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This mixed-methods study explored how self-assessment reveals early childhood 
teachers’ strengths and weaknesses across the pedagogical stages of planning, 
implementation, and evaluation. Quantitative data were collected from 152 purposively 
selected teachers in Central Lampung, Indonesia (June to December 2024) using a four-
point Likert-scale questionnaire administered via Google Forms and analysed 
descriptively (frequencies and means). Qualitative data were generated through semi-
structured interviews with nine interviewees (two supervisors, three principals, and four 
teachers) and analysed using Braun and Clarke’s thematic analysis, with triangulation 
across survey results, interviews, and relevant policy documents. Survey findings 
indicated stronger perceived competence in planning (M = 2.48; 49% “understand”) and 
implementation (M = 2.67; 52%), but weaker competence in evaluation (M = 2.34; 56% 
“not understood/very unclear”). Interview data endorsed these patterns, underscoring 
structured lesson planning and adaptive media use as strengths, while limited autonomy, 
inconsistent pedagogical enactment, and low assessment literacy emerged as persistent 
barriers. Overall, self-assessment supported reflective diagnosis; however, sustained and 
targeted mentoring is needed, prioritising assessment and instructional follow-up, 
technology integration, and holistic play-based practice.  

 
Introduction  
 
Stagnation in the preparation of teaching materials remains a growing concern in early 
childhood education (ECE, or acronym PAUD in Indonesian, from 'pendidikan anak usia 
dini') institutions, particularly in the context of government policies that require teachers 
to be proficient in all aspects of instructional planning. Limited creative thinking in lesson 
planning is increasingly linked to teachers’ low awareness of their role as agents of change 
who are expected to master information and technology skills. Previous studies have 
indicated that difficulties in developing teaching materials are closely associated with weak 
information literacy, especially in searching for and evaluating online information (Windah 
et al., 2020; Windah, Putra, Oktaria, et al., 2022), limited awareness of alternative 
information sources (Windah, Putra, Sari, et al., 2022), and generally low levels of teacher 
information literacy (Sofia et al., 2022). 
 
Findings from several locations in Lampung Province align with evidence from other 
regions in Indonesia (Sum & Taran, 2020). First, teachers’ academic qualifications 
significantly influence their knowledge, abilities, and understanding of children’s 
developmental needs (Syafril et al., 2020). Second, many ECE institutions still lack the 
capacity to design engaging learning plans, and teachers’ understanding of the importance 
of systematic planning remains limited (Efendi, 2019; Hanifa, 2017). Third, when teachers 
lack strong teaching skills, it directly hurts the quality of education. Learning becomes less 
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engaging for students, and the way progress is measured fails to show the full picture of a 
child’s growth. Ultimately, these issues pull down the overall standard of the teaching 
profession. (Setiawan & Sitorus, 2017), although strengthening professional competence 
has been shown to improve other teacher competencies (Witarsa & Alim, 2022). 
 
In addition to a teacher's own professional skills, external factors—especially the 
leadership and management style of the principal—greatly influence how teachers show 
up for their work. When a principal leads effectively, it strengthens teacher motivation and 
commitment, while fostering a school culture that encourages creativity and genuine 
performance (Aguswara & Rachmadtullah, 2017; Djafri, 2020; Jaya, 2022; Pramudjono, 
2015; Pratiwi et al., 2021; Purwajatnika & Kadiyono, 2022; Redan Werang, 2014; Rosyati 
et al., 2020). Accordingly, innovative leadership management is essential in the era of 
independent learning to optimise teachers’ pedagogical and professional competencies 
(Ali, 2022; Djafri et al., 2020).  
 
National data further highlight the scale of this challenge. Results of the Teacher 
Competency Test from 2015 to 2021 show that approximately 81% of teachers in 
Indonesia did not meet the minimum competency standard, while national examination 
data in 2022 reported an average teacher score of 54.6, below the minimum standard of 55 
(https://mpr.go.id/). Moreover, although 69.21% of PAUD teachers held at least a 
bachelor degree in 2020-2021, only 5.39% had received formal training from the Ministry 
of Education and Culture (Kompas, 21 December 2022). These figures point to a critical 
shortage of structured professional growth opportunities, especially in regions like Central 
Lampung District. Consequently, ECE teachers continue to face persistent challenges in 
regions such as Central Lampung District. 
 
Consequently, ECE teachers continue to face persistent challenges in translating policy 
standards into coherent, developmentally appropriate learning programs. Internal 
limitations in pedagogical competence, information literacy, and technological skills, 
combined with external constraints related to leadership and training access, significantly 
affect learning quality. This situation highlights the urgent need for comprehensive 
professional development and innovative management support. In this context, self-
assessment serves as essential baseline data for identifying teachers’ competency profiles 
and informing needs-based training for ECE teachers in Lampung Province, particularly 
in Central Lampung District. 
 
Review of literature 
 
Self-assessment 
 
In educational research, self-assessment is widely recognised as a vital tool for 
encouraging reflective practice and professional growth. It is essentially a reflective 
process where individuals look at their own work through the lens of specific standards or 
criteria (Andrade & Du, 2007; Boud, 1995). By engaging in this practice, people gain a 
clearer understanding of their strengths, areas for improvement, and overall progress, 
which empowers them to take ownership of their own learning and career development 
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(Brown & Harris, 2013). Rather than being a purely solitary task, self-assessment also 
thrives on shared reflection; when evaluation happens collectively through open dialogue 
and mutual understanding, it can drive meaningful, transformative change throughout 
entire institutions (Festa & Apezzatto Pinazza, 2023). 
 
In early childhood education, self-assessment plays a crucial role in enhancing teaching 
quality and professional practice. Research indicates that when teachers share a clear 
understanding of what it means to be competent, it becomes much easier for them to 
reflect on their own work, critically review their daily practice, and engage in professional 
development that truly makes a difference (Pinya-Medina et al., 2024). Empirical studies 
further demonstrate that self-assessment enables teachers to reflect systematically on their 
practices and to identify areas requiring professional growth (Mazhar & Sylva, 2025; 
Nguyen & Nguyen, 2023). Moreover, structured self-assessment models, such as 
language-aware ECEC frameworks, illustrate how reflective evaluation can be 
meaningfully embedded into daily educational practice (Bergroth et al., 2024). 
 
Recent studies also highlighted the function of self-assessment in mapping self-perceived 
competence and professional readiness across various domains, including digital skills, 
multicultural competence, and 21st-century skills (Alonso-García, 2024; Kalogerogianni, 
2025; Śliwa et al., 2025). As a learning regulatory strategy, self-assessment has been shown 
to enhance both cognitive and affective outcomes (Karaman, 2024), while at the 
institutional level it supports school self-evaluation as a mechanism for continuous 
improvement and quality management (Cross et al., 2022; Purba et al., 2024). Overall, self-
assessment is conceptualised as a reflective and transformative process that supports 
individual professional growth and institutional quality improvement, particularly within 
early childhood education contexts (Rogers et al., 2024). 
 
International research further demonstrates that self-assessment among kindergarten 
teachers not only plays a significant role in professional development but also has a 
positive impact on the quality of children’s learning. Consequently, self-assessment is 
increasingly regarded as an essential component of early childhood teacher development 
in many educational systems worldwide. 
 
Pedagogical competence 
 
Pedagogical competence is a core component of effective teaching, integrating subject 
matter understanding with the ability to deliver content meaningfully, commonly referred 
to as pedagogical content knowledge (Shulman, 1987). It encompasses lesson planning, 
classroom management, and evaluation practices that directly influence student learning 
outcomes (Darling-Hammond, 2000), as well as the capacity to guide and facilitate 
learning, create supportive environments, and adapt instruction to diverse learner needs 
(Hattie, 2009). Methodologically, pedagogical competence involves applying effective 
classroom interaction strategies and understanding how students learn to maximise 
learning success (Richards & Rodgers, 1986). 
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Furthermore, pedagogical competence includes the systematic design, implementation, 
and assessment of learning experiences that support students’ cognitive and affective 
development (Glatthorn et al., 2009), foster motivation and positive learning climates 
(Stronge, 2007), and enable teachers to communicate subject concepts effectively to 
promote deep conceptual understanding (Loewenberg Ball et al., 2008). As such, 
pedagogical competence forms the foundation of effective teaching by enabling teachers 
to create responsive, student-centred learning environments and to function not only as 
knowledge transmitters but also as facilitators of meaningful and adaptive learning 
experiences. 
 
In this study, Regulation of the Minister of Education, Culture, Research, and Technology 
of the Republic of Indonesia (abbreviation for Permendikbudristek) Number 137/2014 on 
ECE Teacher Competency Standards, is adopted as the guiding framework for developing 
a self-assessment instrument to measure the pedagogical competence of ECE teachers. 
 
Research method 
 
This study employed a mixed-methods approach, in which qualitative methods were 
complemented by quantitative data as supporting information (mixed qualitative 
supported by quantitative data). This approach was selected to obtain an in-depth 
understanding of the dynamics of ECE teacher competencies, as well as the policy context 
and the implementation of training programs in Central Lampung District. The research 
was conducted in 2024, over a six-month period from June to December. 
 
Participants 
 
Participants in this study consisted of two main groups: 
 
1. Quantitative participants 
 A total of 152 ECE teachers in Central Lampung District participated as respondents 

in the quantitative data collection. These teachers represented various types of ECE 
institutions, including formal institutions (kindergarten/RA) and non-formal 
institutions (playgroups, daycare centres, and community-based ECE). Participants 
were selected purposively, taking into account district-wide representation, 
institutional status (public or private), and teachers’ work experience. 

2. Qualitative participants 
 For the qualitative component, semi-structured interviews were conducted with nine 

key informants, consisting of: (1) Two ECE supervisors representing policy 
implementation and field-level oversight; (2) Three ECE principals providing 
institutional and managerial perspectives; and (3) Four ECE teachers with diverse 
educational backgrounds and work experience to elicit firsthand accounts of training 
participation and policy implementation. 
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Data collection 
 
Data were collected using two main techniques: 
 
1. Questionnaire (quantitative data) 
 To better understand the situation, a structured questionnaire was developed to 

explore how teachers perceive training effectiveness, their needs for professional 
growth, and the daily challenges they face. Distributed via Google Forms, the survey 
used a four-point Likert scale to help turn these individual perspectives into 
measurable trends, which were then deepened by qualitative findings. This scale 
(ranging from "very well understood" to "very unclear") focused specifically on 
capturing the respondents' current knowledge. From there, several participants who 
indicated they "understand" or "very well understood" the material were personally 
invited to share their experiences in more detail through in-depth interviews, using 
the guide provided in Appendix B.  

2. Semi-structured interviews (qualitative data) 
 Interviews were conducted both face-to-face and online (via Zoom or WhatsApp 

Call) and were guided by open-ended questions to enable in-depth exploration of 
participants’ experiences. The interview topics covered teachers’ understanding and 
enactment of pedagogical practices, training experiences, the relevance of training 
content, perceived impacts on classroom practice, and perceptions of current ECE 
policy directions. Each interview lasted approximately 30 to 60 minutes and was 
audio-recorded for transcription and further analysis. 

 
Data analysis 
 
1. Quantitative data analysis 
 Questionnaire data were analysed using descriptive quantitative methods with 

Microsoft Excel to identify frequency distributions, mean scores, and dominant 
trends across variables. The results of this analysis were used to support and enhance 
the validity of the qualitative findings. 

2. Qualitative data analysis 
 Interview data were analysed using thematic analysis, following the six steps proposed 

by Braun and Clarke (2006), namely: (1) getting to know the data by transcribing it 
and reading through it multiple times; (2) creating initial codes by hand; (3) looking 
for themes that emerge from common patterns in the responses; (4) checking these 
themes to ensure they are consistent and meaningful across all participants; (5) clearly 
defining and naming each theme; and (6) crafting a thematic narrative that connects 
these findings back to the theoretical framework and research goals. 

 
To strengthen the validity of the findings, data triangulation was conducted by comparing 
results from the questionnaire and interviews and by referring to relevant policy 
documents related to ECE teacher training. 
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Results and findings 
 
The findings indicate that most teachers perceived self-assessment as effective in helping 
them identify which aspects of their pedagogical competence they have mastered and 
which aspects still require improvement. Through self-assessment, teachers were able to 
recognise their strengths in areas such as examining aspects of child development, 
designing play-based activities, using learning media, communicating effectively, and 
reflecting on implemented early childhood development activities. At the same time, 
teachers also identified weaknesses in recognising children’s abilities and difficulties, 
implementing play activities both inside and outside the classroom, utilising technology, 
and conducting and administering assessments. A detailed presentation of these findings is 
provided in Table 1. 
 

Table 1: Pedagogical competence self-assessment results of 
ECE Teachers in Central Lampung, Indonesia (N=152) 

 

Aspects Very well 
understood (4) 

Understand 
(3) 

Not under-
stood (2) 

Very unclear 
(1) Mean 

Planning: 5% 49% 35% 11% 2.48 
Implementation: 11% 52% 28% 8% 2.67 
Evaluation: 6% 38% 39% 17% 2.34 
 
Based on Table 1, the overall results of teachers’ self-assessment show that teachers 
demonstrated understanding of the planning and implementation aspects, with 
percentages of 49% and 52%, respectively, and a smaller proportion indicating a very high 
level of understanding of planning (5%) and implementation (11%). In contrast, the self-
assessment results for the evaluation aspect revealed that 56% of teachers tended not to 
understand this area, consisting of 39% who reported not understanding and 17% who 
reported very limited understanding. Interestingly, when the planning and implementation 
aspects were examined in greater detail by indicator, teachers’ strengths and weaknesses 
varied considerably, even though the overall percentages suggested that most teachers 
perceived themselves as having sufficient understanding. Detailed descriptions of the 
indicators identified as strengths and weaknesses in the planning, implementation, and 
evaluation aspects are presented in Tables 2, 3, and 4. 
 
Planning aspect 
 
At the planning stage, teachers’ understanding varied: the strongest areas were 
understanding children’s developmental aspects (72% reported understanding to very high 
understanding) and designing play-based learning activities (63% understanding to very 
high understanding). However, the most critical weaknesses were identifying children’s 
initial abilities and difficulties (58% reported not understanding/very limited 
understanding), followed by limited understanding of learning theories and play principles 
(57% not understanding/very limited), and difficulties in developing child development 
programs aligned with themes and children’s needs across annual, semester, weekly, and 
daily plans (51% not understanding). 
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Table 2: Details of self-assessment for the planning aspect of pedagogical 
competence among ECE teachers in Central Lampung, Indonesia (N=152) 

 

Aspects and indicators 
Very well 

under-
stood (4) 

Under-
stand  

(3) 

Not 
under-

stood (2) 

Very 
unclear 

(1) 
Mean 

Planning 5% 49% 35% 11% 2.48 
1. Examining aspects of child 

development 
6% 66% 22% 6% 2.72 

2. Identifying early childhood skills and 
difficulties 

0% 42% 37% 21% 2.21 

3. Examine learning theories in the 
context of play and the principles of 
play 

3% 40% 44% 13% 2.34 

4. Designing play activities as 
educational learning 

10% 53% 31% 6% 2.67 

5. Develop child development 
programs according to themes and 
children's needs in the form of 
annual, semester, weekly and daily 
programs. 

4% 45% 43% 7% 2.46 

 
This study was followed by in-depth interviews with a number of key informants to 
corroborate the quantitative findings (Table 2). Illustrative excerpts from these interviews 
are given in Appendix C. The interviews indicated that teachers’ key strengths in the 
planning aspect centre on producing well-structured lesson plans—developing teaching 
modules, formulating learning strategies, and aligning instruction with early childhood 
development principles (S1: 26–27; T2: 44–45; P1: 89–90; S2: 286–287)—which were 
perceived to improve learning effectiveness and efficiency (P1: 11–12; P1: 44–46; P2: 11–
12; P2: 35–36). However, persistent weaknesses were linked to limited autonomy in 
planning, particularly among teachers who had not participated in the Sekolah Penggerak 
Program, resulting in continued reliance on intensive mentoring and inconsistencies in 
preparing child development programs that match themes and children’s needs (S1: 30–
31; S2: 288; P2: 18–20; see Appendix C for interview excerpts).  
 
The “Sekolah Penggerak Program” (often translated as the “Driving School Program”) 
was an initiative of Indonesia’s Ministry of Education designed to accelerate whole-school 
transformation, enabling participating schools to improve by one to two levels in overall 
quality. The program aimed to enhance students’ learning outcomes holistically—not only 
by strengthening academic foundations (particularly literacy and numeracy) but also by 
promoting character development aligned with the “Profil Pelajar Pancasila” (the Profil 
Pelajar Pancasila is Indonesia’s national learner profile that defines the desired 
competencies and character of students based on Pancasila values). 
 
Following the issuance of the Decree of the Minister of Primary and Secondary Education 
No. 14/M/2025 (18 March 2025), which revoked the earlier decree governing the Sekolah 
Penggerak Program, related initiatives were subsequently re-aligned with the Ministry’s 
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current priority programs under the vision of “Quality education for all” (the Ministry of 
Primary and Secondary Education’s current priority programs). Interviews further 
underscored teachers’ needs for strengthened content mastery, hands-on training in 
learning theories beyond conceptual understanding, improved capacity to interpret 
individual child characteristics, and clearer comprehension of curriculum structures—
including assessment components—supported by ongoing mentoring to enhance overall 
teaching quality (P2: 99; P2: 122; S2: 295–296; P2: 53–56; P3: 47–49). 
 
Implementation aspect 
 
At the implementation stage, teachers demonstrated the strongest competence in using 
learning media (96% reported understanding to very high understanding) and 
communicating effectively, empathetically, and politely with children (94% understanding 
to very high understanding), indicating high confidence in instructional media use and 
teacher–child interaction (Table 3). In contrast, the most salient weaknesses were limited 
understanding of integrating ICT into learning (55% reported not understanding/very 
limited understanding), implementing play activities both inside and outside the classroom 
(57% limited understanding), and applying holistic play approaches (61% limited 
understanding), underscoring the need for targeted capacity-building in technology 
integration and diverse, holistic play-based practices. 
 

Table 3: Details of self-assessment for the implementation aspect of 
pedagogical competence among ECE teachers in Central Lampung, Indonesia 

 

Statement 
Very well 

under-
stood (4) 

Under-
stand  

(3) 

Not 
under-

stood (2) 

Very 
unclear 

(1) 
Mean 

Implementation: 11% 52% 28% 8% 2.67 
1. Implementing play activities inside 

and outside the classroom 
0% 43% 47% 10% 2.33 

2. Apply holistic play approaches, 
strategies, methods and techniques 

2% 38% 45% 15% 2.26 

3. Using learning media 32% 64% 4% 0% 3.28 
4. Using quality information and 

communication technology 
0% 45% 39% 16% 2.29 

5. Communicate effectively, empathe-
tically and politely with children 

 24% 70% 6% 0% 3.18 

 
The study proceeded with interviews involving a number of informants to further 
substantiate the findings above. Interview findings suggest that teachers’ key 
implementation strengths involve delivering structured and effective learning by 
translating plans into practice through varied learning media and adapting materials and 
methods to children’s needs, which was perceived to enhance engagement through 
holistic play strategies (T2: 47–48; T1: 179–180; S2: 290–291; P1: 11–12; P2: 13–14; P2: 
36–37). However, persistent weaknesses were reported outside the “Sekolah Penggerak” 
context, including misconceptions and inconsistent application of pedagogical principles 
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among teachers who had not joined the Sekolah Penggerak Program, as well as 
shortcomings in effective, empathetic, and polite communication that may reduce 
interaction quality and children’s understanding (S1: 62–65; S2: 291–292; P2: 21–22). 
Teachers therefore expressed a need for stronger strategy mastery aligned with learner 
characteristics and school contexts, clearer command of lesson stages (opening–core–
closing), and improved understanding of assessment procedures to ensure systematic and 
meaningful implementation (T2: 168–175). 
 
The Sekolah Penggerak Program in Indonesia was not implemented universally across all 
schools. Participation was limited to schools that voluntarily applied (registered) and were 
subsequently selected to join the program. As a result, many teachers worked in non-
participating schools and did not receive the program’s structured support, which helps 
explain why persistent weaknesses were more frequently reported outside the Sekolah 
Penggerak context. 
 
Evaluation aspect 
 

Table 4: Details of self-assessment for the evaluation aspect of pedagogical 
competence among ECE Teachers in Central Lampung, Indonesia 

 

 Statement 
Very well 

under-
stood  4 

Under-
stood 

3 

Not und-
erstood 

2 

Very 
unclear 

1 
Mean 

Evaluation 6% 38% 39% 17% 2.34 
1. Conduct assessments with age-

appropriate methods and techniques 
3% 36% 45% 17% 2.24 

2. Administering process assessment 0% 36% 47% 17% 2.18 
3. Analyse the results of the process 

assessment 
0% 37% 47% 16% 2.21 

4. Use assessment and evaluation 
information for continuous learning 

3% 38% 44% 15% 2.29 

5. Implement remedial and enrichment 
programs 

0% 28% 41% 32% 1.96 

6. Communicate program development 
and evaluation assessment results to 
stakeholders 

15% 41% 32% 11% 2.61 

7. Reflecting on early childhood devt. 
that have activities been carried out 

23% 53% 18% 7% 2.92 

8. Conducting classroom action 
research 

8% 33% 39% 20% 2.29 

 
At the evaluation stage, teachers showed their strongest performance in reflecting on 
implemented early childhood development activities (76% reported familiarity to very 
high familiarity) and, to a lesser extent, in communicating assessment and evaluation 
results to stakeholders (57%). In contrast, the most substantial gaps were concentrated in 
assessment practice and follow-up, including implementing remedial and enrichment 
programs (72% reported not understanding/very limited understanding), administering 
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process-based assessments (64%), analysing process assessment results (63%), conducting 
age-appropriate assessments (62%), using assessment information to support continuous 
learning (59%), and conducting classroom action research (59%), indicating a critical need 
for capacity-building in assessment literacy and evidence-based instructional follow-up. 
 
To strengthen the quantitative findings, interviews were conducted with a number of 
informants. Interview findings suggest that teachers’ evaluation strengths are reflected in 
their emerging ability to conduct assessments that consider children’s characteristics, 
including analysing results and applying appropriate methods in early childhood settings, 
although these practices remain not yet optimal (P2: 14–15; P2: 38–40). However, 
dominant weaknesses involve limited mastery of assessment and evaluation processes—
particularly sustaining continuous reflection and selecting suitable diagnostic, formative, 
and summative approaches—leading to a strong demand for intensive mentoring to align 
assessment practices with learning contexts and objectives (T2: 49–52; S1: 69–72; S1: 74–
76; P1: 90–91; P3: 148–149; T1: 190; S2: 293–294; P1: 15–19; P1: 36–41; P2: 23–24). 
Teachers further highlighted the need to strengthen practical assessment skills (e.g., 
observation, checklists, rubrics, and formative assessment) and to ensure coherence across 
planning–implementation–evaluation, underscoring the importance of ongoing training 
and support to improve assessment literacy and effectiveness (P3: 85–86; S1: 215–219; T2: 
232–234; P1: 65–69; P3: 20–22). 
 
Overall, self-assessment was shown to be effective in helping teachers recognise their 
strengths and weaknesses in pedagogical competence. Through reflective self-evaluation, 
teachers were able to clearly identify the areas they had mastered and those requiring 
further development across planning, implementation, and evaluation stages. Importantly, 
many teachers reported increased motivation to improve their weaker areas, including 
participation in specialised training to enhance teaching skills, particularly in specific 
instructional approaches such as indoor and outdoor play activities. 
 
Discussion 
 
Teacher self-assessment in recognising the level of understanding of 
pedagogical competence 
 
The findings suggest that self-assessment serves as a valuable way for teachers to reflect 
on their own teaching skills. By looking closely at their work, teachers can recognise where 
they excel—such as in managing the classroom or connecting with students—which 
naturally builds their professional confidence. This awareness does more than just 
highlight their strengths; it also helps them pinpoint specific areas that need more 
attention, like adapting lessons or integrating new technology. Ultimately, these results 
show that self-assessment isn't just about self-recognition; it can spark a genuine desire to 
keep growing, encouraging teachers to proactively seek out the training they need to 
bridge any gaps in their expertise. 
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Planning aspect 
 
Based on these findings, teachers’ understanding at the planning stage appears to vary, 
particularly in key areas related to early childhood development and learning. The 
following discussion elaborates teachers’ strengths and weaknesses at the planning stage 
by drawing on early childhood education theories, including Piaget’s theory of cognitive 
development, Vygotsky’s social learning theory, as well as constructivist approaches and 
play-based learning principles. 
 
Teacher strengths 
1. Understanding aspects of child 

development 
2. Skills for designing play activities as 

educative learning 
 

Teacher weaknesses 
1. Difficulties in identifying early childhood 

skills and difficulties 
2. Lack of understanding of learning theory 

and play principles 
3. Difficulties in developing annual, semester, 

weekly, and daily programs 
 
Understanding aspects of child development 
Most teachers (72%) reported understanding aspects of child development, indicating a 
strong awareness of early childhood needs. This is consistent with Piaget’s theory of 
cognitive development, which emphasises the importance of recognising children’s 
developmental stages as a foundation for designing developmentally appropriate activities 
(Piaget, 1952). In the preschool stage, children are typically in the pre-operational stage, 
meaning that they think concretely, may be egocentric, and benefit from activities that 
strengthen observation skills and social interaction. Teachers’ strong understanding of 
child development therefore supports the preparation of learning environments that align 
with these developmental characteristics. 
 
Skill in designing play activities as educative learning 
A total of 63% of teachers reported understanding how to design educational play 
activities. This suggests that many teachers have internalised key principles of play-based 
learning that align with Vygotsky’s social learning theory. Vygotsky emphasised the 
importance of the “zone of proximal development”, in which teachers function as guides 
who support children as they learn (Vygotsky, 1978). Through structured play activities, 
teachers can facilitate children’s development in enjoyable and developmentally 
appropriate ways. The ability to design such activities is therefore a crucial asset for 
supporting meaningful learning in early childhood settings. 
 
Difficulties in identifying early childhood skills and difficulties 
As many as 58% of teachers reported not understanding how to identify children’s early 
abilities and difficulties. This indicates limited capacity to assess children’s initial readiness 
before learning begins. Learning theory emphasising formative assessment highlights the 
importance of identifying learners’ initial needs, as such understanding informs 
instructional decisions and the tailoring of learning strategies to individual abilities (Tawfik 
et al., 2021). Without this initial understanding, teachers may be less able to provide 
appropriate interventions for each child. 
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Lack of understanding of learning theory and play principles 
A total of 57% of teachers indicated limited understanding of learning theories and the 
principles of play. This points to a need to strengthen teachers’ theoretical foundations 
regarding how children learn. Constructivist principles, associated with figures such as 
Piaget and Dewey, emphasise learning as an active process in which children construct 
knowledge through interaction with their environment (Piaget, 1952). Limited 
understanding in this area may constrain teachers’ ability to apply play principles 
effectively, particularly for stimulating children’s cognitive and social development in a 
comprehensive manner (Bruner, 1960). 
 
Difficulties in developing annual, semester, weekly, and daily programs 
As many as 51% of teachers reported limited understanding of developing long-term 
learning programs. This skill is fundamental within lesson planning, as curriculum 
planning theory highlights the importance of systematic and structured programming to 
achieve learning objectives (Majid, 2013). Without careful planning, teachers may struggle 
to maintain learning continuity, and children may not receive progressive learning 
experiences that align with their developmental (Ornstein & Levine, 1990). 
 
Implementation aspect 
 
The findings show that during implementation, teachers demonstrate substantial strengths 
in two main areas—using learning media and communicating effectively with children—
while still facing weaknesses in using technology, implementing play activities, and 
applying holistic play approaches. The discussion below interprets these findings through 
relevant early childhood education theories. 
 
Teacher strengths 
1. Use of learning media 
2. Effective, empathetic, and respectful 

communication with children 
 

Teacher weaknesses 
1. Use of quality information and 

communication technology 
2. Implementation of play activities inside and 

outside the classroom 
3. Holistic play implementation 

 
Use of learning media 
A total of 96% of teachers reported being familiar with using learning media, indicating a 
high level of confidence in selecting and applying tools that support learning. This is 
consistent with Mayer’s (2001) cognitive theory of multimedia learning, which emphasises 
that well-designed media can enhance understanding and retention. Varied media—such 
as pictures, videos, or manipulatives—also support children in the pre-operational stage 
by enabling them to engage with concepts through visual and kinaesthetic experiences 
(Piaget, 1952). Thus, strong competence in media use supports the design of engaging and 
effective learning activities that enhance children’s participation. 
 
Effective, empathetic, and respectful communication with children 
A total of 94% of teachers reported understanding the importance of effective and 
empathetic communication, which is central to early childhood education. Vygotsky’s 
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social learning theory positions social interaction as the foundation of learning (Vygotsky, 
1978). Teachers who communicate empathetically foster environments that support 
language development and social-emotional growth, while also creating a sense of safety 
that is essential for successful learning. Empathetic and respectful interactions may also 
encourage children to feel confident in exploring, expressing ideas, and regulating 
emotions, consistent with principles of social-emotional learning (Widyastuti & Sakti, 
2022). 
 
Difficulties in using quality information and communication technology 
The findings show that 55% of teachers experienced difficulties using technology in 
learning. Technology can serve as an effective tool to enhance engagement and learning, 
particularly when integrated appropriately. The technological pedagogical content 
knowledge (TPACK) framework highlights that effective teaching requires teachers to 
integrate technology with pedagogy and content knowledge. Therefore, this limitation 
indicates a need for targeted training in technology use that is relevant for early childhood 
contexts, including educational software that supports interactive and discovery-based 
learning (Mella et al., 2022). 
 
Lack of understanding in implementing play activities inside and outside the classroom 
A total of 57% of teachers reported limited understanding of implementing play activities 
both indoors and outdoors. This suggests challenges in designing play experiences that 
support active learning. Constructivist perspectives informed by Piaget and Vygotsky 
emphasise that children learn through interaction with both physical and social 
environments. Outdoor play can strengthen gross motor development and environmental 
awareness, while indoor play often supports cognitive and social learning. Given the 
pedagogical value of both contexts, shortcomings in this area suggest the need for further 
training in planning play activities across diverse learning environments (Ardoin & 
Bowers, 2020; Biino et al., 2025; Dankiw et al., 2020; Prins et al., 2022; Weisberg et al., 
2016). 
 
Lack of understanding in implementing holistic play 
A total of 61% of teachers reported limited understanding of holistic play, which refers to 
approaches that address children’s physical, emotional, social, and cognitive development 
simultaneously. Holistic education principles stress the importance of viewing children as 
whole individuals whose developmental domains influence one another. Holistic play 
supports children in developing integrated understanding through sensory experiences and 
environmental exploration (Craig et al., 2024; Poli et al., 2025; Zosh et al., 2018). Thus, 
limited understanding in this area suggests that teachers require training in designing 
learning activities that intentionally support balanced and holistic development. 
 
Evaluation aspect 
 
The findings indicate a substantial gap in teachers’ understanding of evaluation, 
particularly related to assessment implementation, analysis, and the follow-up use of 
assessment results. The discussion below links teachers’ strengths and weaknesses in 
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evaluation to relevant theoretical perspectives to clarify why strengthening evaluation 
competencies is essential in early childhood education. 
 
Teacher strengths 
1. Communication of assessment results to 

stakeholders 
2. Reflection on early childhood development 

activities 
 

Teacher weaknesses 
1. Difficulty conducting assessment with age-

appropriate methods and techniques 
2. Weaknesses in process assessment 

administration and analysis 
3. Using assessment information for learning 

continuity 
4. Implementation of remedial and 

enrichment programs 
5. Conducting classroom action research 

(CAR) 
 
Communication of assessment results to stakeholders 
A total of 57% of teachers reported familiarity with communicating assessment results to 
stakeholders. This is a meaningful strength, as communicating assessment results to 
parents and other stakeholders supports shared understanding of children’s development. 
Stakeholder involvement can also promote stronger parental support and participation in 
children’s learning and development. 
 
Reflection on early childhood development activities 
A total of 76% of teachers reported understanding the importance of reflection on child 
development activities. Reflection is a central component of professional learning because 
it enables teachers to evaluate practice and implement continuous improvements 
(Iskandar, 2013). Through reflection, teachers can identify what works and what requires 
improvement, thereby supporting more effective and comprehensive learning experiences 
for children. 
 
Difficulty conducting assessment with age-appropriate methods and techniques 
As many as 62% of teachers reported not understanding how to conduct assessments that 
are appropriate for early childhood. Assessing children’s development requires age-
sensitive approaches, such as direct observation and activity-based assessment. Formative 
assessment theory emphasises that effective assessment focuses on learning processes and 
provides feedback that supports engagement and improvement (Black & Wiliam, 2010). 
Limited understanding in this area indicates the need for specialised training in early 
childhood assessment methods that capture both learning processes and outcomes. 
 
Weaknesses in process assessment administration and analysis 
With 64% of teachers reporting difficulty administering process assessments and 63% 
reporting difficulty analysing the results, assessment documentation and analysis remain 
major challenges. Bloom’s taxonomy and assessment domains stress the importance of 
capturing cognitive, affective, and psychomotor development (Bloom, 1956). Without the 
skills to administer and analyse process assessments, teachers may miss opportunities to 
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understand children’s developmental progress across these domains and to use assessment 
information to improve instructional decisions. 
 
Using assessment information for learning continuity 
A total of 59% of teachers reported limited understanding of how to use assessment 
results to support learning continuity. Continuous planning perspectives emphasise that 
assessment results should inform subsequent learning strategies that respond to students’ 
needs (Black & Wiliam, 1998; Copple & Bredekamp, 2009; NAEYC, 2003; NAEYC, 
2020; Ropohl & von Aufschnaiter, 2021). Thus, this limitation suggests that teachers 
require guidance in translating assessment information into practical instructional planning 
to ensure learning remains developmentally appropriate and continuous. 
 
Implementation of remedial and enrichment programs 
The results show that 72% of teachers reported limited familiarity with implementing 
remedial and enrichment programs, representing the highest level of reported difficulty. 
Differentiated instruction theory highlights that instruction should be responsive to 
learners’ diverse abilities and needs (Ashby et al., 2008). Without remedial and enrichment 
programs, children who require additional support or greater challenge may not reach 
their learning potential. This finding underscores the urgency of training teachers to 
design and implement appropriate remedial and enrichment activities for early childhood 
learners. 
 
Conducting classroom action research (CAR) 
As many as 59% of teachers reported limited understanding of classroom action research. 
Action research is widely recognised as a practical approach for teachers to evaluate and 
improve their teaching based on classroom evidence (Maryati, 2014). Through CAR, 
teachers can engage in systematic reflection and improvement cycles, strengthening 
pedagogical decision-making and instructional quality. Therefore, this gap further supports 
the need for training in action research methods to enable teachers to improve learning 
practices based on data drawn from their own classrooms. 
 
Teachers’ confidence level in evaluating and improving pedagogical competence 
through self-assessment 
 
Differences in confidence between experienced and novice teachers indicate that teaching 
experience substantially shapes teachers’ capacity to self-evaluate: experienced teachers are 
typically more confident because they are accustomed to diverse classroom situations and 
clearer about expected standards, whereas novice teachers—still adjusting—often struggle 
to assess their competence without guidance or a well-defined instrument structure. This 
underscores the need for more structured self-assessment tools for novice teachers and 
suggests that a well-designed self-assessment process can encourage experimentation with 
new instructional approaches. More broadly, the findings reinforce pedagogical 
competence in early childhood education as an integrated, continuous cycle of planning, 
implementation, and evaluation, where strengths or weaknesses at one stage influence the 
others; in this context, self-assessment functions as a reflective mechanism that helps 
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teachers recognise this interconnectedness, pinpoint improvement areas, and support 
systematic, needs-based professional development aligned with varying experience levels. 
 
Conclusion 
 
The findings of this study indicate that self-assessment functions as a reflective and 
regulatory process through which teachers examine their pedagogical competence across 
the interconnected stages of planning, implementation, and evaluation. Teaching 
experience appears to influence teachers’ confidence in engaging with self-assessment, 
with more experienced teachers demonstrating greater assurance in evaluating their 
practice, while novice teachers require clearer structure and guidance. Although teachers 
reported strengths in understanding child development, designing play-based learning 
activities, using learning media, and communicating empathetically with children, 
challenges remain in applying learning theories, integrating educational technology, 
implementing holistic play, and conducting age-appropriate assessment and instructional 
follow-up. By making teachers’ self-perceived strengths and weaknesses explicit, self-
assessment supports reflective practice and provides a basis for targeted professional 
development aligned with the developmental characteristics of early childhood education. 
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Appendix A: Questionnaire 
 

Aspect Indicators 
Very well 

under-
stood 

Under-
stand 

Not 
under-
stood 

Very 
unclear 

Planning 1. Examining aspects of child 
development 

    

2. Identifying early childhood skills 
and difficulties 

    

3. Examine learning theories in the 
context of play and the principles 
of play 

    

4. Designing play activities as 
educational learning 

    

5. Develop child development 
programs according to themes 
and children's needs in the form 
of annual, semester, weekly and 
daily programs. 

    

Implement
-ation  

1. Implementing play activities 
inside and outside the classroom 

    

2. Apply holistic play approaches, 
strategies, methods and 
techniques 

    

3. Using learning media     
4. Using quality information and 

communication technology 
    

5. Communicate effectively, 
empathetically and politely with 
children 
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Evaluation 1. Conduct assessments with age-
appropriate methods and 
techniques 

    

2. Administering process assessment     
3. Analyse the results of the process 

assessment 
    

4. Use assessment and evaluation 
information for continuous 
learning 

    

5. Implement remedial and 
enrichment programs 

    

6. Communicate program 
development and evaluation 
assessment results to stakeholders 

    

7. Reflecting on early childhood 
development that have activities 
been carried out 

    

8. Conducting classroom action 
research 

    

 
Appendix B: Semi-structured interview guide for teachers, 
principals and supervisors 
 
Indicator codes 
BG (Background):  

Profile and contextual information (role, professional experience, school setting, and 
involvement in the Sekolah Penggerak Program). 

CL (Closing):  
Closing section covering a brief synthesis, identified support needs, and recommendations. 

PL (Planning) 
PL1 Examining aspects of child development 
PL2 Identifying early childhood skills and learning difficulties 
PL3 Learning theories in play and principles of play 
PL4 Designing play activities as educational learning experiences 
PL5 Developing child development programs (annual/semester/weekly/daily) aligned with 
themes and children’s needs 

IM (Implementation) 
IM1 Implementing play activities inside and outside the classroom 
IM2 Applying holistic play approaches (approaches, strategies, methods, and techniques) 
IM3 Using learning media 
IM4 Using ICT (quality information and communication technology) 
IM5 Communicating effectively, empathetically, and politely with children 

EV (Evaluation) 
EV1 Age-appropriate assessment methods and techniques 
EV2 Administering process-based assessment 
EV3 Analysing process-assessment results 
EV4 Using assessment information for continuous learning improvement 
EV5 Remedial and enrichment programs 
EV6 Communicating assessment/evaluation results to stakeholders 
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EV7 Reflecting on implemented ECE activities 
EV8 Classroom action research (CAR) 

 
Informant codes 

T = Teacher; P = Principal; S = Supervisor 
 
Stage 
(code) Core question (semi-structured) Probing prompts 

BG [T] Please describe your role, teaching experience, and 
ECE setting. 

Years of teaching? Type of 
institution? Class level/age 
group? 

BG [T] Have you participated in the Sekolah Penggerak 
Program or other training? 

Which year/cohort? What 
support did you receive? 

BG [P] Please describe your school context and your role in 
instructional leadership. 

Number of teachers; school 
type/status; PSP involvement. 

BG [S] Please describe your supervisory mandate and the 
quality map of ECE pedagogy in your area. 

Coverage area; PSP distribution. 

PL1–
PL5 

[T] Walk me through how you develop your lesson 
plan/module (e.g., ATP/module plan). 

Steps taken; references used; 
who supports you; challenges 
encountered. 

PL1–
PL5 

[P] What standards and routines does the school use to 
ensure lesson-planning quality? 

Review process; templates; 
supervision schedule. 

PL1–
PL5 

[S] What are the most consistent strengths and gaps in 
lesson planning across schools? 

PSP vs non-PSP comparison. 

PL1 [T] How do you consider children’s developmental 
aspects when planning activities? [P] To what extent do 
teachers plan based on child development aspects? [S] 
Do teachers’ plans reflect child development 
considerations? 

What data do you use (observ-
ations, notes, baseline/ diagn-
ostic assessment)? Evidence in 
plans; common gaps. Typical 
evidence; missing elements. 

PL2 [T] How do you identify children’s initial abilities and 
learning difficulties before instruction? [P] How do 
teachers document children’s initial abilities/ difficulties, 
and how is this information used? [S] How do schools 
assess/document children’s initial abilities/difficulties? 

Example case; what makes 
identification difficult? 
Instruments used; barriers. 
Systemic barriers; how data are 
used. 

PL3 [T] How do learning theories and play principles inform 
your planning? [P] How well do teachers connect 
learning theories and play principles to lesson planning? 
[S] How well are play theories/principles understood 
and operationalised in planning? 

Which theories? Which elements 
are difficult to apply? Which 
concepts are most 
misunderstood? Common 
misconceptions. 

PL4 [T] How do you design play-based activities as 
educational learning experiences? [P] How consistent is 
the quality and variety of play-based learning designs 
across teachers? [S] How adequate is the design quality 
of play-based educational activities across schools? 

Examples; differentiation for 
diverse children. Examples of 
good practice. Drivers of 
variation. 

PL5 [T] How do you develop annual/ semester/ weekly/ 
daily programs aligned with themes and children’s 
needs? [P] How consistent are annual/ semester/ 
weekly /daily programs aligned with themes and 
children’s needs? [S] How disciplined are schools in 

Where do inconsistencies occur, 
and why? Discipline issues; 
reasons. Governance/ workload 
factors. 
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preparing annual–daily programs aligned with themes/ 
needs? 

PL1–
PL5 

[T] Which planning tasks do you feel most confident 
about, and which do you feel least confident about? 

Why strongest/ weakest? What 
support is needed? 

PL1–
PL5 

[P] What differences do you observe between PSP and 
non-PSP teachers in planning autonomy? [S] (as 
relevant) How do PSP vs non-PSP patterns appear in 
planning quality? 

Concrete examples. PSP vs non-
PSP comparison. 

IM1–
IM5 

[T] Describe how you translate your plan into classroom 
practice. 

Opening–core–closing stages. 

IM1–
IM5 

[P] Based on classroom supervision, what are teachers’ 
strongest and weakest implementation practices? [S] 
What recurring implementation issues do you observe 
across schools? 

Link to opening–core–closing 
stages. Opening–core–closing; 
teacher autonomy. 

IM3 [T] How do you use learning media to support 
engagement and understanding? [P] How adequate is 
learning-media availability and teachers’ ability to use it? 
[S] How does media use differ across schools, and what 
enables good practice? 

What media works best, and 
why? Procurement/support; 
most effective media types. 
Resource constraints. 

IM5 [T] How do you communicate effectively and 
empathetically with children during learning? [P] How 
would you assess the quality of teacher–child 
communication? [S] What patterns do you see in 
teacher–child communication quality? 

Handling tantrums; supporting 
withdrawn children. Common 
issues; support strategies. Impact 
on learning. 

IM1–
IM2 

[T] How do you implement play activities inside and 
outside the classroom? [P] How consistently are 
indoor/outdoor play and holistic play implemented at 
school? [S] How feasible are indoor/outdoor play and 
holistic play approaches in the local context? 

Constraints: time, space, safety, 
parental support. Constraints: 
safety, space, policy. Safety, 
space, parental expectations. 

IM2 [T] How do you apply holistic play approaches 
(strategies/methods/techniques)? 

Example of holistic play within a 
session. 

IM4 [T] How do you integrate ICT into ECE learning 
meaningfully? [P] How is ICT integration supported 
(policy, tools, training)? [S] What are the main systemic 
barriers to ICT integration in ECE? 

Devices used; digital skills; 
school policy barriers. Barriers 
and mitigation. Infrastructure, 
skills, policy. 

EV1 / 
EV1–
EV5 

[T] What assessment practices do you use (observation/ 
checklist/ rubrics/ portfolio)? [P] How is assessment 
organised and monitored at school? [S] What is the 
general level of assessment literacy among teachers? 

How do you choose age-
appropriate methods? 
Instruments, documentation, 
consistency. Most critical gaps. 

EV1 [T] How do you conduct assessments using age-
appropriate methods and techniques? 

Example tool/instrument used. 

EV2–
EV3 

[T] How do you administer process-based assessment 
and analyse the results? [P] Are age-appropriate and 
process-based assessments conducted and analysed 
adequately? [S] Are age-appropriate, process-based 
assessments and analysis conducted reliably? 

What is most difficult 
(recording/ interpretation)? 
Typical weaknesses; examples. 
Typical weaknesses and causes. 

EV4–
EV5 

[T] How do you use assessment results for continuous 
learning and for remedial/enrichment? [P] How are 
assessment results used for continuous learning and 

Why is follow-up sometimes not 
implemented? Why follow-up 
fails/succeeds. What prevents 
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remedial/ enrichment programs? [S] How often are 
assessment results used for continuous improvement 
and remedial/ enrichment? 

follow-up? 

EV6 [T] How do you communicate assessment results to 
parents/stakeholders? [P] How does the school 
communicate assessment results to 
parents/stakeholders? [S] How are results 
communicated across schools? 

Format, frequency, challenges. 
Meetings, reports, digital 
channels. Documentation 
practices. 

EV7 [T] How do you reflect on implemented activities to 
improve subsequent sessions? [P] How is reflective 
practice institutionalised among teachers? [S] How 
strong is reflective practice across schools? 

Is reflection documented? 
Routine reflection, lesson study. 
Documentation practices. 

EV8 [T] Have you conducted Classroom Action Research 
(PTK/ CAR)? [P] Does the school encourage PTK/ 
CAR? What supports exist? [S] What is the status of 
CAR among teachers, and what support is realistic? 

If not, barriers (time, skills, 
mentoring). Mentoring; time 
allocation. Capacity-building 
strategy. 

CL [T] What training/ mentoring do you most need 
(content, play theory, curriculum CP–PP–ATP, 
assessment)? 

Priority needs; preferred 
mentoring model. 

CL [T] Any additional points about strengths, weaknesses, 
or support needs? 

— 

CL [P] What are the top priority professional development 
needs and the preferred mentoring model? 

Coaching, clinical supervision, 
KKG, lesson study. 

CL [S] What policy and mentoring strategies would best 
reduce PSP vs non-PSP gaps? 

Standard instruments, mentoring 
frequency, incentives. 

 
Appendix C: Interview data with teachers (T), principals (P) and 
supervisors (S) 
 
Planning aspect 
Strengths Weaknesses Needs Analysis  
In the Sekolah 
Penggerak, the 
teachers are already 
capable of making 
lesson plans. (S1: 26-
27) 
 
In terms of plan-ning 
competence, it is 
already at its 
maximum, in my 
opinion, Ma’am - at 
least for myself 
personally.  
(T2: 44-45) 
 
Specifically for the 
kindergarten I lead, 

Those who work 
independently 
(not in the Sekolah 
Penggerak 
program) still 
really need extra 
assistance in 
planning. In my 
opinion, they 
require more 
intensive 
guidance. (S1: 30–
31) 
 
As for the non-
PSP teachers, 
some are already 
capable, but 

In terms of 
planning, we need 
to strengthen our 
deep 
understanding of 
the subject matter. 
(P2: 99) 
 
The fundamental 
thing we need to 
understand is the 
content we are 
going to deliver to 
the children. (P2: 
122) 
 
In terms of 
pedagogy, it would 

The strength of teachers lies in 
their ability to plan learning in a 
thorough and well-structured 
manner. Many teachers are already 
capable of creating optimal lesson 
plans—whether in the context of 
developing teaching modules, 
designing learning strategies, or 
aligning with the principles of early 
childhood development. Teachers 
like Ms Wiwik and Ms Binti have 
received recognition for their skills 
in planning and analysing relevant 
learning theories, as well as for 
their understanding of the 
challenges faced by students, 
particularly at the kindergarten 
level. This strength has a positive 
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the planning is 
already quite good, 
from the beginning 
through to the 
implementation of 
activities.  
(P1: 89-90) 
 
For the second 
cohort, the PSP 
(Sekolah Penggerak 
Program) teachers 
are already capable in 
terms of planning.  
(S2: 286-287) 
 
The strength of Mrs 
Wiwik as a teacher at 
Widya Sastra Kinder-
garten lies in the 
planning aspect. (P1: 
11-12) 
 
The part that Mrs 
Wiwik, my teacher, 
understands very well 
is the plann-ing - she 
is excellent at 
preparing lesson 
module plans and 
implementing them. 
(P1: 44-46) 
 
Mrs Binti conducts 
planning every day, 
reviewing learning 
theories in the 
context of play and 
play principles. (P2: 
11-12) 
 
What my teacher, 
Mrs Binti, under-
stands is identify-ing 
early capabilit-ies and 
the difficul-ties of 
young child-ren. (P2: 
35-36) 

others are not yet. 
(S2: 288) 
 
So, the weakness 
of my teachers, 
Ms. Binti, is often 
in planning—she 
lacks discipline in 
preparing child 
development 
programs 
according to 
themes and 
children’s needs, 
whether in the 
form of annual, 
semester, weekly, 
or daily plans. (P2: 
18–20) 
 

be even better if 
we could 
understand the 
unique 
characteristics of 
each child. (PG2: 
295–296) 
 
Here, we really, 
really need learning 
theories to be 
thoroughly 
unpacked—not 
just in theory, but 
fully implemented 
in practice, 
covering 
everything from 
planning, 
implementation, to 
evaluation, and 
truly carrying it out 
in practice. (P2: 
53–56) 
 
Especially within 
the curriculum, 
from CP, PP, to 
ATP, all of which 
need to be 
thoroughly 
analysed from 
beginning to end, 
including student 
assessment. We 
honestly still need 
a lot of support 
and training. (P3: 
47–49) 
 

impact on the learning process, 
helping to achieve educational 
goals more effectively and 
efficiently. 
The weakness of teachers lies in 
their lack of independence in 
planning, particularly among those 
who are not yet part of the Sekolah 
Penggerak Program. These teachers 
still require more intensive 
guidance to improve their skills in 
lesson planning. Some are also 
unable to meet certain standards in 
developing child development 
programs, especially due to a lack 
of discipline in designing plans that 
align with themes and children’s 
needs. This has the potential to 
hinder the effectiveness of 
planning, which should ideally 
support the learning process 
optimally. 
Teachers’ needs are closely related 
to strengthening their 
understanding of the subject 
matter, especially the content they 
will deliver to children. Teachers 
require comprehensive training and 
mentoring on learning theories—
not only conceptually, but also in 
their practical application in 
planning, implementation, and 
evaluation. In addition, 
understanding the individual 
characteristics of each child is also 
considered essential for improving 
teaching quality. In terms of 
curriculum, teachers feel the need 
for further assistance in thoroughly 
analysing and under-standing its 
structure, including assessment of 
students. In other words, the main 
needs of teachers are deepening 
their theoretical and practical 
know-ledge of teaching, along with 
ongoing support to enhance the 
quality of the teaching and learning 
process. 
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Implementation aspect 
Strengths Weaknesses Needs Analysis  
It is the same with 
the 
implementation - 
because when we 
teach, everything is 
already organised 
and well-designed. 
(T2: 47-48) 
 
As for the 
implementation, 
we are already 
doing it. The 
implementation 
follows the plan - 
we provide various 
engaging media for 
the children and 
adjust the materials 
accordingly.  
(T1: 179-180) 
 
For the 
implementation, 
those in the 
Sekolah Penggerak 
Program are 
already capable. 
(S2: 290-291) 
 
Ms Wiwik’s 
strength as a 
teacher at Widya 
Sastra 
Kindergarten lies 
in both planning 
and 
implementation. 
(P1: 11-12) 
 
In terms of 
implementation, 
she applies a 
holistic approach 
to strategies, 
methods, and play-
based techniques. 
(P2: 13-14) 

The implementation 
is the same—both 
for intracullicular 
and co-curricular 
learning activities. 
But again, outside of 
the Sekolah 
Penggerak 
Programme, there 
are still many 
misconceptions 
occurring in the 
field. (S1: 62–65) 
 
For those outside 
the Sekolah 
Penggerak 
Programme, some 
are still not yet 
capable, Ma’am. (S2: 
291–292) 
 
In terms of 
implementation, 
there is still a 
significant lack of 
effective, 
empathetic, and 
respectful 
communication with 
the children within 
the educational 
setting. (P2: 21–22) 

A teacher must be 
able to apply 
appropriate learning 
strategies—what 
kind of strategy we 
want to use for our 
class and our school. 
Within these 
strategies are 
methods and 
teaching techniques 
that should match 
the characteristics of 
our students. We 
know that each 
school—or more 
precisely, each 
group of students—
has different 
characteristics. So, 
we cannot generalize 
from one school to 
another. This is why 
it is so important for 
us, as teachers, to 
understand our own 
teaching strategies 
so that what we 
deliver in the 
classroom can be 
meaningful and the 
core message can be 
understood, making 
the learning more 
contextual. (T2: 
168–175) 
 
In the 
implementation 
phase, what a 
teacher must master 
is the ability to carry 
out the learning 
process properly, 
following the 
correct sequence—
namely the opening, 
the main activity, 

Teachers’ strengths lie in their 
ability to implement structured 
and effective learning. Many 
teachers are already capable of 
translating their lesson plans into 
well-executed classroom activities 
by providing a variety of engaging 
learning media and adjusting the 
materials to suit young children. 
Moreover, the use of holistic 
approaches, strategies, and play-
based techniques is also a key 
strength in enhancing student 
engagement. Teachers such as 
Ms. Wiwik and Ms. Binti have 
received recognition for their 
ability to design and deliver 
learning using available media 
and for tailoring methods to meet 
students’ needs. This indicates 
that these teachers possess strong 
skills in managing and executing 
the learning process successfully. 
Teachers’ weaknesses lie in 
several aspects of lesson 
implementation that remain 
suboptimal. Outside of the 
Sekolah Penggerak Programme, 
many misconceptions still occur 
in the field, indicating a lack of 
understanding or inconsistency in 
the application of effective 
teaching practices. Some 
teachers—particularly those not 
involved in the Sekolah 
Penggerak Program —are still 
unable to carry out effective 
instruction. Additionally, there 
are shortcomings in effective, 
empathetic, and respectful 
communication with students, 
which can impact the quality of 
interaction and students’ 
comprehension during the 
learning process. These 
weaknesses highlight the need to 
improve both the technical and 
interpersonal aspects of teaching 
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In her teaching 
practice, Ms. Binti 
often uses the 
available classroom 
learning media that 
can be utilized for 
children's learning. 
(P2: 36-37) 

and the closing. This 
also includes the 
implementation of 
the assessment itself. 
(S1: 210–213) 
 

implementation. 
Teachers need a deep understan-
ding of instructional strategies 
that align with the characteristics 
of their students and the context 
of their schools. Since every 
school has different characteris-
tics, teachers must adapt their 
methods and techniques to make 
learning more meaningful and 
effective for students. Further-
more, teachers need the skills to 
properly carry out each stage of 
the learning process—from the 
opening to the core activities, and 
through to the closing—as well as 
to conduct assessments effective-
ly. The primary needs of teachers 
are to understand the appropriate 
strategies, master the implemen-
tation phases, and ensure that 
their teaching aligns with the 
needs and characteristics of their 
students. 

 
Evaluation aspect 
Strengths Weaknesses Needs Analysis  
For the evaluation, 
Ms Binti uses and 
analyses the results 
of the assessment 
process.  
(P2: 14-15) 
 
In terms of 
evaluation, she 
conducts 
assessments using 
methods and 
techniques 
appropriate for 
early childhood, 
but it is not yet 
optimal.  
(P2: 38-40) 

For me personally, 
when it comes to 
the evaluation stage, 
we are still lacking, 
Ma’am. Honestly, 
it’s not that we don’t 
carry it out - we do - 
but we still struggle 
with how to reflect 
and evaluate 
properly, in a way 
that is sustainable. 
(T2: 49-52) 
As for evaluation, 
what we really need 
is more guidance - 
particularly on 
assessment. This 
includes assessments 
that should be used 
both in intracurricu-
lar and co-curricular 
activities. We prob-

Our greatest need 
lies around 
assessment or 
evaluation. 
(P3: 85–86) 
 
We use formative 
assessment, 
Ma’am—
assessments 
conducted during 
the learning process. 
For example, by 
using anecdotal 
notes or maybe a 
checklist. Checklist 
assessments involve 
observation and 
recording on 
checklists. We can 
also use student 
work or a photo 
series. This is the 

Teachers' strengths lie in their 
ability to carry out evaluations 
that are appropriate to the 
characteristics of the children. 
Teachers like Ms. Binti can 
analyses assessment results and 
conduct evaluations using 
relevant methods, particularly in 
the context of early childhood 
education. Although not yet 
optimal, the ability to use 
appropriate methods and 
techniques demonstrates a good 
understanding of the importance 
of proper evaluation in 
supporting children's 
development. This strength 
reflects teachers’ efforts to ensure 
that the learning process can be 
effectively evaluated, even though 
there is still room for 
improvement in its 
implementation. 
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ably still need inten-
sive assistance for 
evaluation or assess-
ment. (S1: 69–72) 
Yes, in my opinion, 
when it comes to 
evaluation, both 
Sekolah Penggerak and 
non-Sekolah 
Penggerak schools are 
still not as strong as 
they are in planning 
or implementation. 
Whether it’s diagno-
stic, formative, or 
summative assessm-
ents, that’s what I 
can say, Ma’am. (S1: 
74-76) 
Evaluation really 
needs to be further 
developed and stre-
ngthened, or we 
need to be given 
more knowledge 
about it, Ma’am. 
(P1: 90–91) 
What I’m truly conf-
used about is evalu-
ation, Ma’am - what 
kind of assessment 
method is appropr-
iate. (P3: 148-149) 
When it comes to 
evaluation - well, 
Ma’am, that’s exactly 
the problem. I have 
not quite mastered it 
yet. (T1: 190) 
In terms of evalua-
tion, both PSP and 
non-PSP schools 
still need support - 
not only for the 
teachers, but also 
for the principals. 
(S2: 293-294) 
The weakness of Ms 
Wiwik, or my 
teacher, lies in evalu-

part of evaluation 
that teachers really 
need to understand. 
(S1: 215–219) 
 
In my opinion, 
when it comes to 
evaluation—
especially from a 
teacher's 
perspective—the 
core of evaluation 
lies in how we create 
rubrics or conduct 
observation-based 
assessments. 
(T2: 232–234) 
 
As a school 
principal, my 
greatest hope is to 
improve the 
teachers’ 
pedagogical skills, 
particularly in 
assessment. This is 
where our weakness 
lies—in assessment. 
And assessment is 
not isolated; it must 
be traced back and 
connected to both 
implementation and 
planning—they 
must all be aligned. 
(P1: 65-69) 
 
However, when it 
comes to 
implementation and 
evaluation, we really 
need to be reminded 
so that the 
implementation 
aligns with the plans 
that have been 
agreed upon.  
(P3: 20–22) 

 
Teachers’ weaknesses are 
primarily found around 
evaluation and assessment, which 
many have not yet fully mastered. 
While teachers have attempted to 
carry out evaluations, many of 
them still struggle with how to 
conduct effective and sustainable 
reflection and evaluation. They 
also face difficulties in choosing 
appropriate evaluation 
methods—be it diagnostic, 
formative, or summative 
assessment. Furthermore, there is 
a need for more intensive 
guidance on evaluation, both for 
teachers and school principals, to 
improve their understanding and 
skills in conducting assessments 
that are aligned with the learning 
needs and context. 
 
This shortcoming indicates the 
need for strengthened training 
and support in evaluation so that 
teachers can carry out the 
assessment process more 
effectively and in greater depth. 
 
Teachers' needs are strongly 
focused on improving their 
understanding and skills in 
conducting evaluations and 
assessments. Teachers need 
support in understanding the 
various assessment methods that 
can be applied, such as formative 
assessments, observations, 
checklist-based evaluations, and 
the use of rubrics or structured 
observations. There is also a need 
for a deeper understanding of the 
interconnection between 
planning, implementation, and 
evaluation, so that all stages can 
function consistently and support 
one another. 
 
In addition, there is a strong 
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ation. In this area, 
many teachers - 
including myself - 
still need to learn 
how to conduct 
assessments proper-
ly. Essentially, there 
are many important 
aspects of evaluation 
that are not well 
understood by 
teachers, including 
the concept of auth-
entic assessment. 
(P1: 15-19) 
The part that Ms 
Wiwik, my teacher, 
still does not under-
stand well is evalu-
ation - especially in 
analysing and collec-
ting data correctly. 
In my experience, 
data collection may 
already be happen-
ing, but it’s some-
times inconsistent. 
That’s the weakness. 
The collected data is 
not systematic enou-
gh, which means we 
can’t make accurate 
decisions to plan 
better instruction. 
(P1: 36-41) 
In terms of evalua-
tion, the weakness 
lies in reflecting on 
the developmental 
activities of early 
childhood education 
that have already 
been carried out. 
(P2: 23-24) 

desire to enhance teachers’ 
pedagogical skills in assessment, 
as evaluation is considered a core 
part of the learning process that 
must be understood more deeply. 
These needs reflect the 
importance of ongoing support, 
training, and capacity building in 
evaluation, so that teachers can 
carry out assessments more 
effectively and in alignment with 
learning objectives. 
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