the implementation procedure would have 
been made easier. This would have enabled us to concentrate on the 
students learning sector eventually improving the students 
achievement level (Teacher 7 CSS). 

According to the participants, the following factors were used to bring about new 

initiatives in assessment; it was rather forced than implemented: 

� Less job opportunity 
� Threat from senior staff 
� Other qualified personnel’s waiting to be employed
� No job security 
� Fear of being victimized 
� No choice
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� No forums to provide suggestions

As some of the teachers iterated: 

This was forced onto us. We were not sure what to do and how to 
do. We were told that it was from the Permanent Secretary (PS) and 
we have to follow (Teacher 1 Q). 

When I tried to ask how it would be done, I was told, you have to do 
it. There is no workshop based on this. Follow your discretion and 
take help from your colleagues (Teacher 23 Q). 

This program came with the slogan ‘shape up or ship out’. Is this the 
way to bring about new initiatives (Teacher 2 CSS)? 

When I tried to find out more about this program I came to know that 
it was a failed program in Australia. When I tried to share this with 
my colleagues, I was asked that it is an act of insubordination 
according to the Education Act (Teacher 7 CSS). 

The above factors were considered to be threat and teachers accepted the changes 

without much question. 



88 
 

Table 14 shows how the new assessment was unfolded and brought into practice. 

Table 14: Events Unfolding in terms of Assessment 

Summary of events in Chronological order 

Time Description Source

Term 1 2015 No scaling of marks – use raw marks Education Gazette 

Term 1 2015

Term 1 2015 Students need to go over the past 4 years 

paper to do well in examinations as the 

concepts tested will be based on the past 

4 years examination papers for both 

LANA and External Examinations

Term 1 2015 Coverage to be completed in the first two 

terms

Education Gazette 

Term 1 2015 

Term I 2015 Examinations are coming back

LANA Years 4, 6 & 8

Years 6 & 7 – Standard Examinations

Year 8 – Fiji Year 8 Examination

(later on (in 2015) the Standard 

Examination for Year 6 was changed to 

Fiji Year 6 Examination

Years 9 & 11 – Standard Examination 

Year 10 – Fiji Year 10 Examination

Year 12 – Fiji Year 12 Examination

Year 13 – Fiji Year 13 Examination

Education Gazette 

Term 1 2015

Term I 2010 Class Base Assessment to replace 

examinations

LANA Classes 4, 6, & 8

Education Gazette 

Term 1 2010
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According to the analysis, the implementation process would have been accepted by 

stakeholders wholeheartedly if proper consultation would have been done. 

As some of the teachers in the CSS stated: 

Had we been trained to implement the new assessment policy or 
were represented in the consultation program, the policy would 
empower the change agents. This would help to accommodate the 
changes effectively; even some better aspects would have been 
inculcated in the program, as the very people who would implement 
would have given directions on how to effectively go about doing 
the whole process (Teacher 2 CSS). 

A consultation program was a need and teachers should have been 
consulted as it would have given them a sense of ownership to the 
program which they would have implemented rather than criticizing 
(Teacher 7 CSS).  

  
The teachers, further, came up with the following suggestions on effective 

implementation of the program:  

� Enough preparation time to be given  
� In-service Training to be conducted 
� Professional Development to be taken 
� Reduce in curriculum Content  
� Concentrate on Literacy and Numeracy 
� Forming Workable Clusters to reduce workload 
� Employ more teachers so that workload is shared 
� Implement Subject Teaching to allow for preparation Time 
� Integrate lessons 

Table 15 summaries the percentage teachers who suggested the different ways the 

policy could have been better implemented. 
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Table 15: Ways to Better Implement Assessment 

How to better 
implement Assessment 
Policy

Number
n = 8

CSS teachers 

Percentage Number
n = 118

Questionnaire 
Teachers

Percentage

Proper Training 8 100% 118 100%

Professional 

Development

6 75% 94 80%

In-service 5 63% 77 65%

Preparation Time 7 88% 106 90%

Reduction in Content 6 75% 94 80%

Subject Teaching 7 88% 100 85%

The teachers anticipated that proper training, adequate preparation time and subject 

teaching are some immediate actions that would help better implement the new 

initiatives in assessment. 

Overall, the teachers in the informal ‘talanoa session’ also agree that this reform was 

forced upon teachers. There was neither proper consultation done nor enough training 

and professional developments done to create awareness of the benefits of the new 

initiatives. Following the proper channels to bring in the changes would have had 

acceptance for the program rather than rejections. 

5.4 Underlying research question 4: What are teachers’ opinions on the reforms 

in curriculum being aligned to reforms in assessment? 

In analysing the data for this particular question, the author considered how all the data 

collected could be used to answer the question: are the reforms in curriculum aligned 

to reforms in assessment? The author was able to identify four main theme areas which 
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could answer this part of the question.  These themes are discussed in Sections 5.4.1, 

5.4.2, 5.4.3, and 5.4.4.

5.4.1   Alignment of Traditional Assessment and Curriculum Reforms �

Analysis of the responses from the teachers of the CSS and the participants from the 

questionnaire showed that they were not well versed with the term ‘alignment of 

assessment and curriculum’ even though they responded to the questions posed.  

The analysis figures out that the teachers were able to determine that the traditional 

assessment (Examination) and curriculum reforms did not align. Three quarters of the 

teachers studied both, through questionnaire and case study, did not favour 

examination and curriculum reform being aligned.   

For example, Teacher 3 CSS said that: 

The focus of the curriculum reform was to holistically develop the 
child to face the challenges bestowed to them in the real life 
situations but the examinations test mere skills taught, leaving out 
many skills. This means that the two components are not aligned. 

Teacher 7 CSS commented: 

Definitely, examinations and curriculum reforms are not in 
alignment. Examinations are not measuring all the outcomes. What 
is the guarantee that those concepts that are not examined have been 
thoroughly taught? 

A similar concern was raised from the teachers participated via questionnaire.  Some 

of the teachers lamented: 

The current examination driven curriculum does help acquire the 
necessary objectives set out in the curriculum. The focus of the 
teachers is to make students pass the examination rather than 
developing the lifelong skills. We cannot say that the two aligns 
(Teacher 38 Q). 
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There is no alignment from what I observe. Our curriculum is foreign 
oriented and examination driven. This does not prepare our students 
to be developed as citizens that everyone dreams for. The outcomes 
are not achieved because there is no alignment (Teacher 56 Q). 

The students studied also viewed that examination did not develop all the learning 

skills they needed to acquire. Eighty percent of the students did not favour 

examinations to develop the lifelong skills required to meet the challenges that lie in 

the real world. The students stated that passing examination does not mean that we are 

equally competitive with other skills that are not tested in the exams. 

Some of the students said: 

Examinations do not teach me anything apart from learning the 
concept for a short while only (Student 24 CSS). 

Whatever I learn to pass the examination is known and recalled for 
that period only. In case I have to answer that question in real life, I 
have many resources to use to give a splendid answer (Student 11 
CSS). 

Passing examinations do not mean anything to me. It only makes my 
mum and dad happy. Whatever I learn to pass exams, I never use it 
to help my parents (Student 8 CSS).  

Thus, traditional assessment does not align to curriculum reforms and will affect the 

efforts of curriculum reforms. 

Table 16: Alignment of Examinations and Curriculum Reforms – Teachers 
Perspective 

Teachers Perspective – Alignment of 

Examination and Curriculum Reform 

Agree Disagree

CSS Participants (n = 8) 2 6

Participants via Questionnaire (n = 118) 29 89

Total 31 95

Percentage 25% 75%
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According to the teachers studied majority of them believe that examinations and 

curriculum reforms do not align. 

According to the ‘talanoa session’, the teachers feel that there is a great deal of 

alignment among the curriculum and the examinations. They feel this is what has 

produced many educated personnel who are currently heading Fiji in the many sectors 

of work in Fiji; they believe that if there was no alignment then there would have not 

been so much progress economically especially being proud to have Fijians in 

executive positions rather than experts from developed countries. 

5.4.2   Alignment of Formative Assessments and Curriculum Reforms �

Analysis of the responses from the teachers of the CSS and the participants from the 

questionnaire showed that they were in favour of the motion of formative assessment 

being aligned with curriculum reforms. It showed that 80% of the teachers agreed to 

the alignment of formative assessment and curriculum reforms (Table 17). 

Table 17: Teachers Perspective on Alignment of Curriculum and Formative 
Assessment 

Teachers Perspective – Alignment of 
Formative Assessment and Curriculum 
Reform 

Yes No

CSS Participants (n = 8) 6 2

Participants via Questionnaire (n = 118) 95 23

Total 101 25

Percentage 80% 20%

Teachers viewed formative assessment to be assessing all skills within the learning 

framework. Formative assessment holistically develops a child whilst the teaching and 

learning process.  For example, Teacher 6 CSS said that: 

Formative assessment does not develop only one form of skills, 
instead multiple learning skills are assessed and interventions taken 
to develop those skills where there are limitations. This enables the 



94 
 

development of the necessary skills that is acquired to be lifelong 
skills. This form of assessment thus can be said to be in alignment 
with the curriculum reforms. 

Teacher 1 CSS also had a similar opinion. He said that: 

The answer to holistic development of students in the education 
fraternity is formative assessment. Once, all the aspects are being 
achieved in terms of what the curriculum intends to offer, it can be 
concluded that curriculum reforms and assessment aligns.  

Teacher 68 Q also had a similar opinion, stating that 

The new initiative is taken to bridge the gap that existed among the 
curriculum and assessment. This initiative will straighten a lot of 
things that were happening in isolation. 

Teacher 107 Q shared a similar sentiment, saying that 

….now there is a coordination among the educational assessment 
and educational curriculum which was the missing link in our 
education system. 

The students under study also agreed that formative assessment explored more forms 

of opportunities to them to be assessed. They stated that they were assessed on more 

skills in comparison to examination form of assessment.     

Some of the students lamented: 

This form of assessment gave us more forms of ways to be assessed. 
If we struggled in an area, we managed to pull in another (Student 
10 CSS). 

….it is not only written assessment. The oral ones are more 
interesting to me which I look forward to (Student 18 CSS). 

Here it seems that our studies are getting more real in terms of what 
we learn (Student 4 CSS).  
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Table 18: Teachers Perspective on Alignment of Curriculum and New Initiatives 
in Assessment 

Teachers Perspective – Alignment of New 

Assessment Initiatives and Curriculum 

Reform 

Yes No

CSS Participants (n = 8) 7 1

Participants via Questionnaire (n = 118) 106 12

Total 113 13

Percentage 90% 10%

According to the teachers, the new curriculum aligns with the assessment protocols. 

Majority of the teachers believe that formative assessment aligns with curriculum 

reforms. 

Furthermore, the recent reduction in the content of the Primary Education Curriculum 

(Table 19) highlights a positive connection between the curriculum and the 

assessment. 
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Table 19: Comparison of Prescription and Syllabi 

Analysis of the documents (Table 19) shows that the reduction that has taken place in 

the curriculum content to accommodate new forms of assessment in the education 

system. The content based and examination driven curriculum needed some restructure 

to accommodate the process of the new assessment. Accordingly, the reforms in the 

curriculum have reduced the content significantly to accommodate the formative 

assessment process. Teachers view this change as an alignment of the curriculum and 

assessment.  

Furthermore, to align the two components the government has also increased the grant 

per child. According to the Ministry of Education documents (Table 20) this increase 

meant to provide the students with relevant resources to help them be competent 

learners through hands on activities to master the concepts.  

Table 20: Grant Allocation 

PRIMARY SCHOOLS GRANT ALLOCATION 

The table below shows the reconfiguration of schools classified as disadvantaged 
schools. 
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# Categories 
according to 
school roll

Current grant per 
term each 

disadvantaged 
school receives

Additional funding calculated with 
new baseline per year. Each 

School to receive the baseline on 
top of their $250 per child

1. Below 50 Below $13,000 $7000
2. 51 – 100 $13,000 - $25,000 $4000
3. 101 – 150 $26,000 - $38, 000 $2500
4. 151 – 200 $39,000 - $ 50,000 $2000
5. 201 - 399 NO CHANGE

Source: Education Gazette 2014 – MOE, Fiji 

To add to that, other initiatives have been introduced by the current government of Fiji 

to ensure that the assessment and curriculum reforms align each other, the basic aim 

to enable students attain quality education.  

The reforms that the Ministry of Education initiated through budgetary allocation 

depicts their commitment to align the two major components, assessment and 

curriculum, so that the teaching and learning process makes sense.  

Accordingly, the ‘talanoa session’ revealed that the direction which the current 

government is initiating is coordinating and mending a lot of gaps that used to exist 

among what the learners learnt and what was being assessed.  

5.4.3   Awareness of 21st Century Education Competencies�

Table 21: Awareness of 21st Century Educational Competencies 

21st Century Educational Competencies Yes No

Participants via Questionnaire (n = 118) 98 20

Percentage 83% 17%

The analysis of the questionnaire showed that the teachers are unaware of the 21st

century competencies, which forms the foundation of the 21st century education. For 

example, Teacher 87 Q commented that ‘what surrounds our education system would 
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be beneficial to us rather than those that surround the global education environment’.

Teacher 101 Q stated that ‘we need to prepare our children to be equipped with 

knowledge knowing the basics’. Furthermore, another teacher, Teacher 116 Q stated 

that ‘quality education will eventually mould learners to be 21st century competent’.

However, the notion of Education for All is a global initiative and teachers need to be 

aware of the developments at the global stage and what related developments taking 

place at local education level. 

Another teacher, Teacher 67 Q, said that ‘the changes brought in locally are aligned to 

the 21st century education competencies because that is where developments in the 

education system are introduced’. Therefore, that means that we are aware of the 

competencies.  

The teachers do not have a real picture of the 21st century education competencies. It, 

thus, becomes the duty of the relevant stakeholders to disseminate relevant information 

and developments to the teachers to educate them on the latest developments. The 

teachers will then be empowered and they will play the role of change agents 

effectively and efficiently.  

As in the ‘talanoa session’ one of the administrator joked “the workload does not even 

let us be aware of the happenings around us let alone be the 21st century education 

competencies. This however, relayed a lot in terms of where our teachers stand in terms 

of facilitating education in today’s global village.

     

5.4.4   The Impact of Re-introducing Examinations on Alignment of

Curriculum and Assessment 

The analysis of the data from the CSS showed that there was not much variation 

although more than half of the teachers who participated were concerned (Table 22). 

The teachers stated that bringing back of examination would not match with some of 

the other changes that took place to accommodate formative assessment. 
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Table 22: Teachers Perspective – Bringing Back Examinations by Ministry of
Education 

Bringing Back Examinations – Teachers 

Perspective

Good Bad

CSS Participants (n = 8) 3 5

Participants via Questionnaire (n = 118) 45 73

Total 48 78

Percentage 38% 62%

The table showed that teachers (nearly two thirds of them) are not happy on the 

decision to bring back examinations. 

 
 
 
 
For example, Teacher 1 CSS said that  

When we were enriched with the new assessment protocols, we are 
again asked to go back few centuries and use examinations to develop 
skills that cannot be tested. Now, that means curriculum and 
assessment will not be aligned. Simply, we teachers will again be 
using the ‘Fill Up’ teaching approach to make students pass the exams. 
The other important skills will just be there to show case. 

Another teacher iterated: 

This is it. We knew this would happen. Shelf one and open another 
chapter. Why did we waste so much of the resources with CBA’s. All 
is back to square one (Teacher 4 CSS). 

The analysis reveals that teachers are concerned that before the actual implementation 

of any changes brought about another aspect is forced on change agents. They feel that 

to save wastage of resources from introducing policies which are left incomplete, it 

would rather be great if proper consultation, research, trials and training are done 

before coming to conclusions on accepting or rejecting changes.   
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The students, who participated in the study, were also not in favour of examinations 

being brought back (Table 23). They concluded that they would not be given 

opportunities to effectively participate in non-academic activities.    

Table 23: Students Perspective – Bringing Back Examinations by Ministry of
Education 

Bringing Back Examinations – Students 

Perspective

Good Bad

Students Participants (n = 25) 3 22

Percentage 12% 88%

Majority of the students are not happy on the decision to bring back examination. Some 

of their statements are: 

We will be again sticking to the classroom (Student 25 CSS). 

All the excitement of learning is gone back to tests and tests (Student 
17 CSS). 

From the informal session, it was gathered that teachers were actually satisfied with 

the introduction of examination, as it will reduce the paper work. However, they do 

agree that the learners will miss some exciting forms of learning opportunities. 

Thus, it can be concluded that the re-introduction of examination (traditional 

assessment) will not match with the outcomes of the new curriculum, which depends 

on formative assessment to be achieved. Thus, there is no alignment among the two 

component.  

5.5  Summary  

The present study focused on the effectiveness of reforms in educational assessment 

in the selected primary schools as well as the case study school. This chapter has 

provided details of the findings of the present study gathered from questionnaire 

survey, interviews and document analysis. The findings of the study were presented 
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under suitable headings derived from research questions posed for the study. The next 

chapter discusses the research findings. 

CHAPTER 6: DISCUSSION OF THE FINDINGS

6.0 Introduction 

This chapter sets out to discuss the findings of the research. The findings are presented 

under separate headings to address the specific questions raised in this research. The 

responses obtained through interviews and questionnaires were analysed in the 

previous chapter under relevant sections and were supplemented by a micro level case 

study to obtain an in-depth view of the assessment in primary research. 

6.1  What are teachers and students views about the role of assessment in 

primary schools? 

Based on the findings, teachers and students view that the role of assessment is much 

more than the summative assessment. Passing examinations with flying colours does 

not guarantee that the learner is equipped with the competencies of life. The following 

themes have been discussed to answer research question 1. 
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6.1.1   Current assessment types  

Assessments in primary schools are the core in the classrooms. It gauges students’ 

performance, which is used to grade students at different level. Unethically the 

students get stereotyped by teachers on their capabilities as to what they can do and 

what they can’t do. The major purpose of assessment is to help students of all calibre 

to attain the basic standard of achievement. The teachers believe that assessment helps 

to achieve the minimum level of competencies which is the basis for promotion to the 

next grade. 

The assessment is expected to be the major information provider on how students are 

acquiring the learning outcomes. Teaching and learning is a daily consequence of the 

entire classroom. The teacher pupil ratio on an average of 1:25 as suggested by the 

Minister of Education) makes assessment of teaching-learning process dynamic. It is 

certain that not all the students are being assessed in the same way. However, the 

teachers are able to gauge and get a fair idea on the students’ progress using different 

methodologies such as book markings, homework books (when marking homework 

books, teachers are able to gather data on the concepts that needs more emphasis 

depending on the number of correct responses), oral questioning, observing, and 

allowing for peer intervention. These forms of assessments however has no records, 

the questions to be asked are not written, book marking are done in an ad hoc manner, 

even marking in some instances takes place once a week, the peer guiding procedures 

are only assessed in what the answers are and not what the other student have attained 

in terms of their skills. Moreover, the selection of students (through the authors 

observation at the CSS) to give answers once questions are posed, are directed to 

students who are average or above average. It is the slow learners who are neglected. 

Some of the teachers do pose questions on a balance mode. However, they tend to give 

60-80% of the clue of answers to the slow learners. On a disadvantage side, the 

thinking time given to the slow learners to answer the questions is very less in 

considerations to their level of adapting to learning situation in a teaching and learning 

environment, which is already challenging to them. The general sentiment shared by 

teachers is that they do not have adequate time to cover the lesson and meet the demand 
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of the administrators of the school because of the scope of work of the teachers, which 

extends beyond the classroom teaching and learning ideology. 

Traditional assessment, which is the use of written test, is considered to be the best 

form of assessment by teachers as indicated in Table 4. The teachers have a 

contribution on this as to what and when to administer and assess. The assessment plan 

is done based upon the term planner, which is done by administrator in consultation 

with the other staff on the staff meeting day which is the first day of school for teachers. 

The planning, preparing and administering time for this assessment is well organised. 

Examination papers are done upon doing blueprints and drafts which is actually 

checked by the head teacher or executive teachers as in the case of the case study 

school. Once the blue print is approved, the drafts are done. Upon approval of the latter 

the examinations paper are done and the examination file due at least a week earlier 

than the actual administration of the examination. Upon the administration of the 

examination, the examination papers are marked, the marks are recorded and analysed 

to determine how the learning outcomes have been achieved. Following these, the 

remedial plans are done and administered to enable students to reach the basic 

achievement level.  

In contrast to the well-administered examination, there are certain loop holes that 

probably invalidates the whole process. Firstly, the blueprint does not give a true 

picture as to what the examination paper has (Appendices 19 and 20). In the process 

of administrating, the blueprint is done first, and then the draft is done and sent to the 

administrator. Deplorably, the blueprint is not correlated with the draft examination 

paper (Appendix 20). The things of concern in the draft paper are sentence structure, 

grammar, spelling and the number of questions with the allocated marks. Thus, the 

question of all the learning outcomes as per blueprint and syllabi being tested is in a 

dilemma. The general practice as per author’s observation in the case study school is 

that the blueprints are copied from the past copies of blueprints and the examination 

papers are done by copying and pasting questions of teacher’s interest and particularly 

those that the students have deemed to be able to answer. There have been scenarios 

surfaced where some topics indicated in the blueprint does not have any questions from 

that topic in the examination paper. Moreover, the paper’s overall style depicts it to 

have more knowledge-based questions when in the blueprint it shows a balance of 
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questions from the three major skills (knowledge, comprehension, and skills) 

(Appendix 20).  

Upon critically explaining the scenario to the teachers and approaching them to give 

their reasons as to why this practice is adopted, it was found that the primary school 

teachers are overloaded (Table 13) and work in a condition that is far challenging. The 

teachers commented that they were not able to have a break from work because they 

have to carry the schoolwork home to cover and prepare for the next day’s lesson. A 

primary school classroom teacher has to prepare for on average seven lessons per day 

(for which advance preparation is needed). On the contrary, they are not allowed to do 

any preparations in the school during teaching hours, which is from 8.00 a.m. to 3.00 

p.m. It is expected that the teachers are teaching, providing assistance and individual 

guidance to empower students to acquire the learning outcomes. They are to act as 

facilitators. To add to their difficulty, they are only provided half an hour lunch where 

they are supposed to supervise the students under their care. The only time they have 

a break is when the students are released from school. Teachers’ perception is that they 

use the next half an hour to relax their mind instead of engaging themselves in 

preparation. As a result, a lot of their work is carried home. The opportunity cost of 

this is their family time and leisure time. This results in increase work pressure thus 

reducing productivity. Simply the incumbent designs ways to adapt to the situation 

they are presented. However, this tends to compromise quality education, which would 

have been attained through proper assessment.  

The information draws conclusion that the current education systems’ major 

assessment type is traditional assessment forms – more commonly known as 

summative assessment. Furthermore, despite the fact that the purpose of assessment 

limns to be assessment for learning the practices visualizes a different norm, which is 

actually assessment of learning (AoL). The major contribution towards under 

achievement of proper assessment is workload primary school teachers are loaded 

with.  

6.1.2  Assessment and its role 
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Based on the information on current assessment practices, teachers see assessment as 

important element of teaching and learning process. It acts as an eye of the teaching 

and learning process. Teachers and students both agree that the purpose of assessment 

is more than what the current practice is. Assessment is the ‘driver’ of the teaching 

pedagogy. Teachers’ believe that assessment helps evaluate performance and provide 

directions to the next concept to be taught.  Assessment will provide data on the 

learner’s abilities, which is used to design intervention programmes to give 

opportunity to the learners to encounter situations in the classroom where they are able 

to develop holistically. The major aim of education is to prepare learners to meet the 

challenges that the world poses when they are in the actual field. 

The general focus of assessment is to achieve the goal of “education for all” which is 

deemed to be the situation of the rising world issues today. The finding from the policy 

documents reveals that assessment is being used as an evaluation tool to gather 

information, make interventions and improve the deliberations basically to achieve the 

intended outcome. 

 
However, the focus on traditional assessment in classrooms in primary schools has 

redefined its purpose. Passing of examinations is the core instead of allowing students 

to develop their foundation around the four pillars of education. Examination usually 

done in the mid-term or the end of the term provides evidence of what the students had 

achieved, and what not; in terms of the outcomes the students had to accomplish. The 

major retrograde is that no efforts are made to engage into different activities to help 

learners achieve the outcomes that they have not learnt or are yet to achieve the basic 

level of competencies. Although examination results are analysed thoroughly and 

recorded appropriately in the examination file, the remedial actions noted and the 

concepts needing attention are not visited again. Actually, the files are signed by the 

administrators and kept in the office. The teachers get access to it only a week or two 

before the major examination. The head teacher (CSS) in the interview stated that “the 

teachers are at liberty to have access to the reports in the file whenever they need it”, 

however, during the period of study, in the class visits made, the author found out that 

the examination files were in the office. Furthermore, examination time, which usually 

happens, is weeks 12 to 14 of each term does not provide enough time for the teachers 
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to carry out the intervention works. This is because the attendance of students 

significantly decreases after the examination (Appendix 24). Apart from this by the 

time the papers are marked and the information determined to get the intervention it is 

quite late thus the program itself gets no effective response as the mind-set of students 

are focused on the holidays. Moreover, the documentation that needs to be done is

given more priority rather than focusing on improving the students in whatever 

learning outcomes they did not achieve. 

The assessment and its roles according to the documents of the Ministry of Education 

and the school based policies sets very clear objectives. However, the procedures are 

enacted the way it suits the teachers. The focus is intact; however the implementation 

part conjures the ‘hidden agenda’ of assessment. In everyone’s eyes everything is 

going out span and spout, but actually the main focus has been deviated. In other 

words, examination as an assessment tool does not measure all the aspects that are 

needed to develop a child. 

 
Accordingly, the role of assessment is to provide information of the learner’s need. 

This would then become guidance to the facilitators (teachers) to plan, teach, and 

assess the progress of the learners in fulfilling the adequate needs to meet the demand 

the world executes and also achieve sustainability. Proper assessment plans, programs, 

policies and projects will execute the appropriate information from the learners which 

would help appropriate development of skills in the learners. 

The reflection determines that traditional assessment dominates the assessment 

practices in primary schools in Fiji. As, Linn, 2000, Koretz et al., 1997 and Black and 

Wiliam, 1998, view summative assessment not to serve the purpose of assessment, the 

same opinion is depicted by the students and teachers. The next part focuses on what 

the new directions in assessment are and how it has benefitted the students and 

teachers. 

6.2  How do Teachers and students perceive the reforms in assessment 

suggested by the Ministry of Education? 
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Reforms in assessment is considered as new ways to help foster learning in the 

students. The teachers and students consider it to be valuable, however the former who 

are expected to implement the new directions are not able to execute the 

implementation process as intended due to heavy work loads. The following subtopics 

provides answers on how the teachers and the students perceive reforms in assessment. 

6.2.1   New Directions in Assessment  

After decades of education in Fiji, the Interim Government’s Minister for Education, 

National Heritage and Arts, Honourable Mr. Filipe Bole announced the removal of 

external examinations namely FIE (Fiji Intermediate Examination), FEYE (Fiji Eighth 

Year Examination) and FJCE (Fiji Junior Certificate Examination) in 2012. The only 

two examinations that were to be conducted were FSLCE (Fiji School Leaving 

Certificate Examination) and FSFE (Fiji Seventh Form Examination). There was a lot 

of concern raised from the stakeholders on how the students would be assessed 

especially when there is no examination. Moreover, there was a general speculation 

that teachers would now have lots of barren time. Despite all the hues and cries, the 

former Honourable Minister decided to proceed with his decision. The teachers were 

excited on the changes being brought about as the students were. However, 76% of the 

teachers favoured that the implementation process was not clearly laid down (Table 

9).  Thus, perceiving the changes on the removal of examination was not welcomed. 

The new policy had new directions in assessment. Although examination has its usual 

strong existence, a lot of emphasis was placed on formative assessment. CBA became 

the key player of whole assessment process in the school (Table 8). Years 1 and 2 had 

two CBA’s, one short test and examination per subject per term. Years 3-8 had three 

CBA’s, two short test and an examination per subject per term. Year 8 also had to 

complete two CAT (Common Assessment Task); one in General Subject and the other 

in Language Studies. Moreover, to ensure that standards are met at all the schools in 

Fiji a diagnostic test namely LANA (Literacy and Numeracy Assessments) has to be 

carried out at Years 4, 6, and 8 levels. This assessment is specifically used to diagnose 

the learning outcomes students know. Whichever outcomes are not achieved teachers 

plan an intervention activity to meet those outcomes.  With this, the diagnostic process 
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to improve the students’ performance was the most exciting. This assessment firstly, 

had no ranking of students and secondly demanded every student to pass. As such one 

of their requirements was to re-teach the concept to those who accrue below the basic 

level. The teachers were required to re–teach the concept and re–assess until those who 

have fallen below the basic group learn the concepts and reach the basic level of the 

achievement level. The laid down process made teachers to work harder especially in 

terms of preparation of intervention activities, the teaching and reassessing to enable 

the students in the slow learners category to learn the concepts. The advantage of this 

process of assessment allowed teachers to have identified the students having learning 

difficulties and then providing immediate intervention after having developed an 

intervention plan. Moreover, the students were not refrained from learning these 

concepts that they faced difficulty in. The students in their respective achievement 

level were allocated activities to different level. The teachers displayed their roles as 

facilitators when handling students who could not achieve the basic level. The overall 

benefit was that all the students were benefiting from the curriculum. This basically 

means students were getting quality education, not as in previous assessment practices 

where only those that succeeded in examination progressed while those who are 

unsuccessful are probably depended on their informal learning skills to determine their 

future. This new reforms in assessments had opportunities for slow learners to access 

education at tertiary level which the previous assessment type did not encourage.  

From the teachers perspective the formative assessment had increased their workload 

(Table 11). The summative assessment requires recording to be done once at the end 

of the term in comparison to the formative assessment, which needs documentation to 

be done about six times per subject per term. For a primary school teacher who teaches 

nine subjects namely English, Mathematics, Healthy Living, Social Science, 

Basic\Elementary Science, Physical Education, Music, Art and Craft and Vernacular 

(either Vosa Vakaviti, Hindi Language or Urdu Language), a total of  nine times six 

assessments per subject makes it 54 assessments in total. Although there were 

possibilities for integration but recording and making rubric for different subject 

needed to be maintained thus workload continued to be excessive. The urgent 

assistance the teachers were seeking silently was for the reduction of workload. They 

believed that it significantly affected their performance in delivering quality lesson. 
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The documentation part took more quality time thus reducing the quality teaching 

time. The teachers begged for more supporting staff but to no avail. 

The students on the other hand enjoyed the different assessment strategies used in 

schools (Table 8). Academically, they were able to achieve more outcomes than 

previously during the summative assessment era. Their hidden talents were also 

explored. Students learned multiple skills such as oratory, quiz, arts, crafts, fieldwork, 

drawing, carving, dancing, weaving, problem solving techniques apart from enhancing 

the literacy and numeracy skill. To them, learning was becoming enjoyable. The 

concept of memorizing facts and use of cane to implant knowledge into students had 

significantly declined. A new environment was being defined in school. The PEMAC 

subjects were given equal consideration as the academic subject. A classroom situation 

existed where students and the teachers had a harmonious relationship. The fear that 

students had towards the teachers had significantly reduced. Classrooms now had a 

positive learning environment. The students felt part of the learning system and they 

were empowered because majority of the work that was displayed in the classroom 

were theirs. The environment itself depicted students learning varieties of skills.  

However, there were some concerns to meet the requirement of the formative 

assessment. Firstly, the CDU did agree that the curriculum needed reforms as it was 

quite quondam and it did not align to the current assessment requirements. To address 

this, the interim Government took two major bold decisions. Firstly, they agreed to 

increase the student grant from merely $30 per student per year to $250 per student 

per year (Table 20). This was done to cater for the resource needs that the schools had 

to ensure quality education takes place. To add to that, curriculum development unit 

(CDU) has also decreased the content of the subjects taught in primary schools 

significantly (Table 19). The alignment was done to ensure quality education to be 

provided to students and especially the effective use of assessment to attain quality 

education. There are other new initiatives taken to help ensure students get better 

quality education such as providing milk and weet–bix to Year 1 students and 

providing assistance in terms of transportation.  
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Unfortunately, the election brought in more changes to the education fraternity. In 

terms of education, the new Fiji Minister for Education, Heritage and Arts did not wait 

to announce the bringing back of all examinations. Students feel examinations are not 

helping them after being introduced to the new directions in assessment (Table 23). To 

add to the disgrace, the reduction of curriculum content was announced to be covered 

in two terms (first and second terms) and term three was left for revision only. The 

examination papers to be prepared would focus on the concept of the past four years 

papers. Teachers were told to provide the model answers to students. Scaling system 

was totally removed (Table 14). Contrarily, the new teaching methodologies have been 

substituted to the traditional forms. Learning reverted to teacher centred from student 

centred.  

The new directions in assessments had a visionary illusion to improve the competency 

level in education so that learners experience challenging learning opportunities to 

enable them to ascertain sustainable livelihood and democratic global society. 

However, the current decisions are shifting things back few decades.  

6.2.2 Benefits of Assessment to teachers and students 

Students in the study enjoyed the reforms taking place in educational assessment. They 

were having exciting experience of learning opportunities that was the focal point that 

the reforms in assessments bestowed (Table 8). Teaching and learning was given a 

new resolution. Teachers used inferences about student progress to inform their 

teaching and students reflected on and monitored their progress to inform their future 

learning goals. 

  
The new direction in assessment enabled teachers to ascertain students’ knowledge, 

perceptions and misconceptions and use this evidence to inform curriculum planning 

and teaching practice in order to support students to meet their competencies. A wide 

range of assessment tools and teaching approaches integrated assessment in the 

teaching and learning process. The assessment goals are explicit and students are 

coached clearly through the learning process to close the gap that existed among their 

current achievement level and the expected goal. Through the authors observation at 
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the CSS, motivation and self-esteem of the students increased and the positive 

constructive feedback provided them a conscience to achieve to the best of their ability. 

The teachers’ diagnostic skills and the active involvement of the students in the 

learning make learning more meaningful, effective and efficient. The actual ideas, 

processes, products and values expected of students would be provided. 

In fact, students are the core in the formative assessment strategies. The students 

believe that formative assessment is the way forward for them (Table 8). The class-

based assessment (formative Assessment) has brought a wide range of learning 

conditions into them. They felt happy and confident in solving problems and have 

acquired a wide range of learning circumstances. A preference into CBA over

examination is more popular among students (Table 8). They also favoured the new 

directions in assessment (Table 8).  

Unfortunately, the teachers have a total opposite view. Although they agree that 

formative assessment is the way to achieving quality education, they believe the 

massive documentation of data and preparation required in the process of recording 

the assessment does not allow them to amply focus on the interventions required after 

assessing, planning and teaching (Table 13). Teachers have a positive sentiment on the 

formative assessments itinerary. The reforms in curriculum and assessment were 

aligned to achieve quality education however, the recent decisions on bringing back 

examination has jeopardised the effort put in (in terms of reduction in curriculum 

content and increased funding for schools) to organise disciplines to attain the 

maximum benefit out of the reforms designed in assessment.  

The new directions in assessment have lots of benefit in terms of what its intended 

outcomes are as well as to teachers and students. However, well informed decisions 

need to be taken to be able to ascertain the maximum benefit out of the implemented 

programs, policies, plan and project.  

Teachers and students perceived that the changes brought about in assessment had 

many opportunities for the learners. The teachers agreed that the suggested direction 

had great benefits in terms of fostering the necessary skills and attitude in the learners. 
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The whole process was interesting, although it had some discrepancies. The students 

did not deter to express their appreciation to the new forms of assessment. The 

extensive effort has been brought to a waste upon the announcement of re-introduction 

of assessment. The next section focuses on how the new assessment policies affected 

students’ achievement level and what strategies could be better adopted to help 

teachers’ better implement reforms in assessment.  

6.3  How have the new Assessment Policies Affected Students Achievement 

Level and what strategies could be adopted to help teachers better implement 

reforms in assessment?  

The teachers and students, despite certain threats it engulfed, acknowledged new 

assessment initiatives. Those threats could have been turned to opportunities with 

appropriate measures to rectify the process to achieve the intended outcome.  Based 

on the findings, the following themes have been discussed to determine the benefits of 

new policy on students and how teachers could adopt the implementation process.  

6.3.1.  Effects of New Assessment Policies on Student Achievement Level 

In contrast, to the earlier findings on the teachers’ views of negative effects, the new 

assessment strategies have a positive impact on the student achievement.  

 
For the CSS school, the administrators and teachers came to an agreement that they 

would reduce three CBA’s to two; two short tests to one and continue to have an 

examination, however the weighting would remain the same (CBA 30%, Short Test 

30% and Examination 40 %) (Table 8).  

The results from a class in the CSS show that there is no student who has failed CBA 

and short test in any subject; however, there are a few failures in the examination 

(Appendix 25). This is the same for all the academic subjects. The CBA and short test 

has no failures because the students who fall below the basic level are re–taught with 

different and a variety of strategies to enable them to reach the basic standard. They

are then re-assessed and their marks are recorded. Unfortunately, this procedure is not 
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followed in the examination. An important thing to note is that the assessment plan is 

made beforehand and in that the requirement is that teachers have to scan the learning 

outcomes and decide on what they would include in the CBA, short tests and what 

would be tested in the examination. It is a requirement that they cannot repeat the 

outcomes in either of the following types of assessment. The student achievement 

levels are categorised as B- Basic level, P-Proficient level, and A-Advance level. 

Interestingly, the new directions in assessment challenge students to explore their 

talents. At the same time, it encourages them to attain the basic standard in the 

education level. Those that do not meet the required standard are encouraged and 

intervened appropriately to attain the minimum standard. It is not that the other 

students in their respective level are left to work on their own. They are provided with 

activities that challenge them at their level or try to achieve a level better than theirs. 

The learning provides opportunities for students through assessment to acquire the 

basic competency level. It has really uplifted and developed student’s skills. This 

would enable them to be competent as they progress in education in different grades. 

They would become competent learners achieving the learning outcomes. Eventually 

they would become lifelong learners and be competent with the 21st century learning 

competencies. Basically they would help the government economically. Students 

would be able to attain sustainable livelihood, which would significantly reduce 

poverty and improve the standard of living of the people. 

Examinations have been brought back in the recent reforms in curriculum. What direct 

impact it has on students would be evident if research is carried out in this regards. 

However, as several researchers have pointed out that examinations does not prepare 

the students holistically (Broadfoot et al., 1998; Linn ��� ��. 1982; Crooks, 1988; 

Koretz, 1988; Koretz �����. 1997; Osborn �����. 2000; Pollard �����. 2000; Reay and 

Wiliam, 1999; Shepard, 1991; Kellaghan ��� ��. 1996; Black and William, 1998; 

Stiggins, 1999; Linn, 2000; Griffin, �����. 2012: v – vi ), it will be difficult to ‘turn the 

table’ in this era especially, when students are surrounded by technologies. 

Examinations  are not competent enough to measure all the intended outcomes as it 

used to do in the 18th and 19th century, as it has become a concern today. Thus, it is 

inappropriate to foster on programmes, which has, to some extent being outdated, 

because of the global development and demands of the 21st century education. 
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6.3.2 Strategies teachers could employ to better implement formative assessment. 

Critically assessing the circumstances under which the new assessment strategies were 

brought in, reveals that a bureaucratic nature of implementation was done. Decisions 

were made at the top hierarchy which was forced on the change agents at different 

stages. A lot of disagreement surfaced, however, the strong use of the dialogue “shape 

up or ship out” forced changes to take place without any grievances being addressed. 

Due to an increased number of qualified teachers who were without job threatened the 

job risk for those already in the profession and as such, there was no choice but to 

adapt to all the changes. There was no proper training conducted. However, after 

raising many concerns, training were conducted in the different divisions of the 

education districts. Unfortunately, those providing the training were incompetent 

themselves. They stated that “It is something that has been passed onto us and we are 

obliged to pass on to you”. This has resulted in the teachers interpreting and organising 

the information themselves and implementing the project fearfully. Different 

institutions came up with different interpretation of the information thus implementing 

differently. Fortunately, the intended objectives of the assessment were being met. Fiji 

National University also came in and organised seminars and workshops on how to 

conduct formative assessment and also to teach how to make rubrics for assessing the 

intended outcomes. However, there were lots of inconsistency among what the CDU 

presented and what the FNU resource personnel presented. The teachers could not get 

out of the dilemma and so they continued with whatever they thought to be appropriate 

and convenient to them. Teachers voiced out and even the administrators agreed that 

the PD session in the afternoon organised in schools is done for the sake of meeting 

the requirement as per directive from the Ministry of Education. The concentration 

rate of teachers is below par after the day’s hard work and organisation of PD at that 

point in time is just increasing the workload. There are situations when other tasks are 

done during the allocated time for PD as deemed important. The plan is done to satisfy 

the Educational Official but implementation depends upon the workload presented on 

the situation. At times important points are jotted down, photocopied and given to the 

other staff by the officer who attended the PD for them to read and implement the 

project. The onus is left on the teachers to do the reading for themselves, however the 

actual reading whether done or not remains arguable. 
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The general sentiment teachers shared towards better implementation of the 

assessment reforms was to have more training towards the better implementation of 

the process (Table 15). All the teachers need to attend the training because they believe 

their training at the teacher training institution focused on examination as the major 

form of assessment. The training would solve all their incertitude and they would be 

in a better position to implement reforms. 

To add on, teachers suggested a more thorough and organised professional 

development in schools would refresh teachers on the proper procedures of assessment 

that would better yield and ease workload. This would enable them to learn from their 

colleagues and become confident in implementing the strategies. This would develop 

positive and friendly learning environment in the institution. 

 
As, Heritage (2008: 144) suggested, “Teachers need special skill together with 

appropriate knowledge base to successfully implement formative assessment”. 

Heritage stressed that the skills that teachers need include creating classroom 

conditions that allow for successful assessment; teaching the students to assess their 

own learning and the learning of others; interpreting the evidence, and matching their 

instruction to the gap. 

These four processes does not work in isolation. Even it is difficult for teachers to 

engage in one-on-one instruction with individual student. However, strategic 

questioning in the whole class lesson will provide scaffolding to a range of different 

learning levels. Continuous refocusing teachers towards the intended goal will help 

better implement the instructions. The majority of teachers think that due to the work 

clog the implementation process is hindered. 

 
The overall impact of new assessment policy on students was yielding benefits. The 

implementation phase had issues however as suggested by teachers, proper training, 

professional development and adequate assistance would have enabled better adoption 

of the policy. The next part of the chapter tends to discover through teachers 
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perspective on the reforms in the curriculum being aligned to the reforms in

assessment.  

6.4  What are teachers’ opinions on the reforms in curriculum being aligned to 

reforms in assessment? 

Reforms in curriculum take place when and where necessary to improve the education 

and the teaching and learning process. The curriculum that was in existence before the 

formative assessment was not in alignment with the reforms in assessment (Table 16).

The curriculum was too examination oriented, was of colonial legacy and over 

clamped as such, was not achieving the intended outcome. The assessment procedure 

which was mainly examination also did not execute different types of teaching and 

learning. Adoption to those aspects of teaching and learning that were easy to acquire 

and execute the immediate goal was applied. This resulted in changed objectives from 

allowing the students to gain the maximum out of the completion of the curriculum 

within that set time. The reforms that took place in the curriculum which introduced 

new concepts into the system without reducing or deleting any content from the 

previous curriculum. As such, the reforms over crowded the curriculum, for instance, 

the introduction of Financial Education in the curriculum and the compulsory 

introduction of Values Education.  

However, upon the introduction of the new assessment strategies (CBA’s) the 

curriculum has been significantly reduced. The main focus was to use assessment to 

figure out the weakness in the learners and develop interventions to improve the 

learners so that they master the concepts which is the main reason of developing the 

curriculum content. 

Unfortunately, the decision by the current Minister for Education, Heritage and Arts 

to bring back examination, remove scaling of marks and completing the work coverage 

in two terms (Table 14) has jeopardised the hard work. Moreover, it is posing a risk to 

achieve quality education through appropriate and adequate assessment procedures as 

exclaimed by authors like Broadfoot �����., 1998; Reay and Wiliam, 1999; McGaw and 
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Care, 2012, who examined that examinations are not the best of tools to achieve quality 

education. The completion of syllabus within two terms has again crowded the 

curriculum. These results in plummeting of the methodologies brought in to enhance 

teaching and learning process. 

Moreover, the students are now taught the skills to answer the questions as it would 

appear in the examination paper.  The goal to enable them to learn the skills of the 21st

century education competencies and develop holistically has changed. The focus has 

now being re-shifted to passing examination papers rather than developing lifelong 

skills for students. The Director Secondary in his speech, at the Bua/Macuata 

Teachers’ Reclaim Workshop, organised at Kshatriya Hall in Labasa with the theme 

‘Dare to Achieve’ on 11th July 2015, stated “they are anticipating nothing less than a 

100% pass in all external examinations.  Mr. Rajendra Kumar Acting, PEO (Principal 

Education Officer), in the same workshop stated, “For students to pass the external 

examination in secondary schools, LANA and Years 6 and 8 examinations need to be 

well-versed of the past four years examination papers”. However, the new curriculum 

content has been introduced in the year 2015 which has accommodated some new 

concepts. These concepts are not in the previous four years examination papers. Thus, 

this means that those concepts are of less important as they would not be tested because 

it never appeared in the past four years papers. Moreover, those past papers as per the 

current statement will disallow any new content related to the current aspect of life be 

taught in schools as there would be no serious assessment in this regards; on the basis 

that the teaching and learning will focus only on passing and attaining good marks in 

the examination. Students and teachers both do not welcome the move of bringing 

back examinations (Table 22 & 23).

The current syllabi on the entire subject have comprehensibly set out how the content 

and assessment aligns to achieve the learning outcomes (Table 19). It is 

comprehensively aligned to develop and expose students to different learning 

circumstances and students acquire the skills and develop their schema with variety of 

assessment strategies to acquire the basic competencies set out in the syllabi. 

Unfortunately, the decisions taken presently do not align to what the syllabus 

stipulates. Analysis of the content and what decisions are taken needs to align to 

prevent jeopardizing the system, especially the assessment component.  
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The teacher’s perception of the alignment of curriculum and assessment is very much 

intact as the objectives of the curriculum are being met by accomplishing goal through 

proper, adequate and efficient assessment procedures (Table 18). Although they 

ascertain that examination is not the only form of assessment or not the best form of 

assessment to prepare the students holistically, they feel that the traditional assessment 

do meet the needs to accomplish the curriculum objectives. Probably examinations are 

easy to prepare and administer. It basically upholds the concept of what we do being 

triggered by the way we did things when we were learners.  

Alignment of curriculum and assessment achieves quality education. The reforms in 

curriculum are much aligned to the ways of achieving the intended outcome, meaning 

ordaining the assessment procedures. The Fiji syllabi and assessment are in alignment 

according to the policy developed. However, the decisions taken by staff in 

implementing policies at the national level plays a major role. The decisions need to 

align with what the curriculum and assessment policy states. To meaningfully 

implement what the policy states, it needs a careful and disciplined decisions. Thus 

appropriate and considerate decisions to ensure policy implementation to achieve the 

intended goal, is vital. However, the alignment of curriculum and assessment policies 

needs a further detailed research to be done using proper designed approaches to 

enable accuracy on the degree of alignments. 

6.5  Summary  

This chapter provided the discussion of the findings of the study which focused on the 

new directions in educational assessment and its benefits in comparison to the 

traditional assessment. It has provided relevant discussion associated with the four 

underlying questions that underpinned the study. The discussion of these questions in 

turn helped address the major research of this study. Overall, the findings showed that 

traditional educational assessment were ineffective as it did not develop students 

holistically and there is a great need to reform the educational assessment protocols 

for 21st century competency attainment. This was mainly because the nature of the 

teaching and learning has changed significantly. The short period of reforms in 

educational assessment speaks volume. The next Chapter 7 concludes the study with 
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the key research findings and provide some recommendations that can be given 

consideration especially when developing policies and making decisions in regards to 

educational assessment.  

CHAPTER 7:  CONCLUSIONS AND IMPLICATIONS 

7.0 Introduction 

This final chapter, briefly summaries the research findings, which focused on the 

reforms in assessment in relation to primary schools in Fiji. It tends to discuss some 

future considerations and the implications based on the findings and suggests suitable 

recommendations to address some of the problems and issues that arise in reforming 

assessment for primary schools. 

7.1 Summary of key findings of the study 

This study evaluated the reforms in the educational assessment in Fiji in light of the 

assessment procedures that were in place and the new strategies that were introduced. 

The focus was to adapt different assessment protocols rather than traditional 

assessment method to enable students to be competent with the inculcation of the 21st

century skills. 

 
The evaluation eventuated on teachers and students views about the role of assessment 

in primary schools, how teachers and students perceive the reforms in assessment 

suggested by Ministry of Education, how the new assessment policies affect learners, 

how the policies could be better implemented and how the teachers view the alignment 

of reforms in curriculum with the reforms in assessment.  

 
Qualitative research paradigm was used to conduct the research. Questionnaire, 

interviews and a case study were used to gather the information to answer the research 

questions. 

 
The teachers studied are in accord to have an assessment protocol that develops the 

student to be competent to the 21st century competencies. The teachers and students 

agree that traditional assessment does not primarily develop the child holistically. 
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Moreover, the teachers perceived that the reforms in assessment is the direction 

forward to better prepare the students to be 21st century skills competent. 

Unfortunately, the lack of training in the implementation process of the new strategies 

did not provide adequate skills to the implementers. Thus, the intended outcomes were 

not achieved. The lack of skills also deterred the teachers to execute the changes 

efficiently. Consequently, despite the fact, the new strategies had advantages to the 

learners, the new policy was slow to stamp its mark in the primary schools assessment 

agenda. 

 
Apart from the negative consequences, the teachers perceive the new assessment 

strategies had positive impact on student learning. Constructivist paradigm to teaching 

and learning eventuates through formative assessment enabling learning to be more 

child-centred where children’s potential are explored and the learning directed 

accordingly. Accordingly, the teachers suggest that structured approach to the 

implementation process would enable effective and efficient implementation of the 

new assessment initiatives. 

 
Furthermore, the study from the teachers perspective points that reforms in curriculum 

and reforms in assessment needs to be aligned to establish a correlation to achieve the 

targets. This will also eventuate in better implementation of policies. 

 
Overall, the findings of the study revealed that reforms in the educational assessment 

in primary schools is needed to develop the learners holistically so that they are 

competent to the 21st century skills.    

7.2 Future Considerations 

Educational Assessment is crucial for qualitative improvement in education. Adequate 

evaluation tools, resources, appropriate staffing and adequate curriculum in unionism 

will effectively deliver primary education. In Fiji, however, quality education is an 

issue. Quantitative expansion of schools to improve access to education has improved 

significantly, but a qualitative improvement is a concern. Education is the foundation 
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to develop critical learners so that well informed decisions and choices are made to

save the planet earth.  

To enable quality education, assessment for learning helps identify the needs of the 

individual learners. The teachers using their own judgement skills identify in the 

assessment proceedings the necessary skills, knowledge and attitudes that need 

development. The planning and intervention then helps guide the learners to close the 

gap in the learning discourse. As this research has identified, the traditional assessment 

plays very little role in this regard. It is the assessment for learning that helps drive the 

need in learners and organise activities to help them prosper. The Fiji Ministry of

Education sets out policies, plans, programmes and projects to ensure the education 

system offers the best out of the learners. However, as reported by Popham (2003) the 

reporting and feedback practice that relates the best on what crops up, needs 

appropriate intervention and eventually development. 

 
Moreover, the policy, plan, program and projects are the guiding principles on the 

expected intended outcomes to be achieved. Appropriate and relevant decisions from 

ministerial to classroom level will execute appropriate and effective implementation. 

Varying and unconfident decisions will not help execute the programs. According to 

the study there are lots of decisions that take place without major consultation. 

Actually before any positive progress is executed, the project is shelved and a new one 

introduced. This situation, therefore led to both students and teachers in dilemma. The 

circumstances do not enable teachers to execute the best possible educational 

assessment. The students on the other hand are trialled on different assessment 

strategies. 

These circumstances need to be considered in the context of the real situation of 

assessment in schools. As mentioned earlier, consideration of this will lead to 

attainment of the key learning outcomes in the syllabi. This will help preparing 

students for the 21st century competencies as the study revealed. Therefore, it is highly 

desirable to trial out workable assessment protocols, which is culturally suitable as 

well as globally acceptable. The transitional phase need not be left to only trialling and 

shelving projects, without gaining any benefit, but extremely wasting resources. 
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Additionally, the study reveals that lack of support and guidance in terms of 

implementing the assessment projects, adds to the abortive stereotyping. As such, the 

head teachers of the school should be exempted from taking full time classes and 

riveted towards being the mentors to empower the change agents. As a result, the 

teachers will get the appropriate assistance to implement the projects and programmes. 

Moreover, the heads of the school should be tasked to provide a feedback to the CDU 

on the strengths and challenges of the projects and programmes in the form of monthly 

reports, which would result in the improved implementation of the changes. This 

would be achieved if the heads of the school supervise and provide professional 

assistance, guidance to teachers together with appropriate feedback. 

The primary school teachers as depicted in the research have a colossal task, both in 

the classroom as well as outside the classroom. According to the study, the sole use of 

teacher only as facilitators of learning is unrealistic. As such this study endeavours to 

show that workload on teachers in terms of planning and executing the intended 

objectives provides false perception of actual implementation of policies. A lot of 

factors need to be considered to better enforce the changes so that it achieves what it 

is intended to achieve. 

Primary education forms the basis for further and future education. This level of 

education should benefit from the teaching and learning by quality teachers doing 

quality work. Quality work will only be visionary through adequate and appropriate 

assessment. For assessment to succeed professionally, adequate and well trained 

staffing to meet the workload and demand would be appropriate.  

7.3 Implications 

This section focuses on the implications of the research findings for reforms in 

educational assessment for Primary Schools in Fiji for the 21st century.  

a) Assessment is a very complex task. Therefore, it is of foremost importance 

that proper planning is undertaken in this area. This will then ensure 
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appropriate and adequate learning outcomes to be assessed in all primary 

schools and in turn facilitate qualitative improvement in primary education. 

b) It is not sufficient to see only physical expansion of education system in terms 

of numbers of school age children and school buildings without adequate 

increase in the mastering of 21st century skills. First and foremost adequate 

planning and trialling needs to be done before  any decision is made on the 

introduction of new assessment protocols  as well as before introducing any 

far reaching educational reform such as re-introducing examinations. 

c) The provision of sound education at the primary level is crucial in attaining 

quality. Therefore, it is desirable that the primary level of education receives 

the attention it deserves in all areas such as assessment, curriculum reforms, 

primary teacher education and in-service training and also retraining of 

primary teachers. All these will enable continuous professional development 

of teachers and these are essential ingredients in qualitative improvement of 

education not only in primary education but also education at higher levels. In 

a school, the quality of education would depend not only on the quality of 

teachers with appropriate professional preparation but also on such teachers 

executing appropriate assessment so that the teaching and learning are done at 

its best. 

d) The Earth is now surrounded by great pressure from human activities.  

Education facilitate learners to be curious. Thus the primary school level 

would be an ideal level at which development of curiosity could be initiated. 

Consequently, it is not wise to disregard appropriate assessment policies 

where such skills are encouraged to be developed. This will disrupt the 

appropriate developments of the young minds to seek justice for their 

environment. 

e) In the process of implementing assessment policies, it is always useful to 

consider the national as well as the local contexts rather than carrying out 

planning in the abstract. By doing this, a comprehensive and reliable data base 

would be available to make appropriate decisions on the types of assessment 

suitable for our nation. 

f) Whatever approach in educational assessment is used, it will still be difficult 

to achieve a perfect equilibrium in assessing all the necessary aspects of 

educational goals. This does not necessarily mean that educational assessment 
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should be abandoned. On the other hand, it is always desirable that planning 

is undertaken to help measure the appropriate skills in among students. Thus, 

educational assessment needs to be planned comprehensively instead of using 

an ad hoc approach to assess students’ calibre.

g) Teachers already have too many responsibilities in the school and poor 

planned and executed programmes makes the work of the teachers, who are in 

service, difficult. A well-structured changes introduced will empower teachers 

to do their best in facilitating teaching and learning in the classroom. 

h) Due to the cost cutting measures, the head teachers had to take up classroom 

teaching especially in smaller school classified as ED 6D and ED 5E. A school 

administrator taking on teaching assignments as well taking the work of the 

head teacher is very difficult. As a result, the head teachers are not able to 

provide the leadership, professional assistance and guidance to beginning 

teachers. Also very little or no staff development programmes are provided for 

the teachers due to the busy schedule of work of head teachers. 

i) This research focused on reforms in educational assessment for the 21st

century skills acquirement. The analysis of the data showed that though 

teachers feel burden with the new assessment policies, they do consider the 

new directions to be beneficial to students. To achieve quality, literature 

demonstrates that reforms are vital (Masters, 2013). Thus, this study suggests 

a further study on what skills are lacking in learners that deprives them to be 

competent in the 21st century and refocus reforms towards bridging the gap 

that is being created with the current reforms.  

The final section of this chapter makes some recommendations, based on this research, 

for educational assessment in Fiji primary schools. 

7.4 Recommendations 

This section suggests some recommendations to deal with the educational assessment 

in Fiji. These recommendations are based on the findings of this research and it is 

envisaged that their implementation will improve the assessment protocols. 

a) Based on the study, it is clear that assessment reforms are hindered due to the 

increased workloads in primary schools (Table 13). Thus, subject teaching is 
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proposed to be introduced in primary schools. The primary schools can be 

graded as Lower Primary (Years 1 – 4) and Upper Primary (Years 5 – 8). Based 

on this, the teachers to be trained in the Teacher Training Institutions to either 

handle Lower Primary or Upper Primary. This will enable expatriate teachers’ 

to be handling the students for a particular subject and at a particular grade. 

The best forms of assessment will then be executed and appropriate 

intervention developed and implemented. Teachers’ will also have preparation 

time as well as reduced workload and increased commitment towards their 

students. Alternative to this could be employing two teachers per class in 

primary schools. This would reduce teacher workload and provide teacher 

preparation time. As a result benefitting the students in terms of maximising 

their learning opportunities which would have been obtained from assessing 

students.   

b) As the study reveals that assessment roles take different forms and is a 

continuous process. Thus, relieving teachers need to be employed by Ministry 

of Education. They should be allocated to all education districts. The retired 

teachers are the best people for this job. They should be on call staff and paid 

only for duties they do on call. This will cater for teachers’ absence and 

teachers attending in–service courses and workshops. The deployment of staff 

to cater for the needs at different institutions will not overload other staff and 

eventually the allocated task will be carried out as per plan.  

c) Efficient resource deployment would also enable new initiatives to be 

effectively implemented. The study found out that failure in implementation 

process is due to lack of adequate resources such as lack of proper training. 

Thus, consideration needs to be given to accommodate resources from the 

initial stages to the implementation level. This will prevent sudden diversion 

from one policy implementation to another and reduces the risk of loss of 

resources due to unsuccessful projects.   

d) No one assessment procedure is probably perfect, however, formative 

assessment needs to be seriously considered and adopted in all the primary 

schools in Fiji. The study reveals that both the teachers and the students believe 

that formative assessment (AfL) gives opportunities for learners to develop a 

variety of life skills (Table 7 and 8). This will help in developing all the 

necessary skills in among the students. Students would be enriched with a 
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variety of life long skills that will enable them to encounter the 21st century 

issues. The qualitative aspect of the education needs to be given consideration 

together with the quantitative. Examination (summative assessment) plays a 

vital role in a student’s life especially in the later part of their educational 

journey. Thus, very minuscule importance should be given to it at primary 

school level. However, as students enter the post primary education system 

summative assessment could be given more weighting. Basically, the majority 

of learners in Fiji are English language learners and for them to master the basic 

skills, need a lot of correction throughout the learning process. Summative 

assessment only disheartens them. Continuous feedback and guidance help 

them ‘climb the ladders smoothly’. Therefore, it is wise to implement an 

approach that gives opportunities for the learners to learn instead of 

discouraging them for unwarranted errors they make. Formative assessment 

provides learners equal opportunity to discover and learn and move on to 

develop their schema. Primary schools thus, act like a learning centre where 

pass and fail is the worst way to grade learner’s competency level. 

Opportunities should always be provided to them to acquire skills where their 

competency level does not meet the basic standard. This will promote quality 

learning towards achieving the 21st century skills. On the high, a combination 

of 80% Formative assessment and 20% summative assessment in primary 

schools would be deemed best. To add to this, the CBA’s need to be moderated 

at the district cluster levels. This will enable quality assessment to be taking 

place, with transparency, accountability and authenticity. 

e) Moreover, examinations in primary schools, especially in lower primary 

(Years 1 to 4), should not be used as the key to grade students. The examination 

result does not reveal much about a student. The findings in the study suggest 

that formative assessment results in development of multiple skills. Thus, a

grading system that indicates what skills a child lacks in the foundation years 

of learning need to be identified and reported. This will help the parents and 

the on coming teacher to focus more on the lacking skills and relevantly 

develop them. This will ensure that students develop to the minimum standards 

of basic skills before progressing to the different facts of the education level.  

f) The research consolidates that reforms failure results due to lack of 

consultation and inappropriate implementation process. Thus, the school heads 
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should be exempted from teaching at all levels of schools. They should be 

monitoring, reporting and providing feedback to the incumbents under their 

care, on ways to enhance teaching and learning from the data gathered. They 

are the ones who should be providing necessary assistance and guidance to the 

teachers to implement reforms so that students make the most of the education 

opportunities provided in their primary school journey. This will lead to 

improved communication process with the facilitators of the policies and the 

implementers, thus concurrently revising the challenging aspects to enable 

successful implementation. It will also result in a thorough evaluation of the 

process, as the heads of school will be frequently required to update on the 

implementation process. Eventually, this will lead to better preparedness in 

new policies to be implemented.  

g) To add on, regular in-service training and workshops needs to be organised for 

teachers to upskill them, as they are central to the provision and quality of 

education. The study revealed that lack of training (Table 15) is a major 

drawback in the successful implementation of new initiatives. This will enable 

better implementation of reforms to take place as well as teachers will be able 

to play their roles effectively.  Different strategies could be adopted by the 

authorities concerned, such as using an 'echo' or 'ripple' system whereby a small 

group of teachers are trained who would then in turn, go out and educate a 

larger group of teachers. Another possibility would be for the head teacher to 

develop a programme of school-based staff development and in-class 

supervision to enable teachers to develop professionally. In-service teacher 

education programmes in Universities could be another possibility. Whatever 

approach is used for in-service training of teachers, it is vital that the aim 

should be to develop the quality of teachers who would help to bring about 

changes in the education fraternity. This is essential because primary schooling 

covers a critical period in the cognitive development of children. It is, 

therefore, of utmost importance that good quality teachers are employed in the 

primary education system and they continue to develop professionally. This 

would enable them to use assessment effectively and efficiently to develop the 

learner accordingly.  

h) Furthermore, from the study it points out that the teachers are the core of all 

the changes in the education fraternity, who could effectively implement 
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changes or even collapse policies by not seriously taking the responsibility of 

changing. Thus, the Government should provide better terms and conditions 

for teachers. Experience, which teachers have attained throughout their service, 

should be valued. The current situation does not value this. Those teachers who 

have worked for the past fifteen to twenty years (when at their time certificate 

and diploma levels were the highest form of qualification) are on a lower salary 

scale as compared to the fresh graduates who have qualifications but no 

experience at all. Experience in the field makes a lot of difference. The new 

graduates, although with a higher qualification need a lot of assistance and 

guidance in at least the first five years of their service. It contradicts the 

experience and monetary value of teachers. The novice teachers have 

qualification without much experience and the experienced teachers are 

surrounded with heaps of experience to deliver to the students of any class. The 

experienced teachers need to be retained. Their skills, knowledge and values 

are valuable to the teaching and learning fraternity. It forms the foundation to 

the teaching and learning process. The overall management of the whole class 

is effectively done by an experienced teacher compared to an unexperienced 

teacher. Implementation of programmes thus would be well executed by more 

experienced staff in comparison to junior staff. Valuing experience in monetary 

terms will help retain valuable knowledge, skills and values. This will 

eventually benefit the teaching and learning process. The Government should 

consider qualification as well as experience of teachers to have them at 

different salary level. This will only be fair and just to those teachers who are 

in the service for quite a long number of years. This, therefore, requires the 

Government as the employer to see that teachers are not relegated to second-

class workers. In every means, they need to be used to improve the status of 

the teaching profession in order to attract well qualified entrants to join the 

teaching profession and to retain them in the service. This would help to reduce 

teacher wastage and overcome the problem of premature teacher resignations. 

Unless this is done, teacher wastage is very likely to continue. 

It is far better to retain teachers in the school system by reducing or eliminating 

teacher wastage than to replace with newly appointed teachers. To keep a

present teacher will be much cheaper than inducing a new one. Most 
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importantly, a teacher’s service will be utilized immediately instead of in two 

or four years time after a new teacher is trained.  Therefore, every effort must 

be adopted to retain qualified and experienced teachers in the school system. 

A well-researched and planned system of incentives will help achieve the 

target.   

7.5 Conclusion 

On the basis of this research some relevant implications have been drawn and 

appropriate recommendations are made. The relevant implications and 

recommendations need to be considered by the policy makers and planners at various 

levels up to the schools. Each of these levels needs to recognise the linkage that exists 

to attain quality education through a proper and thoughtful assessment protocols. 

Foremost, the educational goals will only be met with quality planning and 

programmes. Trialling out projects would not help achieve the intended target. 

Education is regarded in today’s society as ‘saviour’. Quantitative achievements are 

marvellous and commendable however, the qualitative achievements are a concern. 

The educational curriculum set out has lots of opportunities to develop to be competent 

to 21st century competency, however, there lacks something which hurdles the 

promotion of those opportunities. It is the assessment protocols which needs 

immediate attention. This will help determine the weakness and plan relevant 

interventions to achieve the goals. Therefore, educational assessment reform is a need. 

A new direction in assessment will open opportunities to more learning opportunities. 

This will then encourage more learning outcomes to be effectively and efficiently 

achieved. Attention will thus be paid to understanding the needs of those with 

inadequate progress in future studies. Thus to maximise student success, assessment 

must be seen as an instructional tool for use while learning is occurring, and as an 

accountability tool to determine if learning has occurred. This underlines the 

importance of continued evaluation and discussion with students as instruments for 

reinforcing learning with in the explicit curriculum.  Finally, reforming educational 

assessment will bring about new opportunities in the broader context of social, 

economic and political developments in the country.   
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APPENDICES 

Appendix 1: Questionnaire – Teachers  

INFORMATION SHEET 

Title of Project: ‘The need for Reforms in educational assessment in Primary Schools 
in Fiji for the 21st Century’

I am Mohammed Imroz Khan and I work for Ministry of Education as a Primary 
School Teacher for the past twelve years. I am pursuing Master’s Degree in Education.
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This project aims to prepare teachers and students to response and accept changes in 
the educational assessment in Primary Schools in Fiji to enable wider range of skills 
be assessed and developed in Fiji schools. I humbly request for your assistance in data 
collection. 

A humble request to the school Heads to allow the teacher participants to complete the 
questionnaire. About two hundred (200) teachers will be requested to fill the 
questionnaire from ten (10) different Primary Schools in Labasa. All proper care will 
be taken to ensure confidentiality of the data.  

As participants you would be provided a questionnaire (attached) which you are 
expected to fill to the best of your knowledge. Your identities will not be collected and 
I humbly persuade you to complete the questionnaire so that our voices are heard to 
bring about necessary changes in the educational assessment policies. You would be 
given two weeks to complete the questionnaire. A reminder would be made via a phone 
call to the Head Teacher three days before the actual collection of the questionnaire. 

The data gathered will be used to determine the need for reforms in educational 
assessment. The data will be stored till research is accepted and all clarification are 
made by the lecturer. It will be disposed after this. Accessibility of the research 
findings will be through University of the South Pacific and the Ministry of Education 
– Fiji.  

The right to participate solely depends on you and the choice lies with you if you wish 
to refrain from answering any of the questions and withdraw from participating at any 
time. Completion and return of the questionnaire implies consent. You have the right 
to decline to answer any particular question. 

Yours sincerely 

______________________ 

Mohammed Imroz Khan 

Ph: (679) 9253427 

Email: ilfan.miik@gmail.com
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TEACHERS QUESTIONNAIRE 

Name: ____________________________________________ (optional) 

Position: __________________________________________ 

School: ___________________________________________ 

Gender: Female:                   Male:   

Ethnicity: I taukei:   Indian:         Others:           

______________(please specify) 

Years in service (please tick one) 
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1- 4 years                                 5-8 years                      9-12 years 
  

13-16 years                              17 > years 

Education level (please tick one) 

Certificate             Diploma                                      Degree   

Post Graduate Certificate in Education    

Masters in Education / Masters of Arts (Education) 

Doctorate in Education 

1. Is there a need for a change in the educational assessment strategy for Education for the 

21st century? 

Yes                     No

2. What is your reason for the above? 

____________________________________________________________________

____________________________________________________________________

____________________________________________________________________ 

3. Examination has in the past has been regarded as the doorsteps for future. What is your 

view on this statement? 

____________________________________________________________________

____________________________________________________________________

____________________________________________________________________ 

4. What is assessment and what is your view of assessment in tertiary institutions compared 

to primary schools in Fiji? 

____________________________________________________________________

____________________________________________________________________

____________________________________________________________________ 

5. Indicate your placement of assessment in Primary schools in Fiji? 

Easy      Moderate                           Difficult 

6. Do you think traditional assessment was able to measure different abilities, skills and 

attitudes in among students? 

Yes             No  

     ii) If yes, how? / If no, what was not measured and why? 

 ____________________________________________________________________ 

 ____________________________________________________________________ 

 ____________________________________________________________________ 

 ____________________________________________________________________ 
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7. The new assessment policy for the primary schools in Fiji is 

Achieving the students learning needs 

Difficult to achieve students learning needs. 

8. What is not good about the new educational assessment policy?  

____________________________________________________________________

____________________________________________________________________

____________________________________________________________________

____________________________________________________________________ 

9. Do assessment procedures align with what the curriculum has to offer? 

Yes           No     

10. What form of assessment do you use in your class? 

____________________________________________________________________

____________________________________________________________________ 

11. How do you gather information about student learning? 

____________________________________________________________________

____________________________________________________________________ 

12. Can you suggest ways to improve assessment strategies in Fiji to meet the 21st century 

educational competencies? 

____________________________________________________________________

____________________________________________________________________

____________________________________________________________________ 

13. Fiji has currently reformed its assessment policy. 

i. What is the focus of reforming the assessment strategies? 

________________________________________________________________

________________________________________________________________

________________________________________________________________ 

ii. What are the benefits of the new assessment initiatives? 

________________________________________________________________

________________________________________________________________

________________________________________________________________ 

14. How do you think the new assessment can be strengthened? 

____________________________________________________________________

____________________________________________________________________

____________________________________________________________________ 

15. Have you been given any form of training in regards to new assessment strategies? 

Yes    No
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Please give details: 

____________________________________________________________________

____________________________________________________________________

____________________________________________________________________ 

16. Do you think this assessment strategy holistically develops a child? 

Yes    No   

       Why? 

____________________________________________________________________

____________________________________________________________________

____________________________________________________________________ 

17. Are you aware of the 21st century Educational competencies? 

Yes    No

18. In your view would traditional forms of assessment enable the learners meet these 
competencies? 

Yes    No

     ii) If yes, how? / If no, why not? 

 ____________________________________________________________________ 

 ____________________________________________________________________ 

 ____________________________________________________________________ 

____________________________________________________________________

Thank you for your time and effort to complete this questionnaire. Be rest assured 
that information will only be used for the research purpose and will be kept 

confidential. 

Appendix 2: Research Activity Letter 

P. O. Box 4249 
Labasa 
19th September, 2014  

The Head Teacher  
____________________________ 
____________________________ 
____________________________ 
____________________________ 
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Dear Sir or Madam 
RE: Research Activity 

Please be informed that I,  Mohammed Imroz Khan would be carrying out a research 
on the topic: “The need for Reforms in Educational Assessment in Primary 
Schools in Fiji for the 21st Century.” The Ministry of Education Fiji has granted 
permission for the research to be carried out. Attached please find the approval from 
the Permanent Secretary. Also the Ministry of Education has endorsed and approved 
the visitation of schools 

In order to carry out the research I would be requiring your teachers to fill in the 
questionnaires. I would be also discussing certain issues in relation to assessment 
during my visit to the school with the teachers. 

Looking forward for your kind support and cooperation. 

Yours faithfully 

___________________ 
Mohammed Imroz Khan 
Phone: (679) 9253427 
E – mail: ilfan.miik@gmail.com

Appendix 3: Case Study Letter

P. O. Box 4249 
Labasa 
22nd September, 2014  

The Head Teacher  
Labasa Muslim Primary School 
P. O. Box 3528 
Labasa 
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Dear sir or madam 
RE: Case Study 

Please be informed that Labasa Muslim Primary School has been selected to be the 
case study for my research on the topic: “The need for Reforms in Educational 
Assessment in Primary Schools in Fiji for the 21st Century.”

I need your support and cooperation to carry out the required observation to compile a 
report. I will also need access to some records. I will also interview the year eight 
students and teachers. The students’ parental consent will be taken before the 
interview. 

Attached please find the interview schedule. 

Please note that confidentiality of the information will be paramount. 

Looking forward for your kind support and cooperation. 

Yours faithfully 

___________________ 
Mohammed Imroz Khan 
Phone: (679) 9253427 
E – mail: ilfan.miik@gmail.com

Appendix 4: Letter to Carry Out Research in Schools 
 
P. O. Box 4249 
Labasa 
10th August, 2014 

The Principal Education Officer 
Macauta / Bua 
Education office  
Labasa 
  Ufs: The Head Teacher 
           Labasa Muslim Primary 
           Labasa 
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Dear Sir or Madam, 
   Re: Research Work 

Please be informed that I will be conducting research on the topic ‘The need for 
reforms in educational assessment in Primary Schools in Fiji for the 21st century’ at 
the following mentioned schools: 

1. Batinikama Primary School 
2. Bethal Primary School 
3. Holy Family Primary School 
4. Saint Marys Primary school 
5. Gurunanak Primary school 
6. Naseakula District school 
7. Bocalevu Muslim Primary School 
8. Labasa Sangam Primary School 
9. Bulileka Sanatan Dharm Primary School 
10. Valebasoga Public School 

The teachers of these schools will require answering a questionnaire to enable me to 
gather the required information to compile a report. The questionnaire will be given to 
the participants in my own time after consultation with the Head Teacher of the School.  

Furthermore, I have chosen Labasa Muslim Primary School as the case study. In this 
school I will be interviewing the teachers, students, administrators and making class 
visits. I will also need to access student records and other documents in relation to 
assessment. Since it is where I am employed I will make necessary arrangements not 
to disturb any class as well as take up any teaching time. Furthermore the 
confidentiality of all the information gathered will be paramount. 

Please grant me approval to carry out research work at the above mentioned schools. 

Attached please find the approval letter from Ministry of Education. 

Looking forward for your usual support and cooperation. 

Yours faithfully, 
……………………………………….
Mohammed Imroz Khan 
TPF: 68250 
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Appendix 5: Consent Form Sample / Confidentiality Agreement / Evidence of  
           Consultation 

MOHAMMED IMROZ KHAN 
P. O. Box 4249, Labasa 

Ph: (679) 9253427 
Email: ilfan.miik@gmail.com

18th September, 2014 

CONSENT FORM 
PROJECT: “The Need for Reforms in Educational Assessment in Primary Schools in 

Fiji for the 21st Century”
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I have read and understood the Information Sheet describing the above named research 
project. I agree to participate as a subject in the project. I consent to publication of the 
results of the project on the information given to me on the understanding that 
anonymity is preserved. 

I understand that at any time I may withdraw from the project, as well as withdraw any 
information that I have provided. 

I note that this project has been reviewed and approved by Research Ethics Committee 
at the University of the South Pacific. 

Name (please print) 

Signature: 

Date: 

I am signing this Consent Form on behalf of _________________________________ 

(child’s name) age (________ years), of Year 08 whom I represent in the capacity of 

parent / guardian to allow /disallow (cross out the appropriate)her/ him to participate 

in this project.  

 

MOHAMMED IMROZ KHAN 
P. O. Box 4249, Labasa 

Ph: (679) 9253427 
Email: ilfan.miik@gmail.com

18th September, 2014 
 

CONFIDENTIALITY AGREEMENT  
PROJECT: “The Need for Reforms in Educational Assessment in Primary Schools in 

Fiji for the 21st Century”
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I agree to keep confidential all information concerning this project. I shall not retain 
or copy any information about this project. 

Name (please print) 

Signature: 

Date: 

MOHAMMED IMROZ KHAN
P. O. Box 4249, Labasa 

Ph: (679) 9253427 
Email: ilfan.miik@gmail.com

18th September, 2014 

EVIDENCE OF CONSULTATION
PROJECT: “The Need for Reforms in Educational Assessment in Primary Schools in 

Fiji for the 21st Century”

I have been consulted by the researcher namely Mohammed Imroz Khan on 
_____________ (date) at _____________ (time). I have tried my best to give the 
correct information to the best of my knowledge. I further agree to keep confidential 
all information concerning this project.  

Name (please print) 

Signature: 

Date: 

Appendix 6: Interview Questions – Students

INFORMATION SHEET

Title of Project: ‘The need for Reforms in Educational Assessment in Primary Schools 
in Fiji for the 21st Century’

I am Mohammed Imroz Khan and I work for Ministry of Education as a Primary 
School Teacher for the past twelve years. I am pursuing Master’s Degree in Education.

This project aims to prepare teachers and students to response and accept changes in 
the educational assessment in Primary Schools in Fiji to enable wider range of skills 
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be assessed and developed in Fiji schools. I humbly request for your assistance in data 
collection. 

A humble request to the school Head to allow the Year 08 student participants to 
participate in an interview session which will be of approximately 30 minutes. The 
interview will be conducted as per the time planner in either the hall or the computer 
room whichever is available. Upon agreeing to participate and parental consent 
viewed, a consent form will be signed by the participant confirming their participation. 
All proper care will be taken to ensure confidentiality of the data.  

As participants you would be asked questions and as you will answer the researcher 
will note down the important points that you will voice out.  Your identities will not 
be collected.  

The data gathered will be used to determine the need for reforms in educational 
assessment. The data will be stored till research is accepted and all clarification are 
made by the lecturer. It will be disposed after this. Accessibility of the research 
findings will be through University of the South Pacific and the Ministry of Education 
– Fiji. I assure you that the information gathered will be kept strictly confidential and 
solely be used for the purpose of the research.  

The right to participate solely depends on you and the choice lies with you if you wish 
to refrain from answering any of the questions and withdraw from participating in the 
interview until the completion of the interview.  

Yours sincerely 

______________________ 

Mohammed Imroz Khan 

Ph: (679) 9253427 

Email: ilfan.miik@gmail.com
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STUDENT INTERVIEW QUESTIONS 

Name: ___________________________________ (optional) 

Year/ Class: ______________________________ 

Age Group:                    10 – 12 years     13 – 15 years 

Gender:      Female      Male 

1. Do you like coming to school? 

2. What do you like about your school the most? 
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3. How do you find learning? Easy / moderate / difficult 

4. How do you feel when you learn a concept? 

5. How do you feel when you are unable to learn a concept? 

6. Do you think you are able to learn majority or a few of the concepts thought 

throughout the year? 

7. How do you tell your teacher that you have learnt a concept? 

8. How do you tell your teacher that you have not learnt a concept? 

9. What do you do to learn a concept that you haven’t learnt? 

10. What does assessment mean to you? 

11. How do you feel during examination? 

12. How do you feel when you do your Class Base Assessments? 

13. Which type of assessment do you prefer, Examinations or Class Based 

Assessment? Why is it so? 

14. Which type of assessment provides you with a wide range of learning 

opportunities?  

15. Assessment in Fiji is currently being reformed (changed). Do you think it is good 

or bad and why? 

Appendix 7: Interview Schedule – Students

INTERVIEW SCHEDULE 
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Location: The School Hall/ Computer Laboratory 

Appendix 8: Blooms Taxonomy 
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Blooms Taxonomy 

Appendix 9: Location of Fiji in the South Pacific 
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Source: www.britannica.com

Appendix 10: Boundaries of Education Divisions and Districts 
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Source: www.google.com

 

 

 

 

Appendix 11: School Organisation
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Source: CSS Organisation Board, 2014 

Appendix 12: Teacher Responsibility 



172 
 

TEACHER RESPONSIBILITY
NAME: XXXXX                                                      TPF: XXXXX
No. Responsibility 
1 � To teach year 7
2 � In charge of room7 
3 � In charge of section duties 
4 � In charge of boys welfare 
5 � School sports teacher 
6 � In charge of school water system / meter 
7 � In charge of sign writing 
8 � In charge of scouts leader 
9 � In charge of science equipment 
10 � In charge of zonal sports 
11 � In charge of vegetable gardens 
12 � FTU Rep 
13 � Mathematics coordinator 
14 � In charge of tool room 
15 � Coordinate ground marking
16 � LANA Coordinator
17 � In charge of Muslim Boys
18 � Attend Meetings for Extra – Curricular Activities 
19 � Attend to Road Duties
20 � Attend to General Duties
21 � Prepare and take Professional development 
22 � In charge of Male washroom 
23 � In charge of school computers 
24 � In charge  of incinerator 
25 � Activity Leader – AQEP Access Programme
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Appendix 13: Term Planner 
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Appendix 14: Class Timetable 
CSS YEAR 7 TIMETABLE 2014 
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Appendix 15: Approval Sheet 
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Appendix 16: Subject Analysis Sheet 
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Appendix 17: Subject Question Analysis 
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Appendix 18: Blue Print Template  
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Appendix 19: Sample Blue Print 
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Appendix 20: Blue Print Analysis 

 



182 
 

Appendix 21: Approval Comments Page for Examination File 

COMMENTS PAGE 
EXAMINATION FILE: 

EXECUTIVE TEACHER / HEAD TEACHER: 

__________________________________________________________________________

__________________________________________________________________________

__________________________________________________________________________

__________________________________________________________________________

__________________________________________________________________________ 

…………………………………………..  ……………………………
  

            SIGNATURE                                 DATE 
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Appendix 22: Post Examination Comments Page  

COMMENTS PAGE: 
CLASS TEACHER’S COMMENT:

__________________________________________________________________________

__________________________________________________________________________

__________________________________________________________________________

__________________________________________________________________________

__________________________________________________________________________

__________________________________________________________________________ 

……………………………  ……………………        ……………………….

CLASS TEACHER’S NAME     SIGNATURE                      DATE

 
HEAD / EXECUTIVE TEACHER’S COMMENT:

___________________________________________________________________________

___________________________________________________________________________

__________________________________________________________________________

__________________________________________________________________________

___________________________________________________________________________

___________________________________________________________________________ 

 

…………………………………………..           …………………………… ………………………. 

 HEAD / EXECUTIVE TEACHER’S NAME   SIGNATURE                      DATE
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Appendix 23: Post Short Test Comments Page 

COMMENTS PAGE: 
SHORT TEST 01: 

___________________________________________________________________________

___________________________________________________________________________

___________________________________________________________________________

___________________________________________________________________________ 

…………………………………………..  ……………………………   

              SIGNATURE              DATE 

SHORT TEST 02: 

___________________________________________________________________________

___________________________________________________________________________

___________________________________________________________________________

___________________________________________________________________________ 

…………………………………………..  ……………………………   

             SIGNATURE               DATE 

EXAMINATION: 

___________________________________________________________________________

___________________________________________________________________________

___________________________________________________________________________

___________________________________________________________________________

___________________________________________________________________________ 

…………………………………………..  ……………………………   

            SIGNATURE              DATE
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Appendix 24: Termly Attendance Summary 
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Appendix 25: Mark Capture Sheets - CSS

 

 

  

 

MARK CAPTURE SHEET  ANNUAL EXAMINATION - 2014
ENGLISH

STUDENT NAME CLASS BASE ASSESSMENT EXAMINATION TOTAL GRADE EXAM INATION

CBA 01 CBA 02 TOTAL CBA TEST EXAMINATION TOTAL

GIRLS 
A 13 14 27 25 33 85 A 83
B 14 8 22 22 29 73 P 73
C AB AB 0 AB #VALUE! ###### AB
D 15 8 23 22 28 73 P 69
E 14 9 23 19 29 71 P 73
F 11 8 19 15 18 52 B 45
G 10 8 18 16 26 60 B 66
H 8 10 18 15 19 52 B 48
I 15 12 27 27 35 89 A 88
BOYS
J 11 8 19 15 24 58 P 59
K 15 13 28 22 35 85 A 87
L 11 8 19 20 23 62 B 58
M 13 9 22 17 20 59 B 50
N 11 10 21 19 26 66 P 65
O 8 8 16 15 6 37 16
P 8 8 16 15 5 36 13
Q 13 10 23 24 28 75 P 70
R 10 11 21 20 26 67 P 64
S 15 12 27 28 34 89 A 85
T 13 9 22 15 24 61 B 60
U 14 12 26 25 34 85 A 86
V 13 10 23 15 28 66 P 71
W 11 8 19 15 16 50 B 39
X 13 12 25 22 32 79 P 81
Y 12 9 21 20 17 58 B 42
Z 14 12 26 17 28 71 P 70

MEAN 61
B= 50 - 64 P= 65 - 84 A= 85 - 100 SD 21

RANGE 33
# SAT 25

# PASS 19
# FAIL 6

% PASS 76
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MARK CAPTURE SHEET  ANNUAL EXAMINATION - 2014
MATHEMATICS

STUDENT NAME CLASS BASE ASSESSMENT EXAMINATION TOTAL GRADE

CBA 01 CBA 02 TOTAL CBA TEST EXAM MARK E X A M I N A T I O N TOTAL

GIRLS 
A 13 15 28 23 77 31 82 P
B 11 11 22 16 67 27 65 P
C AB AB 0 AB AB ###### #VALUE!
D 13 8 21 24 51 20 65 P
E 11 8 19 17 47 19 55 B
F 8 8 16 16 42 17 49
G 10 9 19 15 50 20 54 B
H 9 11 20 15 45 18 53 B
I 14 15 29 24 84 34 87 A
BOYS
J 10 15 25 17 42 17 59 B
K 14 15 29 30 98 39 98 A
L 11 8 19 18 50 20 57 B
M 10 11 21 15 50 20 56 B
N 8 8 16 15 50 20 51 B
O 10 8 18 15 13 5 38
P 10 8 18 15 18 7 40
Q 12 11 23 15 75 30 68 P
R 9 8 17 15 64 26 58 B
S 11 15 26 29 92 37 92 A
T 11 10 21 15 50 20 56 B
U 14 13 27 28 85 34 89 A
V 8 10 18 15 50 20 53 B
W 10 11 21 22 30 12 55 B
X 14 13 27 28 74 30 85 A
Y 8 12 20 21 43 17 58 B
Z 9 13 22 15 50 20 57 B

MEAN 56
SD 23

RANGE 48
B= 50 - 64 # SAT 25
P= 65 - 84 # PASS 17
P= 85 - 100 # FAIL 8

% PASS 68
A= 85 - 100
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MARK CAPTURE SHEET  ANNUAL EXAMINATION - 2014
HEALTH SCIENCE

STUDENT NAME CLASS BASE ASSESSMENT EXAMINATION TOTAL GRADE EXAMINATION

CBA 01 CBA 02 TOTAL CBA TEST EXAMINATION TOTAL

GIRLS 
A 15 14 29 28 37 94 A 93
B 13 14 27 30 35 92 A 88
C AB AB 0 AB #VALUE! #VALUE! AB AB
D 15 11 26 24 38 88 A 95
E 11 9 20 24 31 75 P 78
F 13 10 23 20 26 69 B 64
G 12 12 24 28 35 87 A 87
H 11 11 22 22 36 80 P 89
I 14 13 27 30 39 96 A 98
BOYS
J 13 11 24 16 29 69 P 72
K 13 15 28 28 40 96 A 100
L 13 11 24 25 33 82 P 83
M 12 14 26 28 26 80 P 66
N 13 9 26 18 31 65 P 77
O 8 8 16 22 16 54 B 39
P 8 8 16 16 14 46 36
Q 13 15 28 30 38 96 A 95
R 13 13 26 24 36 86 A 89
S 15 15 30 28 38 96 A 96
T 12 11 23 18 35 76 P 88
U 15 15 30 30 39 99 A 98
V 13 11 24 28 38 90 A 95
W 12 15 27 18 29 74 P 72
X 15 14 29 24 38 91 A 94
Y 15 13 28 20 20 68 P 50
Z 13 10 23 18 33 74 P 83

MEAN 80
B= 50 - 64 P= 65 - 84 P= 85 - 100 SD 18

RANGE 50
# SAT 25

# PASS 23
# FAIL 2

% PASS 92

A= 85 - 100
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MARK CAPTURE SHEET  ANNUAL EXAMINATION - 2014
    BASIC SCIENCE

STUDENT NAME CLASS BASE ASSESSMENT EXAMINATION TOTAL GRADE EXAMINATION

CBA 01 CBA 02 TOTAL CBA  TEST EXAMINATION TOTAL

GIRLS 
A 14 15 29 27 33 89 A 83
B 14 15 29 25 30 84 P 75
C AB AB 0 AB #VALUE! ###### AB AB
D 15 14 29 26 36 91 A 90
E 12 14 26 23 32 81 P 80
F 12 12 24 25 24 73 P 61
G 12 15 27 25 28 80 P 69
H 11 14 25 17 30 72 P 75
I 15 15 30 29 39 98 A 98
BOYS
J 12 15 27 21 24 72 P 60
K 15 15 30 29 40 99 A 99
L 12 15 27 29 30 86 A 74
M 9 15 24 25 20 69 P 50
N 12 12 24 16 30 70 P 74
O 8 8 16 15 14 45 36
P 8 8 16 15 12 43 30
Q 8 15 23 22 34 79 P 86
R 11 12 23 22 31 76 P 78
S 12 15 27 24 34 85 A 86
T 14 10 24 26 26 76 P 65
U 15 15 30 29 36 95 A 90
V 11 12 23 26 29 78 P 72
W 12 15 27 20 19 66 P 48
X 15 15 30 24 34 88 A 85
Y 12 15 27 17 27 71 P 68
Z 11 12 23 24 31 78 P 77

MEAN 71
B= 50 - 64 P= 65 - 84 P= 85 - 100 SD 18

RANGE 49
# SAT 25

# PASS 22
# FAIL 3

% PASS 88

A= 85 - 100
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MARK CAPTURE SHEET  ANNUAL EXAMINATION - 2014
SOCIAL SCIENCE

STUDENT NAME CLASS BASE ASSESSMENT EXAMINATION TOTAL GRADE EXAMINATION

CBA 01 CBA 02 TOTAL CBA TEST EXAMINATION TOTAL

GIRLS 
A 13 15 28 22 30 80 P 76
B 11 13 24 24 27 75 P 68
C AB AB 0 AB #VALUE! ###### AB AB
D 14 9 23 24 28 75 P 71
E 12 8 20 18 27 65 P 68
F 14 10 24 16 22 62 B 56
G 10 11 21 20 21 62 B 53
H 13 10 23 24 27 74 P 68
I 13 15 28 16 36 80 P 90
BOYS
J 13 9 22 16 24 62 B 60
K 14 15 29 28 36 93 A 91
L 13 11 24 16 26 66 P 64
M 11 10 21 16 19 56 B 48
N 13 10 23 18 19 60 B 48
O 14 8 22 22 16 60 B 39
P 8 8 16 16 18 50 B 46
Q 11 8 19 22 30 71 P 75
R 12 9 21 24 26 71 P 64
S 14 15 29 22 34 85 A 84
T 14 13 27 16 24 67 P 61
U 14 15 29 28 34 91 A 86
V 12 8 20 24 32 76 P 79
W 13 10 23 20 18 61 B 45
X 14 13 27 28 34 89 A 84
Y 10 10 20 18 16 54 B 39
Z 12 13 25 22 29 76 P 72

MEAN 65
B= 50 - 64 P= 65 - 84 P= 85 - 100 SD 16

RANGE 41
# SAT 25

# PASS 19
# FAIL 6

% PASS 76

A= 85 - 100
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Source: School Records – Year 7 Examination File, 2014 

MARK CAPTURE SHEET ANNUAL EXAMINATION - 2014
VERNACULAR

STUDENT NAME CLASS BASE ASSESSMENT E X A M I N A T I O N TOTAL GRADE EXAM INATION

CBA 01 CBA 02 TOTAL CBA  TEST E X A M I N A T I O N TOTAL

GIRLS 
A 14 9 23 25 17 65 P 43
B 14 12 26 24 26 76 P 65
C AB AB 0 AB #VALUE! ###### AB AB
D 10 8 18 19 21 58 B 53
E 10 8 18 25 18 61 B 45
F 15 8 23 23 12 58 B 30
G 10 11 21 15 24 60 B 60
H 10 8 18 17 16 51 B 40
I 10 8 18 18 25 61 B 63
BOYS
J 10 8 18 16 20 54 B 50
K 14 15 29 29 26 84 P 65
L 10 8 18 16 20 54 B 50
M 15 15 30 15 20 65 P 51
N 10 11 21 24 14 59 B 35
O 10 14 24 15 23 62 B 57
P 8 12 20 16 24 60 B 59
Q 10 8 18 17 27 62 B 68
R 10 14 24 27 17 68 P 43
S 15 15 30 25 32 87 A 81
T 15 15 30 18 27 75 P 67
U 15 15 30 22 30 82 P 76
V 10 9 19 18 16 53 B 40
W 11 12 23 27 32 82 P 80
X 10 9 19 18 24 61 B 60
Y 10 11 21 15 16 52 B 40
Z 14 14 28 23 24 75 P 60

MEAN 57
B= 50 - 64 P= 65 - 84 P= 85 - 100 SD 14

RANGE 51
# SAT 25

# PASS 17
# FAIL 8

% PASS 68

A= 85 - 100
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